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This issue

On the occasion of the tenth anniversary of «History of Education &
Children’s Literature» (2006-2015), we invited all the directors of the main
scientific journals of history of education published all over the world, so that they
can contribute to an ideal round table on the topic: the role of scientific journals
in the development and internationalization of historical-educational research.
The people who responded to this invitation — and we thank them very much
for their exquisite and authoritative collaboration — are: Carlos Eduardo Vieira
and José Gongalves Gondra for «Revista Brasileira de Historia da Educagiao»
(Brazil), Eckhardt Fuchs, Rebekka Horlacher, Jurgen Oelkers and Daniel
Trohler for «Bildungsgeschichte: International Journal for the Historiography
of Education» (Switzerland), Décio Gatti Junior for «Cadernos de Historia»
(Brazil), José Luis Hernandez Huerta and Antonella Cagnolati for «Espacio,
Tiempo y Educacion» (Spain), Maria Helena Camara Bastos, Claudemir de
Quadros and Maria Stephanou for «Histéria da Educagio» (Brazil), Marta
Ruiz-Corbella, Arturo Galan and Alfonso Diestro for «Educacion XXI» (Spain)
and, finally, Antonio Vifiao Frago for «Historia y Memoria de la Educacion»
(Spain). They were joined by Roberto Sani as editor of «History of Education
& Children’s Literature» (Italy), which promoted the initiative.

In the first section of this issue the interventions of the above mentioned
round table are collected. On the occasion of the tenth anniversary of «History
of Education & Children’s Literature», also a Call for Papers on the theme:
The school of the nineteenth and twentieth century as a laboratory for the pro-
motion of national identity and for the education to citizenship was launched.
The invitation to participate, presenting their own contribution, was addressed
to scholars and researchers of all over the world, especially to the historians of
education and schools working in universities and specialized research centers
of the different continents.

84 scholars from forty countries responded to this invitation, and they sent to
the direction of «History of Education & Children’s Literature» their proposals



(abstract) of a paper. A special scientific committee, chaired by the Director
of «History of Education & Children’s Literature», examined the various
proposals received, and approved 50 of them. This issue, in the monographic
section on the Call for Papers, includes the first 28 papers approved. For reasons

of space, the remaining 22 will be published in the issue of December 2015 of

«History of Education & Children’s Literature»’.

! In the issue of December 2015 of «History of Education & Children’s Literature» the papers
that will be published are those by: Alberto Barausse (Italy), José Luis Herndndez Huerta & Sonia
Ortega Gaite (Spain), Carla Ghizzoni (Italy), Maria do Rosirio Longo Mortatti (Brazil), Maria
Cristina Morandini (Italy), Valeria Viola (Italy), Beatrice Jane Vittoria Balfour (United Kingdom),
Valeria Miceli (Italy), Elena Tabacchi (Italy), Décio Gatti Junior & Bruno Gongalves Borges
(Brazil), Fabio Targhetta (Italy), Florindo Palladino (Italy), Mara Donato Di Paola (Belgium),
Gianluca Gabrielli (Italy), Francisco A. Gonzalez Redondo, Cristina Escrivda Moscard6é & Gabriel
Benavides Escriva (Spain), Alberto Carli (Italy), Geert Thyssen (Luxembourg), Anna Ascenzi &
Roberto Sani (Italy), Antonia Maria Mora Luna (Spain), Rossella Andreassi (Italy), Domenico
FA. Elia (Italy), Raymond McCluskey & Julie Robinson (United Kingdom), Michela D’Alessio
(Italy), Fernando Rodrigues de Oliveira (Brazil), Marta Brunelli (Italy), Juri Meda (Italy).
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Educacio»: trajetoria e os desafios da
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Brazilian Journal of the History of Education: the challenges of internationalization (2001-2014)

ABSTRACT: In this article, we analyse the Journal of the History of Education between
2001 and 2014. At first, we characterize the journal and its structure to then reflect on
the national and international dimension of the magazine, considering the institutional
affiliations of the authors who published in the same over the 14 years of existence. As
regards the national level, we observed a journal insertion in almost all of Brazil, with a
hyper-concentration of production derived from the states of Sao Paulo, Rio de Janeiro and
Minas Gerais, all the Southeast. Asymmetry that takes place both at the national level, as
at the regional level and also within different states of Brazil. On the international scale,
we see signs of the existence of networks of a few countries, such as Portugal, France and
Argentina, evidence of which is more organized and what still needs to be increased in terms
of English-speaking countries and Latin America, but especially in relation to unexplored
universes as the Middle East, European east, Africa, Asia and Oceania. Finally, we weave
some considerations about the problem of internationalization, drawing attention to the
issue of language and other challenges to a community of historians of education who wish
to be transnational.

EET/TEE KEYWORDS: Periodical; History of Education; Scientific Research; International
Studies; Cultural Associations; Brazil; XXI Century.
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A «Revista Brasileira de Historia da Educag¢io» (RBHE) foi criada pela
Diretoria da Sociedade Brasileira de Histéria da Educacio (SBHE), apés a
realizagao I Congresso Brasileiro de Historia da Educacio (I CBHE), em
novembro de 2000. De acordo com a documentagio da revista, presente no
site do periddico, sua missdo é «divulgar a producdo cientifica nacional e
internacional sobre Historia e Historiografia da Educacdo, que se revele de
interesse para as grandes areas de pesquisa em Educacdo e em Historia, abrindo
novos horizontes de discussdo e estimulando debates interdisciplinares»!. O
primeiro nimero da revista foi publicado em junho de 2001 e, até dezembro
de 2014, foram publicados 36 nimeros, perfazendo 256 artigos®. Até 2006,
a RBHE circulou com periodicidade semestral e, em 2007, passou a ser
quadrimestral, evidenciando o potencial do campo em produzir resultados
inéditos de pesquisa’.

O periddico se estrutura da seguinte forma: Conselho Diretor, envolvendo
quatro membros da Diretoria da SBHE, responsaveis pela articulacdo entre
a SBHE e a RBHE; Comissao Editorial, envolvendo o Editor Geral e trés
Editores Adjuntos, responsaveis pelas demandas académicas e executivas
do periddico; e Conselho Consultivo (Nacional e Internacional), imbuido
da avaliagdo da politica editorial e, eventualmente, de artigos e de dossiés
submetidos. Estas posi¢des sio ocupadas por pesquisadores reconhecidos,
nacional e internacionalmente. De acordo com os estatutos da SBHE, os
integrantes da Comissdo e dos Conselhos sdo indicados pela diretoria e eleitos
pelos associados em assembleia. A revista conta ainda com uma Secretaria de
Redacdo, responsavel pela administragao das rotinas de submissio, avaliagiao
e publicagio de artigos; além de um grupo variavel de Consultores (Referres),
que atuam sob demanda especifica no processo de arbitragem dos manuscritos
submetidos. Em 2012, por exemplo, a RBHE contou com a colaboracdo de 96
especialistas na funcdo de referres.

Sediada atualmente na Universidade Estadual de Maringa, a RBHE publica
artigos, dossiés, notas de leitura e resenhas. A partir de 2014, a revista passou
a ser publicada basicamente em versio on line, de acesso livre*. No entanto, a

1 «Revista Brasileira de Histéria da Educacdo», <http://www.rbhe.sbhe.org.br/index.php/
rbhe/about/editorialPolicies#focusAndScope> (accessed: December 18, 2014).

2 Este artigo ndo tem a pretensdo de atualizar a andlise realizada pelo artigo Difusdo,
apropriacdo e producdo do saber historico. A Revista Brasileira de Historia da Educacdo (2001-
2007), publicado na RBHE em 2008, pois o espago, finalidades e destinatarios este estudo é muito
distinto do que foi empreendido anteriormente: <http://www.rbhe.sbhe.org.br/index.php/rbhe/
article/view/113/124>, (accessed: December 18, 2014). Contudo, alguns nimeros e informagoes
presentes neste artigo podem cumprir esta fungao.

3 Para uma compreensdo mais geral do campo da histéria da educagio no Brasil, cf. ].G.
Gondra et al., History of education in Brazil: the construction of a knowledge field, «Paedagogica
Historica», vol. 50, 2014, pp. 1-8.

4 Para acessar a RBHE: <http://rbhe.sbhe.org.br/index.php/rbhe> (accessed: December 19,
2014).
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versdo impressa ainda circula, condicionada ao pagamento de taxa extra por
parte dos associados interessados na recep¢do do periddico neste formato.
Todos os textos recebidos pela Secretaria passam por minuciosa verificagao,
propiciada pelo programa iThenticate CrossCheck, para evitar plagios e
mas condutas cientificas. Sobre este aspecto, a RBHE endossa plenamente as
diretrizes, internacionalmente acordadas, do COPE (Committee on Publication
Ethics), visando evitar o plagio, as publica¢des redundantes e outras possiveis
violagdes éticas. O conteudo veiculado pela RBHE se encontra indexado em
6 Bases de Dados, 8 Diretorios e 2 Portais. A revista, desde o seu inicio, vem
sendo objeto de avaliagio externa, particularmente do Programa Qualis,
desenvolvido pela Coordenacio de Aperfeicoamento de Pessoal de Nivel
Superior (CAPES). Este programa, no ultimo processo avaliativo, classificou
a RBHE com periédico do estrato A2, considerando uma escala de oito niveis
que tem o estrato A1 como o seu apice.

Os14anosdecircula¢doininterruptada RBHE, a periodicidade quadrimestral
e, sobretudo, os resultados obtidos nas avaliagdes externas evidenciam a posi¢ao
consolidada da revista no campo da divulgacio cientifica no pais, bem como
o seu papel e o seu potencial como articuladora do conhecimento histérico e
educacional. Neste sentido, como demonstraremos adiante, a RBHE situa-se
bem representada no ambito das fronteiras nacionais, da mesma forma que
demonstra potencial para ampliar a sua inser¢do internacional®. As posi¢des
ocupadas no campo académico-educacional brasileiro pela RBHE e pelos
outros perioédicos nacionais dedicados ao campo da Histéria da Educagio®
sinalizam para a pujanca da drea em termos de pesquisa e ensino, tanto no
plano da formagio de professores e de pedagogos no dambito da graduagao,
como na formacdo de novos pesquisadores no contexto da pds-graduacio
stricto sensu.

5 O estudo de Cordeiro (2008) analisa a RBHE, juntamente com a «Revista Brasileira de
Educacdo», <http://www.scielo.br/revistas/rbedu/iaboutj.htm> e a «Revista Brasileira de Histéria»,
<http://www.scielo.br/revistas/rbh/iaboutj.htm>. Jd o estudo de Bontempi Junior (2012) procura
observar a insercio da historia da educa¢io na «Revista Brasileira de Estudos Pedagogicos»,
http://rbep.inep.gov.br/index.php/RBEP (accessed: December 19, 2014).

6 Além da RBHE, outros trés periddicos brasileiros se especializaram na divulgagio de
pesquisas do campo da Histéria da Educagdo: «Revista Histéria da Educacdo», <http://seer.
ufrgs.br/asphe>; «Cadernos de Histéria da Educacdo», <http://www.seer.ufu.br/index.php/che/>
e «Revista Histedbr On-Line», <http://www.fe.unicamp.br/revistas/ged/histedbr> (accessed:
December 19, 2014). Os dois primeiros foram classificados no estrato A2 e, o tltimo, no estrato
B1.
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A RBHE em numeros

No levantamento que realizamos, entre 2001 e 2014, a RBHE publicou
36 numeros, totalizando 256 artigos, escritos por cerca de 314 autores. A
revista apresenta abrangéncia nacional, uma vez que identificamos autores
com filiacGes institucionais oriundas de todas as cinco regides brasileiras. Nao
obstante, refletindo as histéricas diferencgas regionais do pais, algumas regioes
aparecem pouco representadas, como é o caso da Regidao Norte, com apenas
3 autores, enquanto a Regido Sudeste comparece com 157 autorias. Entre os
estados em que se situam as universidades da Regido Sudeste identificamos
61% dos autores com artigos publicados na RBHE, considerando autorias e
coautorias. Existe, porém, nesta regido, uma clara diferenga entre o nimero de
autores provenientes das institui¢coes dos estados de Sao Paulo, Rio de Janeiro
e Minas Gerais em comparagao com o numero de autores oriundos do Estado
do Espirito Santo.

Tabela 1. Autores com publicacio na RBHE, entre os anos de 2001 e 2014, em
relacdo as suas vinculages institucionais nos diferentes estados e regides brasileiras

Regides Estados Autores %
Amazonas 1

Norte Para 2
Total 1 3 1%
Alagoas 1
Pernambuco 4
Maranhio 1

Nordeste Paraiba 3
Rio Grande do Norte 1
Sergipe 9
Total 2 19 7%
Distrito Federal 1
Goias

Centro Oeste Mato Grosso 3
Mato Grosso do Sul 4
Total 3 13 5%
Parana 18

Sul Rio Grande do Sul 15
Santa Catarina 11

Total 4 44 17%
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Espirito Santo S

Sudeste Minas Gerais 41
Rio de Janeiro 53
Sdo Paulo 58
Total 5 157 61%
Sem Filiagio Inst. Identificada 23 9%
Total 259 100%

Fonte: RBHE 2001-2014.

Na Regido Nordeste se destaca o Estado do Sergipe, chamando atencdo para
auséncia de trabalhos do Ceara, Bahia e Piaui, estados que possuem grupos
organizados com frequéncia regular nos principais eventos da drea. Nas regioes
Centro Oeste e Sul, percebemos um relativo equilibrio na veiculacao de artigos
provenientes de autores dos estados que compdem estas regides. Goids e Parana
aparecem levemente acima dos demais, enquanto que o Distrito Federal, pelas
caracteristicas peculiares deste estado, destoa dos demais estados do Centro
Oeste, com apenas uma autoria’. Entre as trés universidades brasileiras como
maior nimero de autores na RBHE, destacamos a Universidade Federal de
Minas Gerais (UFMG), a Universidade de Sao Paulo (USP) e a Universidade
Federal do Rio de Janeiro (UFR])3.

Esses niimeros evidenciam, por um lado, a abrangéncia nacional da RBHE,
mas, por outro, a desigualdade na producio da ciéncia no Brasil que, guardadas
as devidas diferengas, assemelha-se a distribuicio desigual da riqueza e da
populacdo no pais. O debate a respeito da questdo da desigualdade no campo
cientifico é complexo e muito estudado, logo, como os objetivos deste artigo
envolvem a apresentagio da RBHE e, sobretudo, a circulagdo internacional
da revista, nos ateremos as estes dados e analises sobre o peridédico nos planos
nacional e regional.

Quanto aos artigos em que os autores atestam sua filiacao institucional em
paises estrangeiros, contabilizamos 55 autorias, totalizando cerca de 18% em
relacdo ao total de 314 autores e coautores que publicaram na RBHE, entre
os anos de 2001 e 2014. Em ntmeros absolutos, a distribuicao destes pode ser
observada no grafico abaixo.

7 Nota-se a inexisténcia de artigos oriundos do Acre, Rondoénia, Roraima, Amapd e Tocantins;
ultimos Estados constituidos no Brasil, com tradi¢ao universitiria recente.

8 Para uma andlise da acdo de professores e grupos de historia da educagio que atuam em
programas de pés-graduagio em Educacio, cf., Warde, 2011 e 2011a.
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Grifico 1. Artigos Provenientes de Autores com Filiagido Institucional no Exterior

Suiga

Suecia

P ortugal
Mexico

Italia
Inglaterra
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Colombia

Belgica

Argentina

Fonte: RBHE 2001-2014.

Destes 55 artigos, apenas cinco foram escritos em coautoria com
pesquisadores brasileiros, o que indicia o reduzido investimento de pesquisa em
comum entre autores brasileiros e estrangeiros. Dos doze paises representados,
oito sdo provenientes do continente europeu, com destaque para Portugal e
Franga. No continente americano, temos quatro paises, com destaque para
os autores com filiagao institucional nas universidades argentinas. A analise
deste processo de circula¢do internacional da produgio no campo da histéria
da educacdo nio pode, obviamente, se ater ao espago de uma revista. Contudo,
estes dados indicam alguns aspectos da realidade brasileira, bem como do
movimento internacional do campo.

O primeiro deles é a chamada barreira da lingua. Nesse sentido, a maior
presenca de texto oriundos das universidades portuguesas indica, por um lado,
uma historia e um conjunto de a¢des de pesquisa em comum, tais como o
Congresso Luso-Brasileiros de Histéria da Educag¢iao que, em 2014, realizou
sua décima edi¢dao; além da circulacdo constante de pesquisadores portugueses
e brasileiros envolvidos em seminarios, projetos, doutoramentos e estagios de
pos-doutorado nos dois lados do Atlantico’. Por outro, a difusdo ser processa

9 Em linhas gerais, essa relagio vem sendo pautada por uma assimetria importante, cuja
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em uma lingua pouco reconhecida e legitimada nos espacos de credenciamento
e circulagio da ciéncia em ambito internacional. Neste sentido, os autores
oriundos de paises anglo-saxdes (Estados Unidos e Inglaterra), que praticam
a lingua que se impds como franca para o debate académico, comparecem em
numero reduzido de artigos; cinco no total.

A presenga significativa dos autores vinculados a institui¢des francesas
parece exigir uma explicagao diferente. Neste caso, a questao nido € a lingua,
mas o didlogo intenso que o campo historiografico brasileiro e, especialmente,
a historia da educacgdo, tem mantido com a cultura historiografica francesa.
No plano da América Latina, a presenca de autores argentinos exprime uma
tendéncia promissora de interlocucdo entre estas duas culturas historiograficas.
Nio obstante, a falta de autores de outros paises latino-americanos se constitui
em uma grave realidade, uma vez que a proximidade das fronteiras geograficas
e linguisticas poderia favorecer a ampliagdo desse intercimbio. Neste caso, os
obstaculos parecem ser de outra ordem, cabendo notar a estrutura da pesquisa
nos demais paises da América Latina. Entre as auséncias, também cumpre
assinalar a inexisténcia de artigos oriundos do oeste europeu, Oriente Médio,
Africa, Asia e Oceania.

A guisa de conclusoes: horizontes da internacionalizacao

A questdo da internacionalizacdo ndo depende, unicamente, da questido da
lingua predominante nas publicacbes, uma vez que ndo basta traduzirmos os
textos da RBHE para o inglés para sermos lidos pelo mundo académico em
contexto internacional. Existe uma correlagao de forcas politicas e economicas
que se faz sentir nos jogos do poder entre os paises, instituicdes, sujeitos e
saberes envolvidos na chancela e controle do debate cientifico. Nio obstante,
reconhecer esse cendrio de desigualdade ndo deveria implicar na ado¢ao de uma
posicao imobilista, de pura contemplagio desta ldgica, de seu funcionamento
e efeitos diversos. Muitas agdes podem ser realizadas no sentido de aproximar
as diferentes culturas académicas e linguisticas, entre as quais destacamos a
promog¢iao do portugués, assim como de outras linguas marginalizadas na
comunicacdo cientifica, como possibilidades para a comunica¢do dos resultados
da ciéncia em geral e da Historia da Educagao em particular. Para além da
questdo lingua, o incremento de iniciativas de pesquisa, internacionalmente
coordenadas e horizontalmente dirigidas, pode favorecer a aproximagio de
pesquisadores de diversos paises e continentes, permitindo que se fecunde o
dialogo e o reconhecimento das singularidades nacionais, culturais, linguisticas
e educacionais.

analise escapa a finalidade deste artigo.
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Neste contexto, os periddicos cientificos podem cumprir uma fungio
decisiva no sentido de funcionarem como polo de atracio de pesquisadores
de diferentes paises, com orientacdes e tradi¢des de pesquisa singulares. Tal
investimento pode colaborar para o estranhamento de certezas mais ou menos
estabilizadas, procedimentos de trabalho cristalizados e sinteses generalistas.
Esse investimento se configura em poténcia para novas abordagens, problemas,
fontes e narrativas. Ao ampliar a comunidade e ao contrastar experiéncias
distintas, os periddicos especializados no campo da historia da educacio podem
servir como instrumento de critica permanente ao saber que tem sido forjado
local e transnacionalmente.

Para tanto, enfrentar os desafios da internacionalizacao exige refletir sobre
as assimetrias nacionais e a concentragao de saber e poder também verificaveis
em escala mundial. Nesse ultimo caso, o idioma consiste apenas em uma
expressao das mediaghes em curso e, talvez, a mais simples, facil e rapida de
ser superada. Desconcentrar os dominios existentes e sua legitimidade requer
a fundacdo de outra economia dos saberes. Nesta direcio, um peridédico como
a RBHE, pautado por uma politica editorial rigorosa e aberta a colaboradores
com pertencimentos plurais se configura em um dispositivo necessario para
desbloquear e alargar as fronteiras do saber sobre a educa¢io e sua historia.
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ABSTRACT: The journal «Bildungsgeschichte / International Journal for the Historiography
of Education» is a bilingual forum (German and English) that aims to provide for, strengthen,
and further develop both meta-theoretical and specific-topic discussions. At the meta-
theoretical level, the journal promotes the de-nationalization of research and its central
research questions, calls into question both «great theories» of history and epochalizations,
and pursues the combination of historical and comparative research approaches in the
field of education. At the specific content level, it focuses on the rise and development of
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the school system; nationalization and internationalization of education policy; history of
science, history of education, and history of theory since the Renaissance; and issues in
historiography.
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Thejournal «Bildungsgeschichte: International Journal for the Historiography
of Education» (IJHE) is a double blind peer reviewed, international, and
bilingual journal dedicated to the history and the historiography of education,
aiming thus at both substantive material studies and methodological and
epistemological reflections. It furthermore deliberately initiates innovation in
the field by addressing controversial topics and by offering a Carte Blanche to
renowned scholars.

Initially, the [JHE started twenty years ago in 1995 under the name «Neue
Pestalozzi-Blitter» [New Pestalozzi-Papers]', renaming itself in 2001 as
«Zeitschrift fur padagogische Historiographie» [Journal for the Historiography
of Education]?. Collaborating from 2011 onward with a new publishing house,
Klinkhardt in Bad Heilbrunn, Germany, the editors decided on the current
title «Bildungsgeschichte. International Journal for the Historiography of
Education» (IJHE), reflecting the bilingual character of the journal (English
and German) as well as its international scope”.

During these twenty years of publication, this journal has mirrored the
development of thematic features and research trends in the field of the history
of education. Among the most recent changes are the increasing challenge of
national boundaries in the history of education and the need for theoretical
reflection and methodological innovation.

Internationality...

The international orientation of [JHE has a twofold aim. First, the journal
presents new knowledge about different national, regional or local histories,

I The occasion was the 250 anniversary of Johann Heinrich Pestalozzi in 1996; the ‘model’
were the Pestalozzi-Blitter [Pestalozzi-Papers] published between 1880 and 1906 by the
Pestalozzianum.

2 As joint venture between the (meanwhile dissolved) Pestalozzianum Research Institute for
the History of Education Zurich and the University of Zurich.

3 In contrast to the predecessors, the current journal is not a venture of institutions but of the
(until 2012) three and since 2013 four editors Eckhardt Fuchs, Braunschweig, Rebekka Horlacher,
Jurgen Oelkers, both Zurich, and Daniel Trohler, Luxembourg.
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and second it provides a forum where different research methodologies,
epistemological systems, and historiographical traditions may be discussed. It
is therefore based on the assumption that the histories of education differ in
what they mean to be and to do between the different national or cultural
traditions, and by that they usually design their research agendas within specific
cultural contexts. This means from a historical perspective that once the idea
of the importance of history of education had become accepted internationally
it became evident that the sameness of the idea turned out to be in fact very
different in its actual materialization: The new genre ‘history of education’ was
adapted to the different cultural aspirations of the individual nations.

... as means against national blinders

The term «historiography» in the title refers to these cultural (or national)
differences in writing history (of education). Rather than the term «history»,
«historiography» reflects different epistemological and historiographical
systems in the field of history of education. These differences have not been
reflected thoroughly by historians of education. School histories, for instance,
often follow different cultural or national paradigms for “doing” school history,
reflecting culturally dominant perceptions of social order and progress. German
histories of schooling were traditionally written in the vertical tension of social
exclusion, focusing on strategies of social advancement of the bourgeoisie and
the exclusion of the middle and lower classes. A focus like that might reflect
the difficulties of Germany with the establishment of a republic with formally
equal citizens — a concern that is less likely to be found in the United States,
Switzerland, or France. The French and the Swiss historiographies focus much
less on vertical tensions between the upper and the lower classes, but rather on
ideological tensions on the horizontal level between liberals and conservatives.
The US American historiography in turn is different again, where we find a
system of reasoning that deals strikingly often with progress and pertinence or
resilience. The major focus here is not between upper and lower social classes
or the ideological fight between liberals and conservatives, but on how reforms
affect the development of the school, or vice versa, how schools affect reform
progresses.

The journal will contribute to identifying such academic-cultural or national
modes of understanding the history of education and to establish a critical self-
reflection and dialogue. The mutual realization of different cultural modes of
doing history of education, or even schooling, will enhance the quality of the
historiography of history of education.
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Innovation and inspiration through controversial discussions

It is a distinct feature of the IJHE to promote discussions on topics relevant
to the international development of the history of education. These topics in
the journal’s section titled «Debate» are suggested by the editors who invite
scholars to make a provocative case and have it discussed among experts from
around the world in the very same issue of the journal. In contrast to the other
articles in the journal, the contributions in this section are not double blind
reviewed, because the objective is to provide a free and open space were people
can freely contribute their ideas and the ‘peer reviewing’ is in the form of the
dialogues/debates that the submissions in this section trigger. In 2011, for
example, experts discussed Lynn Fendler’s Foucault as Teacher Educator, in
2012 David Labaree’s A Sermon on Educational Research and Inés Dussel’s
The visual turn in educational history: Just another fad, or a serious challenge
to historian? In 2013 the cases in this section included Homosexuality and
Violence as Challenges to Theory and Historiography of Education (William
E Pinar) and The Short Timelines of History of Education at Present (Edwin
Keiner). These cases were written by colleagues from the US, Canada,
Mexico, UK, Germany and Portugal; the commentators came from Australia,
Austria, Belgium, Canada, China, England, Estonia, Finland, Germany, Italy,
Luxembourg, the Macao, Netherlands, Scotland, Switzerland, the US, Sweden,
and New Zealand.

The upcoming topics in this section will address the challenges of digital
humanities to historiography and the question, if and when yes how, education
can be shaped without any religious context.

Carte Blanche

International journals have become more and more standardized with regard
to structure, citation formats, and length. However, these standardizations
have also been criticized as stifling creativity and intellectual innovation,
marginalizing seemingly minor events or sources, or helping dominant modes
of doing research to become even more dominant. Whereas I[JHE advocates the
internally accepted academic standards with regards to its articles, it recognizes
the danger of excluding cutting edge ideas that could potentially be important
for the history of education.

In order to avoid thisrisk [JHE introduced a section serving as «Carte Blanche»
for internationally renowned scholars. In this section scholars are invited to write
about whatever arouses their interest. In this sense, Heinz-Elmar Tenorth wrote
(2011) about the way in which obituaries in newspapers serve as source for the
indication of formation-scenarios after death. He also addressed school camps
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or summer camps as an important field of educational experiences, and an area
of education research which has often been marginalized. Richard Aldrich, to
name another example, suggested Rudyard Kipling’s poem If (1885/1910) or
the Rosetta Stone as sources of historical inquiry in education (2013).

Book reviews

The emphasis on the importance of international discussion is not only
reflected in the section «Debate», but also in the book review section. The
editors of IJHE are convinced that an international exchange in the history of
education must include reviewing books being published in this field. Such a
section also serves to introduce new colleagues into the academic community.
IJHE places great importance on ensuring that every issue has in average six
to seven books reviewed, most of them being published — according to the
bilingual character of the journal — either in German or in English.

All together, its special emphasis and innovative structure makes IJHE
a unique forum of academic exchange and communication. It initiates
international debates, inspires researchers through its provoking topics,
promotes epistemological self-reflection, and opens up new perspectives in the
field of history of education.
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1. History and characteristics of the periodical «Cadernos de Histéria da
Educacao»

The emergence of a research group in History of Education at the Universidade
Federal de Uberlandia (UFU) [Federal University of Uberlandia, Uberlandia,
MG, Brazil] at the beginning of the 1990s allowed creation of a line of research
dedicated to the History and Historiography of Education within the Graduate
Studies Program in Education of that university. Both initiatives in the area of
History of Education led to the need for publication of the results of research.
Up to that time, scientific production had been transmitted mainly in the Boletim
(Report) of the Centro de Documentacio em Histéria (History Documentation
Center), but, as time passed, the volume of publications exceeded the capacity of
that Boletim, which led to the creation of the periodical «Cadernos de Historia
da Educagio» (Notes on the History of Education) in 2002.

At first, the periodical «Cadernos de Historia da Educacdo» was to be
simply a vehicle to publish results of investigations developed by researchers of
UFU, but this objective was soon abandoned, above all due to the emergence
of a complex periodical evaluation system called Qualis, developed within the
sphere of the Coordenagio de Aperfeicoamento de Pessoal de Nivel Superior
(CAPES), the governmental agency responsible for evaluation of the quality of
graduate studies in Brazil.

Thus, the periodical sought to meet the quality criteria arising from Qualis/
CAPES, specifically those established for the area of Education, and it soon
achieved positive evaluations. Already in 2008, the periodical was classified
in the A2 level of Qualis/CAPES (Education Area), on a scale that includes the
following levels: C (the lowest), BS, B4, B3, B2, B1, A2, and A1 (the highest).

The periodical was published annually up to 2008, passing to publication
every semester in 2009. Currently, around 40 articles per year are published,
as well as interviews with researchers in the area of History of Education,
documents of historical-educational interest, and book reviews. As of 2008,
its issues were made available on Internet through the Sistema Eletronico de
Editoragio de Revistas (SEER) [Electronic System of Magazine Publishing],
which is a Brazilian adaptation of the Open Journal Systems (O]S)>.

2 Currently, there are four scientific periodicals in activity specifically in the area of History of
Education in Brazil, namely: «Histéria da Educacdo», since 1997; «Revista Histedbr On Line»,
since 2000; «Revista Brasileira de Histéria da Educacio», since 2001; and «Cadernos de Histéria
da Educagdo», since 2002. All of them have achieved the highest levels in Qualis of Capes in the
area of Education, and are currently in positions from B1 to A2.

3 Currently, the on-line version of the periodical may be accessed at the following electronic
address on the Internet: <http://www.seer.ufu.br/index.php/che/> (accessed: September 15, 2014).
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Since the beginning of its publication, Cadernos de Histéria da Educacdo
has had the support of the Publisher of the Universidade Federal de Uberlandia
and, as of 2010, also came to have the support of the Funda¢io de Amparo
a Pesquisa do Estado de Minas Gerais (Fapemig). From 2002 to 2008, the
periodical accepted proposals for publication written in Portuguese and Spanish,
and, as of 2009, French and English were added.

The graphic design gave identity to the periodical both through the format,
larger than usual, but also from inclusion of a photographic image on the
cover linked to the historical-educational facts of the Minas Triangle and
Upper Paranaiba region in Minas Gerais, Brazil. The photographs showed the
universality of the phenomenon of schooling, and made reference to the place
of origin of the periodical. Thus, a graphic design took hold in the first ten years
of the periodical and, since then, another design was implemented, without,
however, losing the original identity, as may be seen in Figures 1 and 2.
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Fig. 1. Cover of Volume 1, Number 1, Fig. 2. Cover of Volume 13, Number
January to December 2002 of the periodical 1, January to June 2014 of the periodical
Cadernos de Histéria da Educagdo in the  Cadernos de Histéria da Educacdo in the
18.5 x 27.5 cm format. 18.5 x 27.5 cm format.
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2. The dimensions and the national and international impact of the periodical

The continental dimensions of Brazil present a great challenge in regard to
the scope and national impact of a scientific periodical. In the case of «Cadernos
de Historia da Educacdo», the exogenous character has predominated, seen in
the figure of 76 % of articles from authors outside of UFU (64 % of authors from
different Brazilian institutions, and 12% of authors from foreign institutions)
as may be seen in Table 1.

Table 1. Number of articles published in Cadernos de Histéria da Educagdo in its
different volumes and numbers according to the national and international location of
the institutions of higher education (IHE) to which the main authors are affiliated (from
2002 to the first semester of 2014)

Volume/Year Number of articles published according to the location of the institu- | Total
tions of higher education to which the main authors were affiliated
National International | %
UFU % | Other IHE %

v.1/2002 21 91% 02 09% 00 00% | 23
v.2 /2003 02 12% 13 81% 01 07% | 16
v.3 /2004 04 25% 10 62% 02 13% | 16
v.4 /2005 05 29% 08 47% 04 24% | 17
v.5 /2006 02 17% 08 66% 02 17% | 12
v.6 /2007 04 29% 07 50% 03 21% | 14
v.7 /2008 04 21% 13 69% 02 10% | 19
v.8, no.1/2009 01 07% 12 86% 01 07% | 14
v.8,n0.2 /2009 03 21% 10 72% 01 07% | 14
v.9,no.1/2010 04 29% 10 71% 00 00% | 14
v.9,1n0.2 /2010 06 37% 08 50% 02 13% | 16
v.10, no.1/2011 03 19% 09 56% 04 25% | 16
v.10, no.2 / 2011 02 11% 09 50% 07 39% | 18
v.11, no.1/2012 03 18% 11 64% 03 18% | 17
v.11, no.2 /2012 02 11% 15 83% 01 06% | 18
v.12,n0.1/2013 02 11% 16 89% 00 00% | 18
v.12,n0.2 /2013 01 05% 17 90% 01 05% | 19
v.13, no.1/2014 04 21% 12 63% 03 16% | 19

Total 73 24% 190 64% 37 12% | 300

In regard to the national dimension of the periodical, also from 2002 to the
first semester of 2014, expansion of the number of Brazilian researchers seeking
to publish in the periodical can be seen, as well as their different institutional
affiliations, which included institutions based in 19 states of Brazil, from the
five regions of the country, as may be seen in Table 2.
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Table 2. Quantity and percentage of articles published in the «Cadernos de Histéria
da Educacao» per region and state of the Brazilian federation (from 2002 to the first
semester of 2014)

Region Articles % States Of Location Of The Ihe Articles

Center-West 21 08% |1. Goias 008
2. Mato Grosso 002

3. Mato Grosso do Sul 010

4. Tocantins 001

Northeast 15 06% |5. Bahia 002
6. Ceara 001

7. Maranhio 002

8. Paraiba 001

9. Pernambuco 002

10. Rio Grande do Norte 001

11. Sergipe 006

North 02 01% |12.Pard 001
13. Rondonia 001

Southeast 182 68% | 14. Minas Gerais 129
15.Rio de Janeiro 017

16. S3o Paulo 036

South 43 17% | 17.Parana 016
18. Rio Grande do Sul 020

19. Santa Catarina 007

Total 263 100% 19 States 263

From the data, it can be concluded that there was a predominance of
publication of articles from researchers affiliated with Brazilian institutions
based in the Southeast region, which represented 68% of the total, above all
from Minas Gerais, followed by Sdo Paulo and Rio de Janeiro. In second place
were authors affiliated with institutions from the South region, with 17%,
especially Rio Grande do Sul and Parana. The researchers of the Center-West
and Northeast appeared at 8% and 6% of the articles published, respectively,
with Mato Grosso do Sul, Goias, and Sergipe standing out. Finally, there were
authors from the North region at a low level of frequency, with 2 articles, 1%
of the total.

Furthermore, in regard to the national dimension of the «Cadernos de
Histéria da Educacdo», recently, the editorial board carried out efforts
to expand the number of members of the editorial and advisory committee
through increasing the diversity of regions, states, and the institutions of higher
education to which the professional are affiliated. This resulted in a total of 14
states and 35 universities, as shown in Table 3.
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Table 3. Institutions to which Brazilian members of the editorial and advisory com-
mittee of the periodical«Cadernos de Histéria da Educacdao«» are affiliated (2014)

Region (No.) % States (No.) No. Institutions of Affiliation
Center-West (06) | 11 |1. Mato Grosso (03) 03 |1. Univ. Federal de Mato Grosso
2. Mato Grosso do 01 |2. Univ. Catélica Dom Bosco
Sul (03) 02 |3. Univ. Federal de Mato Grosso do Sul
Northeast (05) 09 |3. Maranhio (01) 01 |4. Univ. Federal do Maranhio
4. Paraiba (01) 01 |5. Univ. Estadual da Paraiba
5. Piaui (01) 01 |6. Univ. Federal do Piaui
6. Rio Grande do 01 |7. Univ. Federal do Rio Grande do
Norte (01) Norte
7. Sergipe (01) 01 | 8. Univ. Federal de Sergipe
North (01) 01|8. Pari (01) 01 |9. Univ. Federal do Para
Southeast (33) 5819. Minas Gerais (16) 01 | 10.Pont. Univ. Catdlica de Minas
Gerais
02 | 11. Univ. Federal de Minas Gerais
13 |12.Univ. Federal de Uberlandia
10. Rio de Janeiro (06) | 01 |13.Pont. Univ. Catélica do Rio de
Janeiro
02 | 14. Univ. do Estado do Rio de Janeiro
01 |15.Univ. Estadual do Norte
Fluminense
01 | 16.Univ. Federal do Rio de Janeiro
01 | 17.Univ. Federal Fluminense
11.S3o0 Paulo (11) 01 | 18.Pont. Univ. Catdlica de Sdo Paulo
01 | 19. Univ. Catdlica de Santos
04 | 20. Univ. de Sio Paulo
01 |21.Univ. Estadual de Campinas
02 |22.Univ. Estadual Paulista
01 |23.Univ. Federal de Sao Carlos
01 |24. Univ. Federal de Sao Paulo
South (12) 21|12.Parana (05) 01 |25.Pont. Univ. Catdlica do Parana
02 |26.Univ. Estadual de Maringa
01 |27.Univ. Federal do Parand
01 |28. Univ. Tuiuti do Parana
13.Rio Grande do Sul | 01 |29.Pont. Univ. Cat. do Rio Grande
(05) do Sul
01 | 30.Univ. do Vale do Rio dos Sinos
01 | 31.Univ. Federal de Pelotas
01 | 32. Univ. Federal do Rio Grande do Sul
01 | 33.Univ. Federal de Santa Maria
14. Santa Catarina (02) | 01 |34. Univ. do Estado de Santa Catarina
01 |35.Univ. Federal de Santa Catarina
Totals 100 14 States 57 35 Institutions




THE ROLE AND CURRENT CHALLENGES OF THE BRAZILIAN PERIODICAL «CADERNOS DE HISTORIA DA EDUCACAO» 35

With this new configuration of the editorial and advisory committees, we
expect to expand the diversity of regions, states, and institutional affiliations of
the proposals sent to the periodical, as well as create conditions for examination
of a greater number of themes observing the regional, state, and local specificities
of the objects of investigation.

In regard to the international dimension of the periodical, as of the second
year of its existence, there was publication of articles with authors affiliated
with foreign universities. In absolute numbers, there were 37 articles, making
up 12% of the total number of articles published by the periodical up to the
first semester of 2014, as previously presented in Table 1.

As shown in Table 4, there was predominance of authors affiliated with
institutions based in Portugal, at 50% of the total; after that, in sequence,
were Spain (16%), Argentina (12%), and Chile (8%), which is due to the
development, as of the 1990s, of consistent interchange among these countries
in the area of History of Education, above all stemming from conferences and
joint development of investigation projects. In a more dispersed manner, there
were articles published by authors based in institutions in Belgium, the United
States, France, the United Kingdom, and Venezuela.

Table 4. Quantity and percentage of articles published in «Cadernos de Historia da
Educacdao» from authors affiliated with foreign institutions of higher education, with
designation of the country, the number of articles, and the percentage, from 2002 to the
first semester of 2014

Country Articles Y%

1. Argentina 04 12%
2. Belgium 01 02%
3. Chile 03 08%
4. Spain 06 16%
5. United States 02 06%
6. France 01 02%
7. Portugal 18 50%
8. United Kingdom 01 02%
9. Venezuela 01 02%

9 Countries 37 Articles 100%

Furthermore, in regard to the international dimension of the «Cadernos de
Histéria da Educagio», recently, the editorial board expanded the number of
members of the editorial and advisory committees affiliated with university
institutions abroad, currently composed of 19 members from 12 countries and
16 institutions, as shown in Table S.
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Table 5. Configuration of the editorial and advisory committees of the periodical
«Cadernos de Histéria da Educagio», with designation international location of the
institutions to which the members, researchers in the area of History of Education, are
affiliated (2014)

Country No. of members Institutions of Affiliation
1. Germany (01) 01 1. Humbolt Universitit zu Berlin
2. Argentina (02) 01 2. Universidad Torcuato di Tella
01 3. Universidad Nacional de Rosario
3. Belgium (01) 01 4. Universiteit Gent
4. Canada (01) 01 5. Université Laval
5. Chile (01) 01 6. Universidad Alberto Hurtado
6. Spain (02) 01 7. Universidade de Santiago de Compostela
01 8. Universidad de La Laguna
7. United States (02) 01 9. Sacred Heart University
01 10. Loyola University Chicago
8. France (01) 01 11. Ecole Normale Supérieure de Lyon
9. Ttaly (01) 01 12. Universita degli Studi di Macerata
10. Portugal (05) 04 13. Universidade de Lisboa
01 14. Universidade do Minho
11. United Kingdom (01) 01 15. University of London
12. Uruguay (01) 01 16. Universidad de la Republica
12 Countries 19 Members 16 Foreign Institutions

Once more, we expect that this expansion will contribute to stimulating
collaborations from these 12 countries, resulting in an increase in the volume
of international proposals received, as well as in a gain in the quality of analysis
with a view toward publication of studies coming from a greater number of
countries, in different languages.

Finally, in regard to the national and international dimension of the
«Cadernos de Historia da Educacdo», it is important to note that, in addition
to availability of the full version of its issues on the Internet, the editorial board
makes printed issues available to the authors, members of the editorial and
advisory committees, and, above all, 76 institutions, in donation, (22 abroad
and 54 Brazilian).

Current challenges

After this brief exposition in regard to the periodical «Cadernos de Historia
da Educagido», it may be concluded that there was an increase in its quality, and
of its national and international impact in the area of History of Education.
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However, the data show possibilities for improvement, namely, an increase
in the number of articles published from authors affiliated with foreign
institutions; an increase in the diversity of authors that publish in the periodical
and that are affiliated with Brazilian institutions, above all from the Center-
West, Northeast, and North regions; and availability of a bilingual edition of
the articles published in the periodical, including the original language but
also their version, preferentially in English, so as to allow an increase in the
international impact of the periodical.
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1. La gestion de revistas cientificas hoy. Algunas reflexiones criticas

En las tres tltimas décadas, pero con especial intensidad en la mas reciente,
los modelos de gestion editorial de revistas académicas de ciencias sociales y
humanidades se han modificado sustancialmente, convirtiéndose en una tarea
mas compleja y dindmica, tendente a la profesionalizacion. A dia de hoy, los
equipos editoriales ya no tienen que velar tnicamente por dar sentido y unidad
a la publicacion y por la originalidad y significacion cientifica de articulos,
resefias, entrevistas y otros materiales que publican, sino que sus integrantes
deben desarrollar otras habilidades y destrezas sociales, burocraticas y técnicas
que poco o nada tienen que ver con el trabajo eminentemente académico y
cientifico'.

Asi las cosas, las revistas cientificas que aspiran a hacerse un hueco en
la comunidad académica deben tener en consideracidon varias cuestiones,
independientemente del modelo de gestion que adopten®. En primer lugar, a
pesar de las dificultades que entrafa, el nimero de publicaciones periddicas
especializadas de nuevo cufio sigue en aumento, de forma particular en ciencias
de la educacion. Razon por la cual los equipos editoriales han de realizar un
esfuerzo extra para definir con mayor claridad un proyecto que logre suscitar el
interésy el reconocimiento de la comunidad cientifica, lo que implica procurar dar
respuesta a los intereses, las inquietudes y necesidades de una parte significativa
de ésta e imprimir al proyecto editorial de cierto caracter que lo distinga de
otros. Dependiendo de la disciplina o area de conocimiento de que se trate, la
tarea de encontrar un buen yacimiento cientifico e intelectual serd mas o menos
sencilla, pero siempre entrafia cierto riesgo de exceso de especializacion, que
podria, por falta de produccion cientifica, agotar en poco tiempo el proyecto
editorial o devenir en circuitos intelectuales retroalimentados.

1 Existe una amplia literatura sobre gestion de revistas cientificas y la calidad editorial de las
mismas. Sobrepasaria con creces los limites de este articulo intentar hacer siquiera un esbozo de
catdlogo. No obstante, consideramos oportuno destacar dos recientes monograficos que centran
su atencion en revistas de educacién. El primero de estos es The Future of Education Research
Journals: Challenges and Responses, editado por D. Post, publicado en vol. 22, 2014, de la revista
«Education Policy Analysis Archives». Y el segundo es el aparecido en el vol. 20, n. 2, 2014, de la
revista «<RELIEVE» con motivo de su 20 aniversario; es preciso sefialar que esta publicacién fue
pionera en Espafia en muchos aspectos. A nuestro parecer, se extrafia una literatura mds amplia
acerca de los aspectos no mesurables de la gestion de revistas, especialmente de aquellas que se
sitian en la drbita de las ciencias sociales y humanas, en las que el talante del proyecto editorial
deberia ser lo que dé sentido y significado a todo lo demas; ¢las revistas son fébricas de papers con
aspiraciones de popularidad o han de responder a intereses, planteamientos y proyectos cientificos?

2 A pesar de la variedad y lo heterogéneo de los proyectos editoriales existentes en ciencias
sociales y humanidades, son dos las principales tendencias de gestion editorial vigentes, que
responden, en ultima instancia, a formas y modos de entender y hacer la ciencia muy distintos.
Por un lado, se encuentran las revistas que se adhieren a la politica académica y filosofia cientifica
open-access, y por otro, las que siguen un modelo de gestion editorial comercial.
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El segundo asunto que los editores han de atender es la calidad de la gestion
de la revista, debiendo acomodarse a los estindares internacionales de buenas
prdcticas, que dan indicios de la seriedad, el rigor y la profesionalidad de la
publicacion, al menos en sus elementos externos, pues regulan los aspectos
formales que han de cuidarse, tales como: transparencia en los procesos de edicion,
accesibilidad a los contenidos, apertura intelectual e internacionalizacién de
autores e integrantes de los equipos editoriales, identificaciéon completa de unos
y otros, originalidad de los estudios, revision por pares de las contribuciones,
presencia de la publicacion en repositorios y bases de datos, cumplimiento
de la periodicidad, asi como la adhesién a algin cédigo ético editorial®. En
ocasiones, como es el caso de la revision de originales, cumplir con las buenas
prdcticas supone un reto adicional para los editores, pues requiere de éstos cierta
capacidad para tejer una amplia red de colaboradores externos, especialistas en
la disciplina que evalden con rigor la cientificidad y la oportunidad de publicar
o no los articulos recibidos®.

Luego, es preciso trazar la estrategia de indexacion y marketing para hacer
llegar las investigaciones a la comunidad cientifica. Tradicionalmente esto se
lograba, principalmente, a través de las bibliotecas de universidades y centros
de investigacion que, bien mediante cuantiosas suscripciones, bien gracias
a los intercambios entre publicaciones, adquirian, catalogaban y ponian a
disposicion del publico los mds novedosos progresos de la ciencia y la cultura.
Ahora, esto sigue siendo de gran utilidad para todo tipo de revistas, open-access
o0 fee-access. No obstante lo cual, a medida que se extienden y consolidan las
revistas digitales, han ido perdido parte de su potencial, en beneficio de otras
iniciativas de mayor envergadura, las bases de datos internacionales, que
también disponen de sus propios catdlogos de buenas prdcticas o indicios de
calidad editorial; en el drea de educacion destacan, entre otras, Web of Science,
Scopus, Redalyc, ERIC, ERA, EBSCO, Doaj, DIALNET. M4s recientemente,
la complejidad de la difusion de los trabajos publicados en las revistas ha

3 El catdlogo de buenas pricticas editoriales mds extendido y mayoritariamente aceptado en
el drea de América Latina y Europa mediterrdnea es Latindex, que establece 33 caracteristicas que
han de cumplir las revistas impresas y 36 las electrénicas, ademds de una trayectoria de al menos
tres nimeros consecutivos. En Espafia también se han emprendido iniciativas para catalogar las
revistas en funcion de los indicios de calidad editorial, entre las cuales destacan DICE, RESH,
ANECA, ANEP, FECYT.

4 Actualmente, no se pone en tela de juicio la necesidad de aceptar la existencia de peer-
review en las revistas cientificas. El debate se ha trasladado a la forma de gestionar los informes
generados por los revisores externos y el modo de asegurar el anonimato de los mismos. Hay
quienes cuestionan la idoneidad de publicar cada dos o tres afos la lista de revisores que han
participado, pues asi se pierde el cardcter «<an6nimo» de la tarea, aunque no se llegue a identificar
al evaluador preciso de cada contribucién. Otro de los asuntos que no estan claros es si los
informes de evaluacién de los originales, con el dnimo de establecer cierta discusion cientifica
entre el autor y el revisor, se deben hacer publicos. A este respecto puede resultar de interés: K.M.
Anderson-Levitt, Significance: U.S. Blind Spots in Judging Research, «Education Policy Analysis
Archives», vol. 22, n. 27, 2014, pp. 1-14.
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aumentado, debido a la relativa generalizacion de los social media, disefiados
o no especificamente para la comunicacion académica, como son Facebook,
Twitter, Google Scholar, blogs especializados, Academia.edu, Research Gate,
etc., que repercuten notablemente en la popularizacion de las revistas y dan
respuesta a la necesidad publicitar ya mismo los resultados de las indagaciones.
Tales asuntos reclaman de los equipos editoriales una amplia gama de saberes
técnicos, burocraticos y publicitarios®.

Mas todo esto, en la practica, es secundario, ya no para el éxito a largo
plazo de las revistas, sino para la mera supervivencia de la publicacion, cuyo
entorno es cada vez mas hostil y competitivo. A lo ya resenado hay que afadir
la presion ejercida por las agencias nacionales de evaluacion de la calidad de
la produccion cientifica de docentes e investigadores que, frecuentemente,
consideran que la singularizacion del proyecto, el cumplimiento de las
buenas précticas editoriales y la presencia en repositorios institucionales y
bases de datos especializadas no son suficientes para acreditar la valia de las
investigaciones, es necesario demostrar que la revista tiene cierto indice de
popularidad objetiva en la comunidad cientifica. Entonces, dada la coyuntura,
la via mas segura para lograr el éxito es alcanzar un alto indice de popularidad
o factor de impacto, el suficiente para entrar en el selecto club de los rankings de
revistas y sellos de calidad editorial, que se han convertido en el principal —casi
el unico — referente utilizado por las mencionadas agencias de calificacion para
valorar los méritos cientificos de docentes e investigadores. Asi pues, figurar
en rankings internacionales como JCR (SSCI, WOS), SJR (Scopus), ERIH -
ahora ERIH PLUS - y Scielo®, que son los que gozan de mayor prestigio y
reconocimiento, progresivamente se van convirtiendo en el principal objetivo
de las revistas, y publicar en éstas el de los investigadores, pues son conscientes
que su trayectoria cientifica y profesional, asi como su condicion y situacion
dentro de la comunidad académica estan notablemente condicionadas por el
medio que elijan para compartir sus descubrimientos y someterlos al escrutinio

de sus pares’.

5 Sobre el perfil de los equipos editoriales de revistas electronicas y algunos aspectos de la
incorporacién de los social medial: L. Rodriguez Yunta, C.M. Tejada Artigas, El editor técnico:
un perfil necesario para la profesionalizacion de la edicion de revistas cientificas en el entorno
digital, «Anales de Documentacién», vol. 16, n. 2, 2013, pp. 1-9; A. Cooper, The Use of Online
Strategies and Social Media for Research Dissemination in Education, «Education Policy Analysis
Archives», vol. 22, n. 88, 2014, pp. 1-24.

6 En Espana se han puesto en marcha varios mecanismos de calificacion y clasificacion de
revistas cientificas, entre los que destacan ANEP, MIAR, In-RECS y, mas recientemente, el sello de
calidad de la FECYT, que es el unico organismo que sigue actualizando los datos.

7 A este respecto pueden resultar de interés los siguientes trabajos: D. Post, A. Stambach,
M. Ginsburg, E. Hannum, A. Benavot, C. Bjork, Los Rankings Académicos, «Education Policy
Analysis Archives», vol. 21, n. 19, 2013, pp. 1-16; S. Canagarajah, Local Knowledge When
Ranking Journals: Reproductive Effects and Resistant Possibilities, «Education Policy Analysis
Archives», vol. 22, n. 28, 2014, pp. 1-20; L.D. Gonzales, A.-M. Nufez, Ranking Regimes and
the Production of Knowledge in Academia: (Re)shaping Faculty Work?, «Education Policy
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La utilidad de tales instrumentos es evidente, pero también son conocidos
los reparos de los que son objeto, entre los cuales destacan el caracter privado
y comercial de las entidades encargadas de elaborar los rankings, las discutibles
formas de elaborarlos, el peligro de equiparar impacto/popularidad a calidad
cientifica, la endogamia del conocimiento que tienden a generar, la falta
de transparencia en los procesos de evaluacion vy, en el caso de las ciencias
sociales y humanas, las politicas lingiiisticas que subyacen, que privilegian
el inglés por encima de cualquier otra lengua, lo que propicia un sutil, pero
eficaz, colonialismo intelectual y cultural. Lo cual es otro ejemplo mas de lo
que N. Chomsky ha denominado «asalto neoliberal a universidades» y centros
de investigacion, que, poco a poco, van siendo despojados de parte de sus
principios y fines mds intimos y genuinos®.

Frente a esta tendencia estin surgiendo propuestas de calificacion y
clasificacion, como Google Scholar Metrics, Altmetrics, Plum Metrics,
que pretenden corregir algunas desviaciones e introducir cierto grado de
democratizacién en la forma de elaborar los rankings de revistas, para lo cual
se sirven de datos objetivos obtenidos via Internet, especialmente de las webs de
las revistas y de las cuentas oficiales de sus social media, distintas redes sociales
y académicas tipo Facebook, Twitter, Google Scholar, Academia.edu, Research
Gate, etc. Sin duda, son otra buena herramienta para hacerse una idea de la
popularidad mediatica y de la utilidad académica de la que goza una publicacion,
mads aun si se combinan con los ya asentados. Pero, en lineas generales, gozan de
los mismos reparos que estos ultimos, a los que hay que afiadir otros, entre los
que destacan dos: en primer lugar, se introduce en las valoraciones cierto grado
de arbitrariedad, pues el éxito depende del volumen de la comunidad cientifica
a la que va dirigida, del namero de investigadores que han incorporado a su
modus operandi las tecnologias de la comunicacion y la informacion y de la
habilidad que tenga el community manager de la publicacién; y, en segundo
término, tal como han puesto de manifiesto algunos estudios, se pueden ampliar
y facilitar los modos de manipulacién de los resultados’. Ademas, algunas
de las iniciativas, como Almetric.com, estin patrocinadas o financiadas por
multinacionales editoriales. Asi pues, cabe preguntarse si, lejos de constituir

Analysis Archives», vol. 22, n. 31, 2014, pp. 1-21; M. Ishikawa, Ranking Regime and the Future
of Vernacular Scholarship, «Education Policy Analysis Archives», vol. 22, n. 30, 2014, pp. 1-24;
C. Soudien, The Influence of Rankings and Incentive Systems on Academic Publishing in South
African Universities, «Education Policy Analysis Archives», vol. 22, n. 33, 2014, pp. 1-17.

8 N. Chomsky, El trabajo académico, el asalto neoliberal a las universidades y cémo deberia ser
la educacion, «Ssocidlogos. Blog de Sociologia y actualidad», marzo 13, 2014, <http://ssociologos.
com/2014/03/13/noam-chomsky-el-trabajo-academico-el-asalto-neoliberal-a-las-universidades-y-
como-deberia-ser-la-educacion/> (accessed: March 27, 2015).

9 Sobre este dltimo asunto véase: E. Delgado Lopez-Cozar, N. Robinson-Garcia, D. Torres-
Salinas, The Google Scholar Experiment: how to index false papers and manipulate bibliometric
indicators, «Journal of the Association for Information Science and Technology», vol. 65, n. 3,
pp. 446-454.
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alternativas al sistema imperante, son mas bien conatos de rebeliones en la
granja, al mas puro estilo orwelliano.

Sea como fuere, la gestion, catalogacion e impacto de revistas académicas
son asuntos que suscitan el interés — aunque s6lo sea por instinto de
conservacion — de editores de todas las regiones geopoliticas en las que los
programas neoliberales de ciencia, cultura y educacion han arraigado o lo estan
haciendo'’, donde las agencias de calificacion cientifica y las multinacionales
editoriales, en peligroso maridaje, marcan los estilos y delimitan los intereses
de investigacion de cientificos e intelectuales. Esto es que la ciencia, a pesar de
la revolucion tecnoldgica y de la gran ola de democratizacion del conocimiento
que ésta generd, es menos libre, pero mds segura, aunque no por ello de mejor
género.

2. Las revistas de historia de la educacién hoy. Una panordmica'!

La primera publicacion periddica de indole cientifica dedicada explicitamente
a los aspectos historicos de la educacion nacié en Estados Unidos en 1951
con el nombre «Journal of Philosophy & History of Education». Durante las
cuatro siguientes décadas, a un ritmo mas o menos constante, hasta un total de
once cabeceras, surgieron en Reino Unido (dos en 1961, una en 1968, dos en
1972), Estados Unidos (una en 1973, y otra en 1981), Francia (1979), Italia
(1982), Espana (1982) y Canada (1989) algunos de los proyectos editoriales
que, en la actualidad, gozan de prestigio y reconocimiento académico entre los
historiadores de la educacion.

A partir de entonces, especialmente durante la segunda mitad de la década
de 1990, las vias, formas y modos de comunicacion cientifica comenzaron a
multiplicarse, los focos de irradiacion a dispersarse geograficamente, cobrando
protagonismo Iberoamérica y la Europa mediterranea, y los modelos de gestion
editorial a hacerse mas complejos, tal como se ha resefiado anteriormente. Todo

10 Una pequefia muestra del interés global por estas cuestiones se pueden hallar en: M.
Cabrera-Flores, E. Luna-Serrano, G. Vidauri, Las revistas mexicanas de investigacion educativa
rumbo a la corriente principal de difusion de la ciencia, <RELIEVE», vol. 20, n. 2, 2014, pp. 1-27;
C.P. Chou, The SSCI Syndrome in Taiwan’s Academia, «Education Policy Analysis Archives»,
vol. 22, n. 29, 2014, pp. 1-19; J.E. Delgado Troncoso, Scientific Journals of Universities of Chile,
Colombia, and Venezuela: Actors and Roles, «Education Policy Analysis Archives», vol. 22, n. 34,
2014, pp. 1-24; M. Ruiz-Corbella, A. Galdn, A. Diestro, Las revistas cientificas de Educacion en
Esparia: evolucién y perspectivas de futuro, «<RELIEVE», vol. 20, n. 2, 2014, pp. 1-27.

11 Bajo este epigrafe se exponen algunos de los primeros resultados de la investigacion que
los autores de este articulo estdn realizando, que tiene como propésito contribuir a los esfuerzos
desarrollados, entre otros, por el Standing Working Group «Mapping the Discipline History of
Education» de la International Standing Conference on the History of Education (ISCHE). En el
Anexo 1 se presenta una relacion de las revistas sobre las que se sustentan estas consideraciones.
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lo cual era — y sigue siendo — sintoma, entre otras cosas, al menos en la cultura
occidental, de los avances epistemoldgicos y metodoldgicos en la disciplina
Historia de la Educacion, de la transformacion de parte de la cultura cientifica
y de la irrupcion y progresiva generalizacion de las mas novedosas tecnologias
de la informacién, que han contribuido notablemente a la descentralizacion y
democratizacion de la produccion y difusion cientificas. Asi, durante el dltimo
cuarto de siglo, han surgido en distintas regiones un nimero considerable de
revistas de Historia de la Educacion: Italia (1994, 1997, 2006), Espafa (1994,
1997, 1998, 2009, 2012, 2014, dos en 2015), Colombia (1995, dos en),
Argentina (1996), Brasil (1997, dos en 2001, 2002), Francia (1998), Venezuela
(1998), Canada (2000), Reino Unido (2002), Estados Unidos (2008), Chile
(2013), México (2013), Suecia (2014). Lo cual ha ido acompanado, al menos
en los ultimos cinco afios, de un incremento del nimero de papers publicados,
lo que invita a pensar que, efectivamente, los proyectos editoriales mds recientes
responden a las necesidades de comunicacion de la comunidad de historiadores

de la educacién'?.

Tabla 1. Evolucion de papers publicados en revistas de Historia de la Educacién
América, Europa y Oceania (2010-2014). Fuente: elaboracion propia a partir de los
datos disponibles via Internet

ANO 2014 2013 2012 2011 2010 TOTAL
N° ARTS. 664 763 782 744 731 3684

Los modelos de gestion editorial vigentes, a pesar de las multiples y variadas
peculiaridades, presentan algunos rasgos comunes. Salvo contadas excepciones,
las revistas han asumido que, para existir, deben acomodarse a las buenas
practicas editoriales. Asi también que sus contenidos han estar disponibles on-
line, lo cual no obsta para que varias de ellas contintien publicando los nimeros
en papel. En algunos casos, esto constituye para el proyecto editorial una sefia
de identidad irrenunciable que, de alguna manera, le confiere cierto valor
afiadido. Pero también determina aspectos del modelo de gestion editorial,
entre los que destaca el tipo de acceso a los papers. Mientras que las revistas
netamente electronicas se adhieren a la filosofia open-access, aquellas otras
se ven casi obligadas a la modalidad fee-access o a soportar un «periodo de
embargo», de forma que las elevadas suscripciones a las que deben hacer frente
las instituciones de educacion superior y los centros de investigacién no pierdan

12 Obsérvese que en 2014 Espafia es la responsable de cerca del 17% e Italia del 11%,
aproximadamente, de las revistas de Historia de la Educacion que han sido objeto de este estudio,
y entre las dos regiones suman el 26 %, aproximadamente, de los papers publicados entre 2010 y
2014.
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su sentido. La periodicidad varia de un caso a otro, oscilando entre uno y seis
numeros al afo, con predominancia del caricter semestral. Por dltimo, las
principales entidades editoras son las universidades (U), que impulsan, directa o
indirectamente, veintidos revistas, seguidas de las sociedades cientificas (SS), que
lo hacen con dieciséis, las casas editoriales (E) con once y las administraciones
publicas (PA) con una.

Tabla 2. Modelos de gestion editorial de revistas de Historia de la Educacion
América, Europa y Oceania en funcion de la entidad editora. Fuente: elaboracion
propia a partir de los datos consignados en el Anexo 1

U+SS U+E U SS+E SS PA
N 2 15 3 8 1 6

Por ualtimo, cabe preguntarse cudl es la situacion de las revistas de Historia
de la Educacion en la trama internacional de rankings e impact factor. En estos
momentos, diciembre de 2014, de las cuarenta revistas que han sido fuente de
este estudio, unicamente dos figuran en JCR, siete — incluidas estas ultimas —
en SJR, cinco de ellas de Reino Unido, y tres en Scielo. Pero, ¢qué ocurre en
Espana e Italia? Ninguna revista se halla en JCR, s6lo dos han logrado entrar
en otros ranking internacionales, la revista italiana «History of Education
& Children’s Literature» en SJR, y la espafiola «Historia de la Educacion.
Revista Interuniversitaria» en ERIH'. Italia se encuentra en pleno proceso
de elaboracion de un sistema propio de evaluacion de la calidad editorial de
las revistas cientificas. Espafia, por su parte, cuenta, actualmente, con una
herramienta para estimar el impacto de éstas en la comunidad académica, la
ya aludida FECYT, cuyo sello de calidad no ha conseguido obtenerlo ninguna.

3. «Espacio, Tiempo y Educacion»: ideas, realizaciones y propdsitos

Tras largos meses de intenso trabajo y numerosas conversaciones, en
febrero de 2014 vio la luz el primer nimero de la revista «Espacio, Tiempo

13 Conviene matizar estos datos y, en todo caso, tomarlos con cautela. En primer lugar, hay
que recordar que Scielo es un proyecto orientado hacia el dmbito iberoamericano, por lo que
algunas publicaciones, de suyo, no pueden participar. En segundo término, tinicamente se disponen
de los datos de ERIH de 2011 referidos a Espafa, obtenidos de: EM. Aliaga, G. Almerich, J.M.
Sudrez-Rodriguez, El European Reference Index for the Humanities (ERIH) como criterio de
calidad de las revistas académicas: andlisis de la lista revisada de educacion, «Revista espafola de
Documentacién Cientifica», vol. 36, n. 2, 2013, pp. 1-9. La raz6n de esto tltimo es que, debido
a que recientemente ERIH se ha transformado en ERIH+, no es posible acceder a los informes
integros de 2011 y atin no se han elaborado los de la convocatoria de 2014.
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y Educacién», una publicacion electronica semestral de Historia de la
Educacion abierta e independiente, blind peer review, editada por FahrenHouse
(Salamanca, Espaiia), adherida a la filosofia open-access y a los acuerdos éticos
internacionales consignados en el COPE. Y cuya actividad se orienta por los
principios de libertad de ciencia y trabajo responsable, critica y reflexion,
comunicacion y colaboracion internacionales.

El titulo de esta revista surgio del convencimiento de que espacio y tiempo son
variables que definen y determinan, en gran medida, la realidad, marcan todos
los elementos de ésta, condicionan las posibilidades y trayectorias de personas
y sociedades, también las del pensamiento, la ciencia, la tecnologia y cuantas
otras manifestaciones de razon, libertad y utopia; y la educacion, genuina del
ser humano, no es ajena a tales influjos: es un factor histérico y presente que
es, al tiempo, condicionante y condicionado en el curso de aquéllos. Y esta idea
sencilla, pero potente, es la que, en gran medida, alimenta y da sentido al proyecto
editorial de «Espacio, Tiempo y Educacién», cuyo propésito fundamental es
examinar la educacion en todas sus formas y modos, en cualesquiera espacio
y tiempo, prestando especial atencion a cuestiones que, por el momento, han
sido escasamente atendidas, merecen mas y mejores aportaciones o requieren
una revision critica por parte de la comunidad internacional de historiadores
de la educacion.

Otro de los pilares sobre los que se sustenta la actividad de «Espacio,
Tiempo y Educacion» es el caracter decididamente internacional que se procura
que impregne todo. Y es que, con este proyecto editorial se pretende, por una
lado, contribuir al fortalecimiento de las redes de colaboracion y comunicacion
internaciones ya existentes y, por otro, crear otras que las complementen y
amplien, con el 4nimo de facilitar el transito de ideas, criterios y pareceres y de
hacer de la Historia de la Educacion algo mas libre, vivo, dindmico e conectado.
Sirvan como botén de muestra de tales empefios los siguientes cuatro aspectos:
la diversidad de procedencia de los autores y de las personas que integran el
Comité Cientifico, compuesto por treinta y nueve especialistas en Historia de
la Educacion, adscritos a treinta y cinco universidades diferentes, repartidas
por veintiun paises distintos; la variedad de regiones geograficas en las que se
focalizan los estudios publicados; se admiten originales en espafiol, francés,
inglés, italiano y portugués; las informaciones contenidas en la web estan
disponibles en estos mismos cinco idiomas.

La tercera clave del proyecto es el empeno del equipo editorial por estar a la
altura de nuestro tiempo. Razon, entre otras, por la que se han asumido como
propios los estandares internacionales de buenas practicas editoriales y las
técnicas de gestion de revistas electronicas actuales. Poco a poco, los esfuerzos
invertidos en las labores de indexacion y marketing van dando resultados. Por
un lado, se ha logrado incluir la revista en algunas bases de datos, repertorios y
catalogos internaciones, como son EBSCO Host, CNIK-Scholar, DOAJ, DR]JI,
MIAR, OAJI, DIALNET, Google Scholar y CiteFactor. Por otro, se han abierto
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canales complementarios para la difusion de articulos, call for papers y reuniones
cientificas organizadas, adoptando algunos de los social media mas extendidos
entre la comunidad cientifica, como son Facebook, Twitter y Academia.edu,
que contribuyen notablemente a la internacionalizacion de la comunicacion
cientifica. Asi, una vez que un numero es publicado, se envia la informacion a
los autores y a los centros de catalogacion e indexacion, al tiempo que se da
noticia del mismo a través de las redes de comunicacion cientifica al uso y de
los social media, primero del niumero completo, destacando, si es el caso, el
tema monografico, y luego, de forma analitica y a intervalos de dos o tres dias,
de cada uno de los trabajos que conforman el nimero; todo con el animo de
ampliar y facilitar las vias de acceso a los trabajos publicados y de ponerlos a
disposicion de los interesados en el menor plazo de tiempo posible. Por via de
estos ultimos medios «Espacio, Tiempo y Educacién» colabora en la difusion
de novedades editoriales de otras revistas y de informaciones relativas a eventos
cientificos de Historia de la Educacion.

Por el momento, se han publicado dos nameros. El vol. 1, n. 1, enero-
junio 2014 tuvo caracter monografico. Fue editado por Antonella Cagnolati
(Universita di Foggia, Italia) y estuvo dedicado a «Autobiografia, mujeres y
educacion en la Europa Mediterranea (siglos XIX-XX)». En este se ha ahondado,
de la mano de investigadores de Espana e Italia, en el valor intrinseco de la
autobiografia, no ya como valor metahistorico y dirigido a la conformacion
de una identidad nacional, sino como un ejercicio de introspeccion, algo de
cardcter mds intimo, propicio para el encuentro de las mujeres consigo mismas.
Concretamente, el leiv motiv que articulé el monografico fue la educacién en la
escritura autobiografica de las mujeres, para lo cual se tomaron como muestra
los casos de Ida Baccini, Laura Orvieto, Federica Montseny, Anna Franchi y
Maria Occhipinti. El niimero lo complet6 la entrevista a Bianca Pitzorno'*.

El segundo nimero de 2014, por su parte, ha sido de caracter miscelaneo.
Const6 de un ensayo-editorial, una entrevista a Rosa Bruno-Jofré y seis articulos
a cargo de autores procedentes de Argentina, Canada, Espafa, Italia y Portugal.
Los temas que se abordaron fueron variados: la educacion durante la transicion

14 A, Cagnolati, Vidas en el espejo. La educacion en la escritura autobiogrdfica de las mujeres.
Presentacion, «Espacio, Tiempo y Educacion», vol. 1, n. 1, 2014, pp. 15-30; M. Caiazzo, Realidad
y ficcion de una educadora del pueblo. Estudio de la mision pedagdgica de Federica Montseny a
través de sus autobiografias, «Espacio, Tiempo y Educacién», vol. 1, n. 1, 2014, pp. 77-96; L.
Cantatore, «Un’identita femminile moderna». L’autobiografia di Ida Baccini, «Espacio, Tiempo
y Educacion», vol. 1, n. 1, 2014, pp. 31-54; R. Caso, «Detrds de cada cara hay un destino, detrds
de cada imagen una bistoria»: un retrato de Bianca Pitzorno, entre literatura y autobiografia,
«Espacio, Tiempo y Educacién», vol. 1, n. 1, 2014, pp. 135-152; C. Del Vivo, Costruirsi una
storia: miti e realta nell’autobiografia di Laura Orvieto, «Espacio, Tiempo y Educacién», vol. 1,
n. 1, 2014, pp. 55-75; L. Gigli, Latino e calza. Educazione ed esperienze biografiche ne «La mia
vita» di Anna Franchi, «Espacio, Tiempo y Educacién», vol. 1, n. 1, 2014, pp. 97-113; M. Martin
Clavijo, Un modelo de libertad femenino: «Una donna libera» de Maria Occhipinti, «Espacio,
Tiempo y Educaciéon», vol. 1, n. 1, 2014, pp. 115-132.
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portuguesa a la democracia, aspectos de la ensefanza secundaria en Argentina,
la educacion colonial en Mozambique, el aprendizaje del italiano en la segunda
ensefianza espafiola durante el fascismo italiano, la proyeccion internacional
de la Universidad de Salamanca durante el franquismo, el estado del arte de la
historia de la infancia, la educacién vy las instituciones educativas en Rusia tras
la perestroika, asi como algunas cuestiones de historiografia'®.

Actualmente, estan en distintas fases de preparacion los monograficos de
los cuatro siguientes nimeros. El primero de éstos, de inminente aparicion en
el vol. 2, n. 1, enero-junio 2015, ha sido coordinado por Martha Rodriguez
(Universidad de Buenos Aires, Argentina) y versa sobre «Libros de texto y
sociedades: entre didactica, politica, cultura y mercado». En total se han
admitido para su publicacion diez articulos, que analizan cuestiones varias
relacionadas con la manualistica en una perspectiva historica: los libros de
texto como objeto de estudio; el estado del arte de la produccion cientifica
sobre manualistica escolar en Argentina durante la ultima década; los
contenidos politicos e ideoldgicos de estos materiales durante el peronismo; las
representaciones actuales en las escuelas primarias argentinas de la resistencia
de los pueblos originarios ante la conquista espafiola contenidas en los mismos,
de la dltima dictadura militar brasilefia en las narrativas didacticas y de la
guerra civil espafiola en los textos de ciencias sociales vigentes en Espafia entre
1970 y 1990; elementos de la ensefianza de las ciencias naturales en Portugal
durante la primera mitad del siglo XX; la cultura pedagogica de los manuales
de las escuelas normales italianas del siglo XIX; la construccion de la historia
nacional a través de ensayos y libros destinados a la formacion de maestros de
escuela primaria italiana durante la Segunda Guerra Mundial; las estrategias
para acceder a los puntos ciegos del dispositivo de sexualidad en los libros
de lectura infantil de Colombia y Espana entre 1900 y 1960. Por su parte, la
seccion misceldnea alberga cinco trabajos originales que indagan en aspectos
aun por explorar de las escuelas primarias de orientacion agricola de la Espafia

15 F. Acosta, Entre procesos globales y usos locales: andlisis de categorias recientes de
la historia de la educacion para el estudio de la escuela secundaria en la Argentina, «Espacio,
Tiempo y Educacién», vol. 1, n. 2, 2014, pp. 23-37; D. Caroli, New Trends in the History of
Childhood, Education and School Institutions in Post-Communist Russia (1986-2012), «Espacio,
Tiempo y Educacion», vol. 1, n. 2, 2014, pp. 133-169; R. Dominguez Méndez, El aprendizaje del
italiano en la segunda ensenanza espaiiola. Una batalla de la diplomacia fascista (1922-1943),
«Espacio, Tiempo y Educacién», vol. 1, n. 2, 2014, pp. 65-87; S. Gonzilez Gémez, Proyeccion
e internacionalizacién de los estudios en la Universidad espanola del franquismo. Revision de la
realidad de la Universidad de Salamanca, «Espacio, Tiempo y Educacién», vol. 1, n. 2, 2014, pp.
89-112; J. Igelmo Zaldivar, P. Quiroga Uceda, Levantando el velo de la historia de la educacion.
Un acercamiento a la trayectoria, el pensamiento y la obra de Rosa Bruno-Jofré, «Espacio, Tiempo
y Educacién», vol. 1, n. 2, 2014, pp. 173-198; J. Pintassilgo, A Educacdo em tempos de Revolugdo
(nos 40 anos da Revolucio do 25 de Abril de 1974 em Portugal), «Espacio, Tiempo y Educacion»,
vol. 1, n. 2, 2014, pp. 13-19; S. Schoo, Conflictos y acuerdos en el proceso de nacionalizacion de
la educacion secundaria en Argentina en el siglo XIX. El caso de la provincia de Buenos Aires,
«Espacio, Tiempo y Educacién», vol. 1, n. 2, 2014, pp. 113-131.
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franquista, las actividades sociales y culturales de la Residencia de Sefioritas
durante la Segunda Republica espafiola, la revolucion en el seno de la familia
burguesa durante el romanticismo, las reformas de la instruccion primaria
acometidas en Brasil durante el siglo XIX y aspectos de las escuelas elementales
y secundarias en Francia en las postrimerias de la Edad Media. El numero
cuenta, asimismo, con un ensayo-editorial y una entrevista a Giorgio Chiosso.
La procedencia geografica de los autores de las diecisiete contribuciones que
conforman esta entrega de «Espacio, Tiempo y Educacion» es, nuevamente,
variada: Argentina, Brasil, Colombia, Espana, Italia, Portugal y Reino Unido.

La seccién monografica del vol. 2, n. 1, julio-diciembre 2015, editada por
Sara Gonzalez Gémez (Universitat de les Illes Balears, Espafia), afrontard un
asunto de gran calado que, por ahora, ha sido escasamente atendido, como
es «Universidad y Transiciones a la Democracia en la Europa mediterranea
e Iberoamericana (1970-1980)». Ya se cuentan con algunas contribuciones
de historiadores de la educacion de Argentina, Brasil, Chile, Espafa, Grecia,
Portugal y Uruguay, que abordan cuestiones de politica educativa universitaria,
los fenémenos de democratizacion de las instituciones de Educacién Superior,
los debates ideoldgicos desarrollados en el seno de las mismas, la evolucion de
los planes de estudio, las movilizaciones estudiantiles, etc., durante la llamada
tercera ola de transiciones a la democracia que acontecieron en la Europa
mediterrdnea e Iberoamérica.

Los monograficos de siguientes nimeros, aunque lejanos en el horizonte,
ya estan en marcha. El correspondiente al vol. 3, n. 1, enero-junio 2016,
coordinado por Simonetta Polenghi (Universita Cattolica de Milano. Italia) y
Gianfranco Bandini (Universita di Firenze, Italia), lleva por titulo «La Historia
de la Educacion ante si misma», y tiene como propdsito contribuir de forma
transnacional e internacional al debate epistemolégico en torno a la Historia de
la Educacion, proporcionar algunas respuestas a la pregunta ¢qué es la Historia
de la Educacion hoy?, asi también apuntar ideas y dibujar posibles trayectorias
para la disciplina. Y el del vol. 3, n. 2, julio-diciembre 2016, cuyo encargo
editorial ha sido asumido por Luciana Bellatalla (Universita di Ferrara, Italia),
tendrd por objeto el estudio, con motivo del centenario de la publicacion de la
obra Democracia y Educacion, la metamorfosis de las ideas sobre educacion de
John Dewey, la recepcion de éstas en paises del entorno europeo y americano y
las formas de materializarse.

«Espacio, Tiempo y Educacién» pretende ser algo mas que una revista, razén
por la cual también contempla en su quehacer la organizacién y promocién de
encuentros y reuniones cientificas. La finalidad es crear espacios para la difusion
de las mas recientes y originales aportaciones a la Historia de la Educacién y
para la divulgacion cientifica de los mismos que, en todo caso, propicien la
reflexion y el debate riguroso, el transito desenfadado de ideas y pareceres, asi
como el establecimiento de lazos internacionales de solidaridad y cooperacion
cientificas que amplien las perspectivas de andlisis y enriquezcan los discursos
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de la disciplina. Asi, se han programado dos actividades para el afio 2015. La
primera es el Jornada de Estudio sobre «Educacion y Emancipacion de la Mujer
en Europa e Iberoamérica: Perspectiva Historica» (Facultad de Educacion
de Palencia. Universidad de Valladolid, Espafia, 24 febrero 2014), en la que
participaran investigadoras de Brasil, Espafna, Grecia, Italia y Polonia.

La segunda actividad es el I Simposio de Historia de la Educacion, que tiene
por lema «La Pedagogia ante la Muerte: Reflexiones e interpretaciones en
perspectivas historica y filosofica» (Facultad de Filosofia de la Universidad de
Valladolid, Espafa, 26-27 febrero 2015) y como objetivos ahondar en asuntos
tales como: la dindmica de las cuestiones éticas relacionadas con la buena muerte
en el pasado y la necesidad de una preparacion, secular o religiosa, en el curso
de la vida; la normalizacion de los espectaculos de la muerte en los medios de
comunicacién y los dilemas éticos y emocionales que esto acarrea; el papel de
la pedagogia — en sus vertientes filosofica, antropoldgica y didactica — ante la
muerte colectiva, independientemente de sus causas; la idea de educar a los seres
humanos para el duelo y la pérdida; el problema de la hipertecnologizacion de
la muerte en la modernidad y la posmodernidad; las formas de deconstruir el
tabu de la muerte, cuya separacion del mundo de los vivos la convierte en un
topos; el modo en que la pedagogia, al menos en su vertiente mas humanista,
afronta su propia extincion y es progresivamente suplantada por la técnica de
la educacion. Las contribuciones recibidas tienen distinta procedencia: Espania,
Italia, Portugal, Grecia, Polonia, Brasil y Francia.

En el marco de este Simposio se desarrollara un «Workshop de Revistas de
Historia de la Educacion» tiene como propoésito abrir otro espacio mas para el
trabajo, la reflexion y el debate, para conocer el punto de vista de los editores
acerca de las posibilidades y los retos de las revistas académicas, asi como
contribuir a los esfuerzos en curso para cartografiar la produccion cientifica en
Historia de la Educacion. Para lo cual se ha convocado a editores de revistas de
Historia de la Educacion de la Europa mediterranea e Iberoamérica. Entre los
asuntos que se trataran se cuentan los siguientes: la influencias de los modelos
de gestion editorial en las formas y estilos de produccion cientifica; el papel
de las redes sociales para la difusion de los avances, novedades y resultados
de las revistas; la revision critica de las formulas imperantes de evaluacion de
la calidad editorial; el reconocimiento de la gestion editorial en las agencias
de evaluacion de la actividad de los profesores universitarios; las politicas
lingiiisticas (monolingtiismo/plurilingliismo); el impacto y la presencia de las
investigaciones de Historia de la Educacion en la docencia universitaria.

Cabe mencionar, finalmente, que ya estd proyectado el II Simposio de
Historia de la Educacion, que tendra lugar en 2017 en la Universita di Ferrara
(Italia), bajo el titulo — atin provisional — «Las Metamorfosis de las Teorias de
la Educacion: Reflexiones e interpretaciones en perspectivas historica, filoséfica
y transnacional». Pero esto es otra historia.
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4. Consideraciones finales

Dada la coyuntura, «Espacio, Tiempo y Educacion» debera afrontar algunos
retos a medio plazo, que no difieren de los de cualquier otra revista de Historia de
la Educacion vy, por extension, de Ciencias de la Educacion. Lo fundamental es
que los equipos editoriales sigan invirtiendo sus mejores esfuerzos en mantener
la originalidad, la solidez y el interés cientifico de los trabajos publicados, sin
lo cual todo lo demas pierde su sentido. El segundo término, las publicaciones
que ya estan en el circuito de los rankings e impact factor deberan mantener el
nivel para continuar ahi, y aquellas que atn no lo han logrado habran de buscar
estrategias que aumenten los indices de popularidad y favorezcan el ingreso en
aquél, lo que pasa, en todo caso, por adoptar los estandares internacionales de
buenas praticas editoriales, incorporar los social media a sus cauces habituales
de comunicacién y difusion y llevar a cabo una meticulosa labor de indexacion.
Como consecuencia de esto ultimo, ademads de ciertas habilidades técnicas, se
exigira a los equipos editoriales unas coordinacion y cooperacion mas intensas
y fluidas. Por ultimo, sera preciso trabajar y colaborar con otras revistas para
tejer una cada vez mas amplia red internacional de comunicacion y colaboracion
y, por ejemplo, para reivindicar el reconocimiento, como mérito de peso, por
parte de las agencias de evaluacion de la calidad de la investigacion de los
profesores universitarios las labores de gestion editorial y para reclamar a esas
mismas agencias que la valia de las aportaciones cientificas sea estimada por
algo mas que el lugar que ocupa una revista en unos rankings elaborados por
empresas privadas; esto urge especialmente en el caso de Espana.

Anexo 1: Revistas de Historia de la Educacién'®

«American Educational History Journal», Midwest History of Education Soci-
ety, 1973, fee-access, 2 issues / year

16 El elenco de cuarenta revistas de Historia de la Educacion conviene manejarlo teniendo
en cuenta tres consideraciones. La primera es que las dreas geopoliticas objeto de estudio se
circunscriben tnicamente a América, Europa occidental y Oceania. La segunda, que el criterio
para la seleccion de fuentes ha sido la especificidad historico-educativa del proyecto editorial,
viéndonos obligados a descartar numerosas publicaciones que prestan especial atencion a estas
cuestiones, pero que no son estrictamente de la disciplina cientifica. La tercera, por tltimo, es que
los datos se han obtenido via Internet, fundamentalmente de las web oficiales de las revistas, por lo
que la fiabilidad de los mismos esta supeditada a la fiabilidad de la informacién ahi contenida; es
preciso sefialar que, en diciembre de 2014, quince revistas ain no han actualizado su informacion,
y hay casos aislados en los que estos no se ha hecho desde 2012. Rogamos, asimismo, que el
lector disculpe cualquier olvido u omision, pues en ningin caso ha sido de forma deliberada;
y agradeceriamos encarecidamente cualquier informaciéon que ayude a enriquecer el elenco de
revistas occidentales de Historia de la Educacién que aqui se presenta.
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«Annali di Storia dell’educazione e delle Istituzioni Scolastiche», Editrice La
Scuola & Universita Cattolica di Milano e Brescia, Italy, 1994, fee-access, 1
issue / year

«Annali di Storia delle Universita italiane», Centro Interuniversitario per la
Storia delle Universita Italiane, Italy, 1997, fee-access, 1 issue / year

«Cabas. Revista digital sobre Patrimonio Historico Educativo», Centro de
Recursos, Interpretacion y Estudios de la Escuela, Spain, 2009, open-access,
2 issues / year

«Cadernos de Historia da Educagio», Universidade Federal de Uberlandia,
Brasil, 2002, open-access, 2 issues / year

«CIAN-Revista de Historia de las Universidades», Universidad Carlos III de
Madrid, Spain, 1998, open-access, 2 issues / year

«Cuadernos Chilenos de Historia de la Educacion», Sociedad Chilena de Histo-
ria de la Educacion, Chile, 2013, open-access, 1 issue / year

«Educaci6 i Historia: Revista d’Historia de I’Educaci6é», Societat d’Historia de
I’Educacié dels Paisos de la Llengua Catalana, Spain, 1994, open-access /
fee-access, 2 issues / year, ANEP + In-Recs

«Encounters on Education», Queen’s University, Canada, 2000, open-access, 1
issue / year

«Espacio, Tiempo y Educaciéon», FahrenHouse, Spain, 2014, open-access, 2
issues / year

«Heuristica. Revista Digital de Historia de la Educacion», Universidad de Los
Andes, Venezuela, 1998, open-access, 1 issue / year

«Histoire de ’éducation», ENS Editions, France, 1979, fee-access, 4 issues /
year, SJR

«Historia da Educacdo / History Education», Universidade Federal do Rio
Grande do Sul, Universidade Federal de Santa Maria & Associa¢ao Sul-Rio-
Grandense de Pesquisadores em Historia da Educagdo - Asphe/RS, Brasil,
1997, open-access / fee-access, 3 issues / year, Scielo

«Historia de la Educacion Colombiana», Universidad de Narifo-Rudecolom-
bia, Colombia, 1998, open-access, 1 issue / year

«Historia de la Educacion. Anuario», Sociedad Argentina de Historia de la
Educacion, Argentina, 1996, open-access, 2 issues / year, Scielo

«Historia de la Educacion. Revista Interuniversitaria», Ediciones Universidad
de Salamanca, Spain, 1982, open-access / fee-access, 1 issue / year, ERTH +
ANEP + In-Recs

«Historia Social y de la Educacion», Hipatia Press, Spain, 2012, open-access,
3 issues / year
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«Historia y Memoria de la Educacion», Universidad Nacional de Educacion a
Distancia & Sociedad Espafiola de Historia de la Educacién, Spain, 2015,
open-access, 2 issues / year

«Historical Studies in Education / Revue d’histoire de ’éducation», Canadian
History of Education Association, Canada, 1989, open-access, 2 issues / year

«History of Education», History of Education Society & Taylor & Francis, UK,
1972, fee-access, 6 issues / year, JCR + SJR

«History of Education & Children’s Literature», Universita di Macerata, Italy,
2006, fee-access, 2 issues / year, SJ

«History of Education Issues», Greek Society of Education Historians, Greece,
2002, open-access, 1 issue / year

«History of Education Quarterly», Wiley, UK, fee-access, 4 issues / year, SJR

«History of Education Researcher», History of Education Society, UK, 2002,
fee-access, 2 issues / year

«History of Education Review», Emerald Group Publishing & Australian and
New Zealand History of Education Society, Australia / UK, 1972, fee-access,
2 issues / year, SJR

«Journal of Educational Administration and History», Taylor & Francis, UK,
1968, fee-access, 4 issues / year, SJR

«Journal of Philosophy & History of Education», Society of Philosophy and
History of Education, USA, 1951, open-access / fee-access, 1 issue / year

«Journal of the History of Childhood and Youth», Johns Hopkins University
Press, USA, 2008. open-access, 3 issues / year

«Nordic Journal of Educational History», Umed University & Uppsala
University, Sweden, 2014, open-access, 2 issues / year

«Nuovo Bollettino C.I.LR.S.E», Centro Italiano per la Ricerca Storico-Educativa,
Italy, 1982, fee-access, 2 issues / year

«Paedagogica Historica», International Standing Conference on the History of
Education & Taylor & Francis, UK, 1961, fee-access, 6 issues / year, JCR +
SJR

«Perspectives on the History of Higher Education», Pennsylvania State
University & Transaction Publishers, USA, 1981, fee-access, 1 issue / year

«Revista Brasileira de Historia da Educa¢ao», Sociedade Brasileira de Historia
da Educagio & Universidade Estadual de Maringd, Brasil, 2001, open-
access, 3 issues / year

«Revista HISTEDBR On-Line», Universidade Estadual de Campinas, Brasil,
2001, open-access, 6 issues / year

«Revista Historia Caribe», Universidad del Atlantico, Colombia, 19935, open-
access, 2 issues / year
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«Revista Historia de la Educaciéon Latinoamericana», Sociedad de Historia de
la Educacion Latinoamericana & Universidad Pedagogica y Tecnoldgica de
Colombia, Colombia, 1998, open-access, 2 issues / year

«Revista Mexicana de Historia de la Educacién», Sociedad Mexicana de
Historia de la Educacion, Mexico, 2013, open-access, 2 issues / year

«Revue d’histoire de I’enfance irréguliére - Le Temps de I’histoire», Centre
national de formation et d’études de la protection judiciaire de la jeunesse
& Association pour Ihistoire de I’éducation surveillée et de la protection
judiciaire des mineurs, France, 1998, open-access, 1 issue / year

«Sarmiento: anuario galego de historia da educacién», Universidad de Santiago
de Compostela, Spain, 1997, open-access / fee-access (print), 1 issue / year,
ANEP + In-Recs

«Theords. Revista de pensamiento y educacion», FahrenHouse, Spain, 2015,
open-access, 2 issues / year

Anexo 2: Ficha de catalogacion de «Espacio, Tiempo y Educacion»

Titulo: Espacio, Tiempo y Educaciéon

ISSN: 2340-7263

Periodicidad: Dos (2) nimeros al afio

Inicio de la publicaciéon: 2014

Editores: José Luis Herndandez Huerta / Antonella Cagnolati

Editorial: FahrenHouse

Lugar de edicion: Salamanca, Espafia

Clasificacion UNESCO: Historia de la Educacion - 5506.07

Naturaleza de la publicacion: Investigacion y divulgacion cientifica

Licencia: Creative Commons Reconocimiento — No commercial — Sin obras
derivadas (CC-BY-NC-ND)

Indexada en: Academia.edu; CiteFactor — Academic Scientific Journals;
CNKI-Scholar (China Knowledge Resource Integrated Database); DOA]
(Directory of Open Access Journals); DR]JI (Directory of Research Journals
Indexing); EBSCO Host; Google Scholar; MIAR (Matriz de Informacion
para el Analisis de Revistas); OAJI (Open Academic Journals Index)

URL: <http://www.espaciotiempoyeducacion.com>

Facebook: <https://www.facebook.com/espaciotiempoyeducacion>

Twitter: @ETEducacion

Google Scholar: <http://scholar.google.es/citations?user=iT cgpxEAAAAJ&hl=en>

Academia.edu: <https://independent.academia.edu/espaciotiempoyeducacion>






«History of Education & Children’s Literature», X, 1 (2015), pp. 57-63
ISSN 1971-1093 (print) / ISSN 1971-1131 (online)
© 2015 eum (Edizioni Universita di Macerata, Italy)

Revista «Historia da Educacao» da
ASPHE/RS (Brasil): compartilhando
estudos e pesquisas desde 1997

Maria Helena Camara Bastos
Department of Education, Pontifical
Catholic University of Rio Grande do
Sul, Federal University of Santa Maria,
Federal University of Rio Grande do
Sul, Porto Alegre — Rio Grande do Sul
(Brasil)

mhbastos@pucrs.br

Claudemir de Quadros

Department of Education, Pontifical
Catholic University of Rio Grande do
Sul, Federal University of Santa Maria,
Federal University of Rio Grande do
Sul, Porto Alegre — Rio Grande do Sul
(Brasil)
claudemirdequadros@gmail.com

Maria Stephanou

Department of Education, Pontifical
Catholic University of Rio Grande do
Sul, Federal University of Santa Maria,
Federal University of Rio Grande do
Sul, Porto Alegre — Rio Grande do Sul
(Brasil)

mariast@edu.ufrgs.br
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research since 1997

ABSTRACT: This paper presents data on the history of the Sul-Rio-Grandense Association
of Researchers on History of Education (Asphe) its foundation and activities between
1995. It also analyzes the Annals of the events that took place during that period and the
journal History of Education, which has been published since 1997. Such publications are
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considered important spaces for the socialization of research, historiographic production
and important debates on the field of historical investigation.

EET-TEE KEYWORDS: Periodical; History of Education; Research Method; Groups and
Organizations; Brazil; XX-XXI Centuries.

Introducdo

A revista «Historia da Educagio» é mantida pela Associagio Sul-Rio-
Grandense de Pesquisadores em Historia da Educagio (Asphe/RS) com o apoio
da Universidade Federal do Rio Grande do Sul, da Universidade Federal de
Santa Maria e da Pontificia Universidade Catolica do Rio Grande do Sul.

A Asphe foi a primeira associagao de pesquisadores em historia da educacio
a se constituir no Brasil, em 1995, com o objetivo de incentivar e realizar a
pesquisa e a divulga¢io na area de historia da educagio, prioritariamente do
Rio Grande do Sul, congregar os pesquisadores e os estudiosos na area e manter
intercimbio com entidades congéneres. Além dos pesquisadores de diversas
instituicoes de ensino superior do Rio Grande do Sul, integra pesquisadores
de outros Estados brasileiros. Atualmente conta com, aproximadamente,
100 associados e realiza encontros anuais com temadtica e sede escolhida em
Assembléia Geral, com indicagdo prévia de pesquisadores de outros Estados
para comporem mesas-redondas. Para cada evento sdo publicados anais dos
trabalhos apresentados nas sessdes de comunicacdo das pesquisas. Cada
encontro privilegia uma ou duas temadticas para as conferéncias, painéis,
mesas-redondas ou mini-cursos.

«Historia da Educagao»: compartilbando estudos e pesquisas

«Historia da Educag¢do» foi a primeira revista brasileira especializada no
género. O numero inaugural foi lancado em 28 de abril de 1997, por ocasido
do primeiro encontro da Associagdo Sul-Rio-Grandense de Pesquisadores em
Histéria da Educacio, ocorrido em Sao Leopoldo/RS. E uma publicacio seriada
queseapresentana forma derevista,com periodicidade quadrimestral e publicada
em formato online e impresso. Até 2006 editavam-se dois nimeros anuais, em
abril e setembro, com um ntimero médio de 200 paginas e com tiragem de 500
exemplares, que eram distribuidos para bibliotecas de institui¢des de ensino
superior nacionais e internacionais. Os demais exemplares eram enviados aos
associados e destinados para o sistema de assinaturas, doagdes ou permutas.
A partir de 2007 a periodicidade da revista passou a ser quadrimestral. Cabe
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destacar que a revista € custeada pela Asphe/RS, com recursos provenientes dos

eventos anuais e das anuidades dos associados.

A revista esta hospedada no portal de periddicos da Universidade Federal
do Rio Grande do Sul, no endereco <http:/seer.ufrgs.br/asphe>, com
disponibilizagio gratuita na web, para que os usudrios possam ler, fazer
download, copiar, distribuir, imprimir, pesquisar ou referenciar o texto integral
dos documentos, processa-los para indexagao, utiliza-los como dados de entrada
de programas para softwares, ou usa-los para qualquer outro propésito legal,
sem barreira financeira, legal ou técnica.

Tem como cobertura tematica a area de histéria da educacido e
por missdo constituir-se num veiculo de divulgacio de estudos do campo
historiografico educacional. Objetiva, sobretudo, divulgar resultados de
pesquisas, dissertacoes de mestrado ou teses de doutorado defendidas em
programas nacionais ou estrangeiros, por professores e estudantes de graduacao
e pos-graduacio. O conselho editorial é composto de pesquisadores nacionais.
Conselho editorial internacional é integrado por Adrian Ascolani (Universidad
Nacional de Rosdrio, Argentina); Antonio Castillo Gémez (Universidade de
Alcala, Espanha); Antonio Vifiao Frago (Universidad de Murcia, Espanha);
Joaquim Pintassilgo (Universidade de Lisboa, Portugal); Luis Miguel Carvalho
(Universidade Técnica de Lisboa, Portugal); Pierre Caspard (Service d’Histoire
de "Education, Franca).

S3o aceitos para publicacio:

a. artigos relacionados a historia e historiografia da educagio, originados de
estudos tedricos, pesquisas, reflexdes metodologicas e discussoes em geral,
pertinentes ao campo historiografico;

b. trabalhos encomendados e traducoes;

c. resenhas, no ambito das quais se espera a apresentagio do conteido e
comentarios acerca de publicacGes recentes ou obras reconhecidas academi-
camente;

d. documentos, materiais considerados importantes e de dificil acesso que
possam servir de subsidio para estudos.

Os textos submetidos a revista devem ser inéditos, de autores brasileiros
ou estrangeiros, escritos em lingua portuguesa ou espanhola. Admite-se a
publicacdo de textos nas linguas inglesa e francesa, desde que acompanhados
pela respectiva tradu¢do. O processo de submissdo, avaliagio, edi¢io e
publicacdo é feito por meio do Sistema Eletronico de Editora¢do de Revistas,
tradug¢do licenciada do Open Journal Systems (OJS). A normalizacio do
periddico segue padroes estabelecidos pela Associa¢do Brasileira de Normas
Técnicas (ABNT). Utiliza-se, como base para transferéncia de direitos, a licenca
Creative commons attribution 3.0 para periddicos de acesso aberto, Open
Archives Iniciative (OAI), categoria green road.

A revista «Histéria da Educagdo» tem servido como um veiculo singular
de divulgagio de estudos no campo historiografico educacional e, também,
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uma fonte importante de consulta dos pesquisadores da area. Em fungao desse
trabalho a revista tem sido avaliada pela Coordenadoria de Aperfeicoamento
do Pessoal de Ensino Superior/Capes, no Qualis Periddico, desde 2002, com
conceito A e classificada como sendo de ambito nacional. Na tltima avaliagao
de 2012 foi classificada como A2.

Virios dossiés ja foram publicados, dentre os quais: Memoria e historia
da educacio: questdes tedrico-metodologicas (1997); Pesquisa em historia da
educacio: perspectivas comparadas (2001); O oral, o escrito e o digital em historia
da educacio, integrando o foco do IV Congresso Luso-Brasileiro de Historia da
Educacio, realizado em Porto Alegre (2002); Iconografia e pesquisa historica
(2002); Literatura e historia da educacdo; Memoria e escritos autobiograficos
(2003); Historia da cultura escolar: escritas e memorias ordindrias (2004); A
historia da educagao na formacao do educador (2006); Releituras historicas do
ensino secundario (2009); Educagao rural (2011); Governo dos professores,
governo das escolas: elementos para a historia da institucionalizagdo de mestres
e alunos (38), Lugares de poder, producao e circulagio dos saberes pedagdgicos
(2013), Escritas estudantis em periddicos escolares (2013), Educacdo rural
(2014).

Em seus 43 numeros foram publicados 390 artigos, 30 resenhas e 45
documentos inéditos, com a colaboragio de 500 autores, dos quais 100
estrangeiros (Franga, Portugal, Argentina, Estados Unidos, México, Espanha,
Canad4, Alemanha, Chile, Coloémbia, Italia). A maioria dos autores nacionais
estd ligada a instituicbes de ensino superior na condi¢io de professores,
pesquisadores, estudantes de programas de pos-graduacdo. Na perspectiva de
internacionalizagdo do periddico, desde o n. 41/2013, os artigos dos autores,
nacionais e estrangeiros, sio publicados na lingua de origem e em portugués.

Quanto ao recorte temporal dos artigos, constata-se uma centralidade no
século 19 (31%) e 20 (60%), sendo ainda limitado o interesse por pesquisas
que abarquem outros periodos da historia da educagio universal e brasileira.
Sao poucos os pesquisadores da area de historia da educagao que pesquisam o
periodo do Brasil colonia (século 16-18).

Quanto a temadtica, constata-se uma maior incidéncia de textos que
problematizam a pesquisa na area: aspectos metodoldgicos, fontes variadas,
questdes de historiografia. Também tem uma presenca significativa estudos
sobre a formacdo e profissio docente, imprensa de educagio e ensino; historia
do livro e praticas de leitura; género, etnia, raga, imigracao; histéria das
institui¢oes escolares; historia da cultura escolar; historia da educagao rural. A
esses temas segue-se uma pluralidade de focos de pesquisa, que evidenciam um
olhar multifacetado, confirmado pela variedade de palavras-chave adotadas. No
entanto, encontram-se lacunas importantes: historia das institui¢des de ensino
superior ou universidades; agremiagdes e sindicatos discentes e docentes; festas
escolares; clubes escolares; estatisticas escolares; manuais e livros didaticos das
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disciplinas do curriculo; histéria da adolescéncia ou juventude; histéria dos
processos educativos de outros setores da sociedade.

Em fungio desse trabalho pode-se afirmar que os artigos publicados tém
colaborado para as discussoes historiograficas, seja em relagao a novas tematicas
e objetos de pesquisa, seja em relagio a documentos e as categorias de andlise.
Os estudos tém, por um lado, recolocado em pauta algumas antigas questoes
da pesquisa historica — relacdo entre historia e memoria, por exemplo — e,
por outro, problematizado e colaborado na construgao dos novos objetos de
interesse crescente da historia da educagao — curriculo, profissio docente, livros
e manuais escolares, leitura, educacdo e escolas rurais, cultura escolar, imprensa
de educacio e ensino'. Destaca-se a contribui¢cdo do peridédico para o fomento
da producio e circulacio da pesquisa no campo da histéria da alfabetizagio?,
historia da cultura escrita, especialmente das escritas infantis escolares e nio
escolares.

Consideracoes finais

A Asphe e a revista «Historia da Educag¢dao» tém sido espacos privilegiados
de socializag¢ao das pesquisas, de dinamizagao da producio historiografica e de
importantes debates no campo da investigacdo historica. Espagos construidos
coletivamente com a participagio dos associados, o que confere uma significacao
histérica singular.

Ao longo desse periodo o grupo consolidou-se, projetou-se regional,
nacional e internacionalmente, constituiu-se como espago de acolhimento para
os iniciantes e como espac¢o de formacao profissional. Na consolidagio dessa
trajetdria, significativa contribuigao tiveram os participantes dos programas de
pos-graduacdo em educacdo e em historia, constituindo grupos de pesquisas na
area e orientando dissertacoes e teses.

No Brasil, a consolidagio da histéria da educagio como campo de
investigacdo, a partir dos anos 1970, permitiu que avancemos nossas perspectivas
de circulagio do conhecimento, como condi¢io para o fortalecimento da
disciplina e para a conquista de novos espagos de producdo de pesquisa. Assim,
devemos tentar superar as polarizacdes entre local, nacional e internacional,
individual e coletivo, micro e macro, singular e plural, buscando circular entre

1 M.H.C. Bastos, A caixa de pandora: desafios do ensino e da pesquisa em historia da educacio
no Brasil, em A.G.B. Freitas, L.E.M. Oliveira, J.C. do Nascimento, E.F.C. do Nascimento (edd.),
O ensino e a pesquisa em histdria da educacdo, Maceid, Edufal, 2011, pp. 73-96.

2 E. Peres, A revista Histéria da Educacdo e a producdo no campo da histéria da alfabetizagao.
Encontro sul Rio-Grandense de Pesquisadores em Historia da educacao, Anais, Porto Alegre,
Asphe, 2005.
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os diferentes eixos, com analises mais refinadas, em um esforco de comparacgao,
que partam das singularidades historicas de cada realidade.

Nos seus quase 20 anos de marcante atua¢do na produgio de pesquisas e na
reflexdo tedrico-metodoldgica do campo da historia da educagao, a Asphe/RS e
a revista «Historia da Educacdo» tém sido espagos privilegiados de socializacao
das pesquisas, de dinamiza¢io da produgio historiografica e de importantes
debates no campo da investigacdo historica. Além disso, tem procurado
contribuir para a consolidacdo da drea de histéria da educagio no Brasil e
para a ampliacdo do didlogo internacional, em especial com pesquisadores da
América Latina e da Europa, concretizando a perspectiva de internacionalizagao
da pesquisa.
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1. Hacia un nuevo modelo de gestion editorial

Desde finales del siglo XX se esta viviendo un cambio significativo a la hora
de comunicar los avances originados en la investigacion. Presionados por las
diferentes instancias cientificas y gubernamentales, se insta a que la produccion
cientifica se transmita de forma rdpida y abierta a través de los diferentes
canales de difusion existentes. Si en un primer momento, especialmente en el
area de las ciencias sociales, se preferia la difusion a partir de la publicacion
de monografias de investigacion, revistas cientificas y actas de congresos, en
la actualidad el articulo cientifico — publicado en una revista considerada
de impacto — se ha convertido en la referencia indiscutible, erigiéndose en el
elemento clave para la difusion de la ciencia y el reconocimiento profesional
del personal docente-investigador. Un ejemplo de esta tendencia es la relevancia
que la Union Europea esta otorgando a las revistas cientificas como canales de
difusion de la ciencial, apoyandose en las enormes posibilidades que ofrecen
las tecnologias digitales y el Social Media. Por otro lado, comprobamos que
la comunidad académica, especialmente en el drea de las ciencias sociales,
ha evolucionado en su forma de investigar y publicar, superando los limites
originados por la lengua, la cultura o las propias tradiciones e idiosincrasias
cientificas. Los efectos de la tecnologia digital han determinado el proceso de
investigacion, especialmente en la difusion de los resultados y precisamente en
su ultima fase es donde las revistas cientificas cumplen una funcién indiscutible:
la exposicion del producto de una investigacion — validado por pares — para su
difusi6n entre la comunidad cientifica?.

Los editores de revistas de ciencias sociales han tenido que tomar conciencia
del cambio radical producido en los tltimos afios en la forma de publicacion
y valoracién de las revistas cientificas, debido a la imposicion de la tradicion
propia de las ciencias puras y biosanitarias (estructura, empirismo, factor de
impacto, etc.). El formato impreso esta llamado a desaparecer, lo que esta
generando un proceso de edicion, difusion y evaluacion radicalmente diferente.
Los editores de revistas ya no solo gestionan la seleccion y evaluacion de los
mejores originales, sino que deben incluir entre sus funciones la difusiéon en
todos los nuevos canales de comunicacion, para ganar en visibilidad en todo
espacio posible, incrementar su impacto y disefar modelos de negocio que
garanticen la sostenibilidad de la publicacion.

Por otro lado, estamos viviendo en un sistema permanente de evaluacion
de la calidad de la investigacion desarrollada por agencias de evaluacion y

1 European Union, Public consultation. Science 2.0 Science in transition. Background
document, Brussels, European Commission, 2014, <http://ec.europa.eu/research/consultations/
science-2.0/consultation_en.htm> (accessed: March 15, 2015).

2 M. Ruiz-Corbella, A. Galan, A. Diestro, Las revistas cientificas de Educacién en Espana:
evolucion y perspectivas de futuro, «<RELIEVE», vol. 20, n. 2, 2014, art. M1, doi: 10.7203/
relieve.20.2.4361.
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empresas privadas. Un elemento clave en este proceso es la publicacion de los
resultados en revistas de impacto, lo que determiné el cambio radical del mundo
editorial: los criterios formales de calidad, contenido, edicion, gestion y citacion
son los indicadores principales por los que es evaluada una revista para su
indizacion en las mejores bases de datos. A esto se afiade el necesario impacto
de cada articulo, unico referente del valor de una publicacién. Consecuencia de
este comportamiento es el desarrollo de rankings de publicaciones cientificas,
lo que estd condicionando enormemente la dindmica de publicacion de los
investigadores, que nos conduce a un ambito cada vez mas competitivo, en el
que no todas las revistas, tal como ahora las conocemos, tienen cabida, y en el
que los editores deberan plantearse qué tipo de revista es la que quieren ofrecer,
y si son capaces de responder a las demandas de la produccion cientifica y a las
reformas del nuevo contexto editorial.

2. La adaptacion de las revistas cientificas de educacion

Si centramos la mirada en las revistas del drea de educacion comprobamos
que el interés y la valoracion de estas publicaciones fueron muy tardios. Como el
resto de las revistas del area de ciencias sociales y humanidades, publicar en este
formato no era algo extendido entre la comunidad universitaria. El cambio de
cultura en este area se debi6 principalmente al impulso que se dio, tanto desde
las universidades, como desde la Administracion, a la investigacion y al valor
de lo publicado en formato de articulo tanto para la evaluacion de la carrera
docente como investigadora del profesorado universitario*. Esto derivo en el
impulso de nuevos criterios de calidad en la edicion y gestion de estas revistas,
que condicionan el modo de publicar los resultados de la investigacion y el
propio proceso investigador. Estos criterios se fueron introduciendo de forma
secuenciada, transformando el proceso editorial de las revistas, su calidad y, de
forma especial, su visibilidad.

La calidad formal fue el primero de los indicadores a los que se prestd
atencion desde las revistas del area de educacion. Sistematizar y hacer visibles
los metadatos que deben identificarlas fue uno de los objetivos prioritarios en
la década de los 90. De forma paralela, se implantaron cambios significativos
en la gestion editorial hacia una mayor profesionalizacion, con el objetivo
de eliminar el voluntarismo y el unipersonalismo en estas ediciones’. Para

3 1bid.

4 E. Giménez-Toledo, C.M. Tejada-Artigas, Proceso de publicacion, calidad y prestigio de
las editoriales cientificas en Educacién, «Educacion XX1», vol. 18, n. 1, 2015, pp. 17-44, doi:
10.594/educXX1.18.1.12310.

5 L. Rodriguez-Yunta, E. Giménez-Toledo, Fusion, coedicion o reestructuracion de revistas
cientificas en humanidades y ciencias sociales, «El Profesional de la Informacién», vol. 22, n. 1,
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ello se requirié, por un lado, la intervenciéon de equipos editoriales con una
clara division de funciones; por el otro, la exigencia de mayor objetividad y
transparencia en la evaluacion de los originales, imponiéndose el conocido peer
review. No obstante, algunos autores® han puesto en duda los beneficios de la
revision por pares al entender que el anonimato no ayuda a comprometer a los
revisores en la tarea que llevan a cabo’.

Ligada a la gestion editorial destaca, cada vez con mayor fuerza, la
problematica de los modelos de negocio que debe proponer cada revista para
afrontar su sostenibilidad. Si en un primer momento estas publicaciones eran
auspiciadas por universidades o asociaciones cientificas, resulta sintomatico
que en la actualidad gran parte de las revistas del «Journal Citation Reports»
(JCR) en el campo de Education & Educational Research pertenezcan a las
principales empresas editoras de revistas cientificas (Elsevier, Springer, Sage,
Routledge, Taylor & Francis o Wiley). En concreto, en 2013, de las 224
publicaciones recogidas, el 70% estan gestionadas por las grandes editoriales
mencionadas. Estos datos nos deben llevar a reflexionar sobre la adecuacion
de permitir que la difusion y la evaluacion de los resultados cientificos estén
en manos de empresas privadas sujetas a las leyes de mercado, con todas las
consecuencias que derivan de esta politica.

Por tltimo, las revistas cientificas de educacion se han ido incorporando a la
publicacion digital como una de las mejores vias para su difusion. No es extrafio
que en esta ultima década la plataforma O]JS (Open Journal Systems), software
de codigo abierto para la gestion de revistas creado por el Public Knowledge
Project (1994), haya acaparado la gestion y publicacién de revistas en internet®.
Ahora bien, recordemos que no se trata simplemente de ofrecer los contenidos
en este entorno, sino de pensar en digital, lo que conlleva un cambio radical
en el modo de publicar, gestionar y difundir la informacién en el que el Social
Media cobra cada vez mas protagonismo.

2013, pp. 36-45, doi: 10.3145/epi.2013.ene.0S.

6 J. Osca-Lluch, S. Miguel, C. Gonzdlez, M. Pefiaranda-Ortega, E. Quifiones-Vidal,
Cobertura y solapamiento de Web of Science y Scopus en el andlisis de la actividad cientifica
espariola en psicologia, «Anales de Psicologia», vol. 29, n. 3, 2013, pp. 1025-1031, doi: 10.6018/
analesps.29.3.154911.

7 S. Hopewell, G.S. Collins, I. Boutron, L.M. Yu, J. Cook, M. Shanyinde, D.G. Altman,
Impact of peer review on reports of randomised trials published in open peer review journals:
retrospective before and after study, «<BM]J», vol. 349, 2014, g4145, doi: 10.1136/bmj.g4145.

8 Ruiz-Corbella, Galdn y Diestro, Las revistas cientificas de Educacion en Esparnia: evolucion
y perspectivas de futuro, cit.
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3. Visibilidad e internacionalizacion, indicadores claves de toda revista cien-
tifica

Un eje sobre el que gira gran parte de los procesos de evaluacion de la
calidad de las revistas cientificas es el impacto de sus articulos, punto clave
también para el reconocimiento de los investigadores. Toda publicacion
pretende llegar al mayor niamero de lectores para que los resultados publicados
sirvan de punto de partida, revulsivo o contraste para otras investigaciones. El
problema es como medir, de forma fiable y valida, ese impacto. Desde 1960, el
Institute for Scientific Information (ISI) lleva trabajando en la valoracion del
factor de impacto de determinadas revistas consideradas excelentes e incluidas
selectivamente en su base de datos. En la actualidad, tras la compra en 2008 de
este instituto por parte de Reuters, se arbitra todo este proceso de evaluacion en
la Web of Science (WoS), plataforma que contiene, entre otras, el Social Science
Citation Index (SSCI), que publica anualmente el JCR, ranking de las revistas
cientificas incorporadas al SSCI.

Como réplica en 2004 el grupo Elsevier promueve SCOPUS, base de datos
selectiva que también promueve el ranking de estas revistas y la valoracion de
su impacto (Scimago Journal Rank). Ambas son recursos de informacion de las
revistas seleccionadas, aunque lo mas relevante es la modalidad de evaluacion
diferenciada que llevan a cabo’. WoS se distingue por una clara perspectiva
anglosajona, que condiciona la entrada de revistas en otras lenguas. SCOPUS
tiene mayor carga plurinacional y multilingiie. Se han dado otras iniciativas,
como la europea ERIH, pero ninguna ha logrado ofrecer una evaluacion tan
confiable del impacto cientifico de las publicaciones. No obstante, en algunos
paises como Espafia, se han hecho notables esfuerzos por evaluar las revistas
de ciencias sociales, tanto de modo andlogo al JCR (IN-Recs), como mediante
clasificaciones cualitativas (RESH, CIRC, ANEP-FECYT, etc.)'%, pero sin el
apoyo gubernamental necesario para mantenerse en el tiempo. Esto nos lleva a
que, hoy en dia, se reconozcan, pese a sus limitaciones, a WoS y SCOPUS como
los principales referentes de la difusion cientifica internacional reconocida''.

Frente al uso exclusivo del factor de impacto, los altmetrics estan cobrando
fuerza como medida complementaria del impacto de una publicacion, ya que
reune la métrica de diferentes fuentes de informacion que proporciona la red:

9 D. Gnana Bharathi, Methods employed in the Web of Science and Scopus databases to effect
changes in the ranking of the journals, «Current Science», vol. 105, n. 3, 2013, pp. 300-308.

10 LE Aguillo, Politicas de informacion y publicacion cientifica, «El Profesional de la
Informacién», vol. 23, n. 2, 2014, pp. 113-118, doi: 10.3145/epi.2014.mar.02.

11 Osca-Lluch, Miguel, Gonzilez, Pefiaranda-Ortega, Quifiones-Vidal, Cobertura vy
solapamiento de Web of Science y Scopus en el andlisis de la actividad cientifica espaiola en
psicologia, cit.; E. Archambault, V. Lariviere, The limits of bibliometrics for the analysis of
the social science et humanities literature, in World Social Science Report. Knowledge Divides,
Paris, UNESCO, 2010, pp. 251-254.
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namero de accesos, descargas, capturas, comentarios en blogs, fweets, etc. son
la nueva forma de objetivar el impacto directo de un articulo, de contabilizar
la atencion y la difusién. Aunque, como indican Torres-Salinas y Cabezas-
Clavijo'?, no todo lo que se puede contar, cuenta, dado que los altmetrics
presentan todavia limitaciones'3, a la vez que atin son pocas las revistas de
educacion que presenten unos sistemas integrados, como los ofrecidos por
Altmetrics.com para recoger toda esta diversidad de datos (social shares). El
algoritmo empleado valora con pesos ponderados la difusion y presencia del
trabajo en diferentes medios sociales, obteniendo un score (puntuacion) del
articulo, lo que esta favoreciendo el paso a la evaluacion del impacto de cada
articulo de forma independiente.

Muy ligado al impacto, esta la internacionalizacion de nuestras revistas,
que pasa por cuatro ejes clave: la lengua en la que se edita, la atraccion de
autores relevantes de otros paises, la composicion de un consejo cientifico con
una activa representacion internacional y la inclusion en las bases de datos
selectivas con mayor reconocimiento. Utilizar el inglés como lengua comin de
comunicacion cientifica resulta de gran interés para la difusion de un articulo.
Sin embargo, no podemos olvidar la singularidad de las ciencias sociales, en
las que no existe una forma tnica de interpretar, desarrollar y comunicar
los resultados de la investigacion. Los criterios culturales, las tradiciones
cientificas de cada area geografica y los aspectos locales susceptibles de estudio
condicionan enormemente el desarrollo cientifico de cada entorno. Forzar la
difusion cientifica en inglés a investigadores no angléfonos puede tener unos
efectos nocivos que no se dan en las ciencias experimentales y biosanitarias.
Debemos preservar las identidades culturales y la riqueza expresiva propia en
ciertas areas de conocimiento, potenciando la publicaciéon en ambas lenguas.
Por ello, hay que ser conscientes de las dificultades que sufren las revistas que
conservan su lengua nacional, con una escasa presencia en bases de datos
internacionales — en SSCI s6lo el 7,1% — y una situacion de desigualdad de
oportunidades para competir en factor de impacto, debido a la importancia de
la lengua de publicacion a la hora de recibir citas'®.

Relacionado con las tradiciones cientificas de cada pais esta la capacidad de
las revistas para atraer autores relevantes de otras regiones. La colaboracion
internacional contribuye a difundir la publicacion y su contenido y acercar las
diferentes culturas cientificas. En la misma linea se dirige el logro de un consejo

12 D. Torres-Salinas, A. Cabezas-Clavijo, Altmetrics: no todo lo que se puede contar, cuenta.
«Anuario ThinkEPI», n. 7, 2013, pp. 114-117, <http://hdl.handle.net/10481/26361> (accessed:
July 5,2014).

13 M. Thelwall, S. Haustein, V. Lariviere, C.R., Sugimoto, Do Altmetrics Work? Twitter and
Ten Other Social Web Services, «<PLoS ONE», vol. 8, n. 5, 2013, e64841, doi: 10.1371/journal.
pone.0064841.

14 Ruiz-Corbella, Galdn y Diestro, Las revistas cientificas de Educacién en Esparnia: evolucion
y perspectivas de futuro, cit.
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cientifico internacional, que colabore activamente en estrategias concretas de
difusion y de visibilidad en su pais de origen.

Junto con la inclusién en las bases de datos mds prestigiosas, no podemos
olvidar la visibilidad a través del medio social. En estos momentos resulta
esencial crear un perfil de la revista en Google Académico, que aporta el indice
de citas y la situacion en el ranking (indice h), a partir de las citaciones detectadas
en la red. Asimismo, es prioritaria la presencia en las redes sociales o en las
especificas para investigadores (Twitter, Facebook, ResearchGate, Academia
Edu, etc.), que facilitan de forma inmediata el acceso a la informacion de los
contenidos seleccionados de la publicacion. Destacar una idea, generar debate,
informar, etc. son funciones que ahora se debe atender. Los equipos editoriales
de las revistas cientificas ya no pueden limitarse a presentar periddicamente una
serie de articulos, sino que deben abordar las nuevas formas de posicionarse
ventajosamente en los rankings e involucrar a sus autores en estas tareas de
difusion que ayudaran a visibilizar los avances cientificos. Algunas bases de
datos exigen a las revistas que muestren cudl es su aportacion diferencial
respecto a las revistas existentes, por lo que resulta necesario caracterizarse
con una imagen propia de marca (branding), que sea distinta y que permita
identificarse y destacar entre los demas.

Nos enfrentamos, en conclusion, a un nuevo modo de entender la edicion y
pervivencia de las revistas cientificas, lo que requiere una especial implicaciéon y
vision de futuro a los editores de revistas no anglosajonas o no gestionadas por
empresas de ambito angl6fono. Las politicas gubernamentales de incentivos
tendrdn una importante incidencia sobre el futuro de las revistas, asi como la
concrecion de la coordinacién y la evaluacion a nivel supranacional®s.

15 F. Pedrd, Las politicas de investigacion e innovacion en educacion: una perspectiva
supranacional, «Bordon. Revista de Pedagogia», vol. 67, n. 1, 2014, pp. 39-56, doi: 10.13042/
bordon.67129471.
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Introduccion: el autor y su circunstancia

Cuando desde «History of Education & Children Literature» se me pidio,
como director de «Historia y Memoria de la Educacion», un texto escrito en
el que expresara mis ideas o planteamientos en relacion con el papel o funcion
de las revistas cientificas en general y, de modo particular, en el campo de la
Historia de la Educacion, manifesté que se pedia la opinion o criterio de alguien
que dirigia una revista cuyo primer nimero estaba en preparaciéon. Hoy, cuando
comienzo a escribir, es cuestion de dias que aparezca dicho primer niimero, el
segundo se halla en evaluacion y se han aprobado ya los temas y autores de las
secciones monograficas de los numeros 3 y 4 a publicar en 2016.
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Quiero esto decir que lo que a continuacion se escribe es mas producto de
la reflexion personal, como se dice en el titulo, que de mi experiencia como
director de una revista cientifica histérico-educativa que acaba de nacer. Una
reflexion personal que, como es obvio, no parte de la nada. Se basa o esta
elaborada a partir de mi experiencia como miembro de los consejos asesores o
cientificos de un amplio numero de revistas historico-educativas o de ciencias
sociales espafiolas o de otros paises y, en Espafa, del Comité Asesor del Campo
7 (Ciencias Sociales, Politicas, del Comportamiento y de la Educacién) de la
Comision Nacional Evaluadora de la Actividad Investigadora (CNEAI) del
Ministerio de Educacién, Cultura y Deporte durante los afios 2002 y 2003, de
la Comision de Ciencias Sociales y Juridicas para la evaluacion del profesorado
de la Agencia Nacional de la Evaluacion de la Calidad y de la Acreditacion
(ANECA) en el curso 2004-2005, y de la Comision de Expertos del Ministerio
de Ciencia e Investigacion para la evaluacion de proyectos de investigacion en
el area de Educacion en los anos 2009, 2010 y 2011, asi como, actualmente, de
mi tarea como evaluador de proyectos de investigacion en la Agencia Nacional
de Evaluacion y Prospectiva (ANEP) del Ministerio de Ciencia e Innovacién, y
en agencias similares de algunas comunidades auténomas del pais. Que sea el
producto de una reflexiéon personal indica, asimismo, que lo que se escribe o
afirma no estd basado en concienzudos y sofisticados analisis bibliométricos,
sino, como dije, en mi experiencia como evaluador de proyectos de investigacion
y de los curriculum vitae de mis colegas, a la que hay que afiadir mi todavia
mas dilatada experiencia como investigador y miembro o director de proyectos
de investigacion. No deben darse, pues, a mis palabras mas valor que el que
tienen como opiniones de indole, sin duda, parcial y subjetiva. Incluso es
posible que alguien las encuentre en ocasiones superficiales o propias de quien
ya estd de vuelta o mas alla del mundo real. Experiencias similares pueden
dar lugar, ademas, a valoraciones y juicios diferentes. Pero antes de exponer
mis puntos de vista sobre los cambios recientes y la situacion actual de las
publicaciones cientificas en general, y en el campo de la historia de la educacion
en particular, permitanme que, con el fin de que conozcan también la posicion
y el contexto desde el que hablo, haga una breve presentacion de la revista que
dirijo aunque, como se desprende de lo dicho, este texto esté escrito a titulo
puramente personal e ignore hasta qué punto es compartido, o no, por quienes
componen su Consejo de Redaccion.

«Historia y Memoria de la Educacion» en el contexto de las revistas cienti-
ficas espariolas de historia de la educacion

«Historia y Memoria de la Educaciéon» (HME) es, como en su web se indica,
el «6rgano de expresion y comunicacion cientifica de la Sociedad Espafiola de
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Historia de la Educacién (SEDHE)»!. Es decir, se ha gestado como una mas,
a nivel internacional, de las revistas de historia de la educacion — «History
of Education», «Revista Brasileira de Historia da Educa¢io», «Historia de
la Educaciéon. Anuario», «Revista Mexicana de Historia de la Educacion»,
«History of Education Review Journal», entre otras — ligadas a la sociedad de
historia de la educacion de un pais determinado. En ello se diferencia, para lo
bueno y para lo malo, de aquellas revistas que dependen de editoriales privadas
o de universidades, centros de investigacion, personas, grupos o corporaciones
concretas. Como buena hija de su tiempo y — porque no decirlo —, por razones
econdmicas, es una revista digital, de libre acceso y de periodicidad bianual, que
viene a sumarse a otras dedicadas a este campo de ensefianza e investigacion ya
existentes en Espafia — «Historia de la Educacion. Revista Interuniversitaria»
(1982), «Educacié i Historia. Revista d’Historia de I’Educacio» (1994),
«Sarmiento. Anuario Galego de Historia da Educacién» (1997), «Cabas»
(2009), «Historia Social y de la Educacion» (2012), y «Espacio, Tiempo y
Educacion» (2014) —, y a las revistas de educacion o pedagogia, o de historia, que
publican ocasionalmente algin articulo, o dedican algin nimero monografico
a cuestiones historico-educativas. O sea, nace en un ‘mercado’ cientifico no sé
si sobresaturado, pero si impensable hace unos diez o quince afnos.

Esta sobresaturacion, producto sin duda de las facilidades y el bajo coste
de la edicion electronica, junto con la creciente apertura al exterior de la
historiografia educativa espafiola?, ha originado que la mayoria de las revistas
nacidas en los ultimos afos, y algunas de las anteriores, hayan adoptado una
politica lingiiistica — siguiendo el modelo establecido en su dia por «History
of Education & Children Literature» — abierta a la publicacion de articulos en
inglés, francés, italiano y portugués, ademads del espafiol. Es decir, de trabajos
que, en bastantes casos, versan sobre la historia de la educacion de otros paises.
Ello plantea, como es obvio, problemas de evaluacion, revision y correccion,
asi como en relacién con el contenido y el proceso de escritura. Si lo que se
pretende, por ejemplo, es la difusion y lectura de los mismos mas alla del ambito
nacional o estatal de referencia del trabajo, sera necesario no solo recurrir a
perspectivas y referencias comparativas, sino incluir explicaciones especificas,
para los lectores de otros paises, sobre aquellas denominaciones de periodos
historicos concretos, o alusiones a personajes o acontecimientos perfectamente
identificables y conocidos por los lectores del pais de que se trate, pero no por
los de otros.

Un rasgo distintivo de «Historia y Memoria de la Educacion», aparte de
la recién mencionada politica lingiiistica, es el que se refiere a las resefias de
libros, un aspecto al que, por lo general, no suele concedérsele la importancia

1 <http://revistas.uned.es/index.php/HMe>.
2 A. Vifao, From dictatorship to democracy: history of education in Spain, «Paedagogica
Historica», vol. L, n. VI, 2014, pp. 830-843.
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que deberia tener por su habitual brevedad y cardcter puramente informativo
o descriptivo. En este punto, el proposito de la revista es que las reseias se
acerquen a ese ideal del comentario o examen critico de libros que, de acuerdo
con Jordi Gracia, pretenderia Ortega y Gasset en 1908:

a veces es comentario critico de la obra y muchas otras es pretexto para un ensayo de
materia libérrima suscitada por la lectura. Y ademds Ortega ensefia a leer: la funcion de
la critica es despertar a la vista del lector lo que estd dormido en el libro y que una mirada
mds inexperta no captara; sirve para elevar la finalidad secreta de un libro mds que para
aquilatarlo frente a una supuesta norma o poética’.

Unas reflexiones ya lejanas en el tiempo, pero de actualidad

La diversidad, amplitud y celeridad de la produccion escrita en el mundo
cientifico ha hecho de las revistas el lugar donde suelen publicarse los textos
que reflejan las tltimas tendencias e investigaciones en un campo determinado.
En esta segunda mitad del siglo XX, la revista, como medio de conocimiento
e informacion cientifica, ha sustituido al libro. Su especializacion tematica y
textual — articulos de extension limitada — y periodicidad han hecho de ellas
un medio de difusién mds agil en el que los autores o bien anticipan trabajos
mas amplios, o bien publican articulos que pueden ir desde la singularidad y
concrecién mds extremas a las sintesis y revisiones generales de lo publicado
en los ultimos afios en relacion con temas mas amplios. Asimismo, las revistas
incluyen informacion bibliografica y académico-cientifica, constituyendo su
existencia uno de los indicadores fundamentales para saber si una disciplina,
area de conocimiento o cuestiéon ha adquirido la suficiente pujanza como para
disponer de una publicacion periddica propia.

Su periodicidad y fugacidad tienen, sin embargo, un contrapunto: la
obsolescencia de lo publicado. Solo una pequefia parte de lo que en ellas
aparece es leido con detenimiento, incluso por los especialistas en el campo o
tema de que se trate. Y solo una pequefia parte de esta «enorme masa de trabajo
irrelevante» es citada en trabajos posteriores. En el campo de la historia no mas
alla, al parecer, de un S por ciento®. Pese a ello, las revistas no solo se mantienen,
sino que cada vez surgen otras nuevas mas especializadas. La causa de esta
diversificacion es la antes apuntada relacion que existe entre la configuracion de
un campo y de una comunidad académico-cientifica y la aparicion de una o mas
revistas especificas que permitan a los miembros de dicha comunidad disponer

3 ]. Gracia, José Ortega y Gasset, Madrid, Santillana, 2014, p. 93.
4 ]. Fontana, La historia después del fin de la historia, Barcelona, Critica, 1992, p. 124.
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de un 6rgano de expresion cientifica, de un medio de comunicacion, y de un

lugar en el que publicar sus trabajos e investigaciones®.

Este largo parrafo fue escrito en los afios 1994-1995 cuando redactaba la
Memoria o Proyecto docente e investigador que presenté, en 1996, para optar
a la catedra de Teoria e Historia de la Educacion de la Universidad de Murcia.
Corresponde al capitulo dedicado, entre las «fuentes impresas de referencia
preliminar y general», a las «revistas y publicaciones periddicas». Desde
entonces han transcurrido veinte afios. Y lo alli dicho no solo puede seguir
afirmandose, sino que se ha visto acrecentado y superado por la realidad. En
especial, a causa de las facilidades y menor coste de la edicion electrénica on-
line, de la creciente presion del publish or perish y de la introduccion del capital
privado en ese nuevo y prometedor mercado de las publicaciones cientificas,
electronicas o impresas. Como recientemente escribia:

En un campo como el de la historia de la educacion en el que no solo hay que estar atento y
conocer lo que se publica en los tan fragmentados mundos de la historia y de la educacién
o pedagogia, sino también en otras ciencias sociales y humanas fronterizas, y no menos
fragmentadas, como la antropologia, la sociologia, la filosofia o la lingiiistica, por mencionar
solo cuatro de ellas, se corre el peligro de que dicha proliferacion, consecuencia asimismo
del «publicar o morir», origine ese fenémeno que tan acertadamente ha expuesto Rebecca
Rogers en un reciente articulo: es tal el numero de revistas digitales o impresas — accesibles
también, por lo general, por via electronica — que se recibe, que, cuando llegan por una
u otra via, nos limitamos a leer el indice con los autores y titulos de los articulos, ojear,
como mucho, las resefias de libros, y guardarlas o archivarlas en el lugar fisico o virtual
correspondiente; eso si esta ultima operacién, la de su guarda y archivo, no se produce de
modo inmediato tras la recepcion de la revista®.

Nuestros habitos lectores han cambiado, estin cambiando para adaptarse a una nueva
situacion en la que ademads, anado, estan comenzando a proliferar espacios electronicos
y redes sociales de colaboracién e intercambio cientifico que, en el fondo, no son sino
versiones ultrarrdpidas, casi instantdneas, de las revistas cientificas. ¢Para qué esperar varios
meses a publicar un texto recién escrito, o intervenir en un debate a través de una revista,
cuando puedo difundirlo de inmediato? ;Cémo se combinardn en el futuro ambos dmbitos,
el de las revistas y el de las redes o espacios electronicos, y como se articularan entre si? ¢Qué
modificaciones supondra ello en el mundo de la escritura y lectura cientificas? ¢Dejaremos
algo para los libros? ;Habra tiempo para escribirlos?”

Estas reflexiones no son extemporaneas. Mucho menos en un campo, el de
las ciencias sociales, en el que, a diferencia de lo que sucede en el de las llamadas
ciencias experimentales o «duras», no es infrecuente que se publiquen articulos

5 A. Vifao, Historia de la Educacién. Proyecto docente e investigador, Murcia, Universidad
de Murcia, 1996, p. 201 (ejemplar multicopiado).

6 R. Rogers, Paedagogica Historica: trendsetter or follower?, «Paedagogica Historica», vol.
50, n. 6, 2014, pp. 717-736, en especial el epigrafe titulado «Evaluating trends in an electronic
age: the viewpoint of the author’s study» (pp. 734-736).

7 A. Vifao, Presentacion, «Historia y Memoria de la Educacion», n. 1, 20185, pp. 21-22.
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o capitulos de libros en los que se tratan, sin aportar nuevas informaciones,
enfoques o interpretaciones — o con aportaciones minimas — cuestiones o temas
ya tratados con anterioridad por otros autores. Algo asi como si se enviara un
articulo a «Science» o «Nature» explicando o dando cuenta de la teoria de la
relatividad. Y mucho menos atn cuando, dia si, dia no, llegan a nuestro correo
electréonico anuncios, convocatorias o peticiones para que enviemos articulos
a tal o cual revista — con tema ya predeterminado o sin él — en los que se
nos asegura que dicha revista — la mayoria de las veces nueva o desconocida
hasta entonces — esta indexada en todos las bases de datos y lugares posibles,
cumple todos los requisitos habidos y por haber y posee un alto indice de
impacto. Estamos, en sintesis, ante una nueva situacion, cambiante y fluida,
que, al menos en mi caso y desde mi experiencia en estos temas, suscita una
serie de reflexiones. Una situacion, ademds, caracterizada, entre otros rasgos,
por el imperio de los criterios de funcionamiento y valoracion de las ciencias
‘duras’ y por la creciente mercantilizacion del mundo de las publicaciones
periddicas cientificas; es decir, por la presencia de intereses economicos que
estan condicionando lo qué se investiga, cOmo se investiga, cOmo se escribe y se
difunde lo que se escribe y donde se publica.

El imperio de las ciencias «duras», o como la investigacion en las ciencias
sociales y humanas estd siendo condicionada por criterios ajenos a ellas

Los modos de investigar, escribir, publicar y difundir la investigacion propios
de las ciencias llamadas «duras» han condicionado, y condicionan cada vez
mas, los de las ciencias sociales y humanas. En unos casos, no lo niego, para
bien. Por ejemplo, en la pretension de rigurosidad y la ausencia de verborrea.
En otros, para mal, al no coincidir con los que exigen o son propios de dichas
ciencias.

Como dije antes, el articulo de revista ha desplazado al libro como medio de
difusion cientifica. La brevedad y la menor duracién del lapso de tiempo que
transcurre entre la redaccion de un articulo y su publicacién son dos rasgos
que explican dicho desplazamiento. Los libros hoy, salvo que tenga su origen
en una tesis doctoral, suelen ser el resultado final de una serie de articulos y
capitulos de libros colectivos o conferencias y trabajos presentados en congresos
y seminarios que, tras su revision y, como mucho, algin texto inédito, se retinen
en un solo volumen. Esto, como es obvio, no es una critica; entre otras razones,
porque seria una autocritica. Es una constatacion. Asi sucede por ejemplo, por
referirme a uno de los filésofos de la educacion hoy en dia mas prestigiosos y
afamados, con Good Education in an Age of Measurement. Ethics, Politics,
Democracy de Gert ].J. Biesta, cuyos seis capitulos habian sido publicados con
anterioridad, total o casi totalmente, en diversas revistas y libros de autoria
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colectiva®. Segiin se indica en su website, Biesta publicé desde 2010 a 2014,
ambos afios incluidos, un total de 71 articulos y 72 capitulos de libros — 28,6
articulos y capitulos de libro por afio, 2,38 por mes —, ademas de 21 libros,
buena parte de ellos, desde luego, como editor o coeditor. Y durante el 20135,
hasta el 10 de marzo, ya ha publicado 7 articulos o capitulos de libro y 3 libros®.
Por supuesto, Biesta recibe peticiones para publicar de las mas prestigiosas
editoriales y revistas. Se le demandan textos por unos y otros, y en el computo
efectuado entran traducciones y versiones modificadas de trabajos anteriores.
Por supuesto, debe disponer de un apoyo administrativo a la docencia y a la
investigacion impensable en un investigador espafol de ciencias sociales y
humanas'?. Por ultimo, y también por supuesto, pueden encontrarse ideas,
argumentos, referencias bibliograficas y cuestiones mas o menos similares a
poco que uno se adentre en sus textos. Es imposible decir algo nuevo cada
quince dias o cada mes. Ni siquiera, a veces, cada afo. Y no es este el unico
caso. Quizas sea uno de los mas paradigmaticos, pero no el unico. ¢Cuando
queda tiempo para la reflexion, la reconsideracion de lo dicho o escrito, la
lectura y relectura sosegada o la produccion de nuevo saber y conocimiento?
¢O, en el ambito de la historia, para el concienzudo y lento trabajo en el archivo,
la biblioteca, la hemeroteca u hoy, cada vez mas, la fototeca, la filmoteca o los
museos pedagogicos? ¢Cobra sentido, en este contexto, el movimiento de la
slow science o slow research?

No debe verse en las anteriores observaciones la menor intencion critica
hacia un autor que siempre se lee con provecho. Solo se trata de constatar un
fenémeno — posible gracias a la escritura electronica — provocado, en el dmbito de
las ciencias sociales y humanas, por la elevada demanda de produccion cientifica
que recae sobre los autores de mayor prestigio y mas citados. Si los indices de
impacto se elaboran a partir del computo de las citas o referencias, es obvio
que toda revista que se precie deseara incluir en sus paginas articulos o textos
de los autores de referencia obligada. La exigencia habitual en muchas revistas
de que los articulos presentados no hayan sido publicados anteriormente suele
soslayarse, en estos casos, pidiendo al autor o autora que introduzca algunas
modificaciones no sustanciales en el titulo, epigrafes, bibliografia mencionada
y algunos parrafos. Paraddjicamente, ello implica, en este campo cientifico,
algo no habitual en el de las ciencias ‘duras’ donde la revista es el medio casi
exclusivo de difusion de los trabajos cientificos: la sobreproduccion repetitiva.
He aqui un claro ejemplo de como los mismos hechos — la conversion de las

8 G.].J. Biesta, Good Education in an Age of Measurement. Ethics, Politics, Democracy,
Boulder, Colorado, Paradigm Publishers, 2010.

9 <http://www.gertbiesta.com> (consulta efectuada el 19 de marzo de 2015).

10 Mi experiencia personal, o de otros colegas, me indica que alrededor del 30 por ciento del
total del tiempo dedicado a la docencia y la investigacion estd hoy ocupado por tareas burocrético-
informdticas. Si se es responsable de un proyecto de investigacion, ese porcentaje puede alcanzar
muy bien el 50 por ciento. Hemos creado entre todos un monstruo que nos devora.
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revistas en el medio habitual de difusion de la investigacion — producen efectos
diferentes en uno u otro campo cientifico.

La brevedad y, con ella, la normalizacion de la estructura y disposicion de
los escrito con arreglo a un esquema admitido como propio de los trabajos
cientificos, es un segundo aspecto donde se advierte la influencia de las ciencias
‘duras’ en las sociales y humanas. Hay revistas que establecen limites a mi juicio
algo estrictos en relacion con la extension de los textos. Ocho mil palabras,
por tomar un ejemplo real — el de «Paedagogica Historica» —, pueden resultar
suficientes en mas de un caso, pero insuficientes en otros. Sobre todo en
historia. En este punto, como en otros, los responsables de la revista deben
obrar con flexibilidad. Lo que exige, también este aspecto como en otros, que
dichos responsables estén en condiciones de hacer un uso adecuado de dicha
flexibilidad por pertenecer al campo cientifico de la revista en cuestion — un
tema sobre el que volveré mas adelante —. La brevedad y concision quedan
aseguradas al aplicar un esquema normalizado y admitido como el unico
‘cientifico’: exposicion de los objetivos y partes de que consta el articulo,
aspectos metodologicos — y, en el caso de la historia, fuentes —, resultados o
hallazgos de la investigacion, y conclusiones derivadas de dichos resultados o
hallazgos. Todo ello de modo directo, conciso y lo mas escueto posible. En esto,
como en todo, los excesos son contraproducentes. Tan criticable es la mera
acumulacion de informacion irrelevante — algo no inhabitual en los trabajos
historicos en los que a veces se confunde la cronica o el simple dato con la
operacion histérica —!' como la sequedad y cortedad de un estilo o esquema
apropiado sin duda para otros campos cientificos pero que, en el caso de la
historia, no permite contextualizaciones, asociaciones y referencias cruzadas
o relativas a los antecedentes y presentacion del tema objeto de estudio, ni un
estilo o pensamiento narrativo. Es decir, una presentacion de los personajes y
elementos, un entramado de preguntas, cuestiones, datos e informaciones, su
interpretacion y un desarrollo o esclarecimiento final, siquiera parcial, de las
mismas. Ello por no aludir a la inadecuacion de dicho esquema cuando lo que
se pretende es ofrecer un estado del arte o cuestién en relacion con un tema
determinado, o simplemente utilizar un estilo mds ensayistico por exigirlo asi la
naturaleza de lo tratado.

11 La historia, el discurso historico, constituye «el modelo de esos relatos que admiten el relleno
de los intersticios entre sus funciones por medio de anotaciones estructuralmente superfluas» (R.
Barthes, El susurro del lenguaje. Mds alld de la palabra y la escritura, Barcelona, Ediciones Paidés,
1987, p. 185).
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Ciencia, competencia 'y mercado: algunas consideraciones sobre los procesos
de evaluacion de la produccion vy revistas cientificas

La produccion cientifica difundida mediante articulos de revista ha de pasar
un doble filtro evaluador: primero, el de la revista a la que se envia el articulo;
después, el que corresponde a todo proceso evaluador de dicha produccion
a nivel nacional, ya sea en relacion con el reconocimiento oficial de unos
determinados tramos de investigacion, ya sea al evaluar el curriculum vitae
con el fin de obtener la acreditacion que permita acceder a un puesto docente
e investigador en alguna universidad, o financiacién para un proyecto de
investigacion.

La evaluacion de articulos por las revistas

Hoy en dia es un requisito formal inexcusable, si una revista pretende estar
indexada y ser considerada «cientifica», que los articulos enviados a la misma,
o solicitados por ella, sean evaluados por dos informantes que el autor o autora
no conoce y, en caso de discrepancia, incluso por un tercero. Nadie objeta en
general nada a un procedimiento importado de las revistas del ambito de las
ciencias ‘duras’. Los que tenemos cierta edad hemos conocido, sin embargo,
otros procedimientos que conferian la responsabilidad sobre la publicacion, la
revision o el rechazo de un articulo a quienes dirigian la revista o, como mucho
y en casos dudosos, al reducido grupo de miembros del consejo o comité de
redaccion. Incluso hasta fechas recientes podria mencionar revistas que han
seguido dicho sistema, sin que por ello pueda cuestionarse la calidad media de
los articulos en ella publicados — todo queda, en definitiva, al criterio de los
responsables de la revista —, aunque, al final, hayan tenido que claudicar ante
un sistema ya normalizado y generalizado, si es que quienes publican en ella
desean que sus articulos sean evaluados después positivamente en el ‘mercado’
de la ciencia. Un sistema en el que la calidad y bondad de un articulo no
dependen de lo que en él se dice y de como lo dice, sino del impacto ‘cientifico’
de la revista en la que se publica. Un impacto medido por las referencias o citas
que a ella se efectian en otras revistas, no en libros o actas de congresos, y en
ocasiones, como sucede con los indices de impacto de elaboraciéon nacional,
sin tener en cuenta las revistas de otros paises!?. O, en las bases de datos de
revistas cientificas, por el cumplimiento de una serie de requisitos formales — en

12 Algo relevante en el caso espafiol ya que no se mide el impacto del articulo en cuestion en
Latinoamérica, donde puede muy bien suceder que sea més citado o referenciado que en Espaiia.
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algun caso hasta veintitantos — que solo guardan una relacién indirecta con el
contenido de los articulos, si es que la guardan'3,

No es extrafio que en los ultimos afios hayan surgido criticas a dicho sistema,
incluso en el ambito de las ciencias experimentales o ‘duras’'*. Mucho mas en el
de las ciencias sociales y humanas. Y no ya porque todo sistema, sea el que sea,
crea sus propias perversiones — al fin y al cabo, los responsables de la revista
suelen elegir en cada caso a los evaluadores —, sino porque, aplicado de un
modo formalmente rigido, puede producir efectos no previstos ni acordes con
el objetivo perseguido al implantarlo. Lo que quiero decir con esto es que si el
sistema ha de ser aplicado con flexibilidad para que no produzca dichos efectos,
su bondad depende, en definitiva, de quienes son responsables cientificos de la
revista. Y en este punto son fundamentales tanto la eleccion de los evaluadores
como lo que, tras los informes, se dice o pide al autor o autora del articulo para
que lo revise, modifique y mejore. La designacion de los evaluadores es clave.
No solo se trata de que conozcan el tema objeto del articulo que han de evaluar,
sino que, ademads, han de tener una mente amplia, abierta, no unidireccional.
No se trata de que el articulo diga lo que al evaluador o evaluadora le parece
que deberia decir si lo hubiera escrito €l o ella, sino de que haga observaciones
o proponga modificaciones que mejoren el articulo en la direccion, linea o
concepcion del tema que tiene el autor o autora. No de lo que a su juicio deberia,
0 no, investigarse. Una consideracion vélida asimismo para la evaluacion de
proyectos de investigacion o curriculum vitae de otros colegas. Y plenamente
aplicable a un campo donde en ocasiones suele distinguirse, como si fueran dos
campos opuestos, entre la historia del pensamiento o ideas — la historia de la
pedagogia — y la fenémenos, instituciones, hechos y procesos educativos — la
historia de la educacion —. Una distincion que solo sirve para empobrecer a
ambas haciendo de la primera algo etéreo, mas alla de lo real, y a la segunda
algo inexplicable por si mismo o desprovisto de sentido.

En sintesis, lo que defiendo es la intervencion de los responsables cientificos de
la revista, cuando lo estimen necesario, tanto en la seleccion de los evaluadores
como en la decision final sobre las observaciones que se hacen y la revision y
modificaciones que se piden al autor o autora. Y, por tanto, lo que cuestiono
es que ambos aspectos se dejen en manos de personas del mundo editorial —

13 Son cada vez mds numerosos los requisitos formales exigidos para incluir, 0 no, una revista
en un indice o base de datos o conferirle una determinada calificacién o valoracién. Se trata,
en el fondo, de un fenémeno similar al de las agencias privadas en el campo de la economia
con resultados por todos conocidos, por no aludir a las existentes en el dmbito de la educacion.
Muchos de dichos requisitos formales — no es este el caso de la peticién de al menos dos informes
‘ciegos’ — no guardan relacion alguna con la calidad o bondad de lo en ella publicado. Es decir,
no suponen, por si mismos, una mayor o menor calidad cientifica de los articulos que se publican.

14 O que haya quienes, pudiendo permitirselo, digan que rechazan el sistema de informes
‘ciegos’ y que estan dispuestos a debatir con dos o mds colegas las observaciones, criticas y
supuestas mejoras que puedan hacerse a un texto enviado para su publicacion, siempre y cuando
se identifiquen y se trate de un debate publico, propiciado por la misma revista.
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editores, gestores, revisores, correctores — que no pertenecen al campo cientifico
de la revista. Esto que hubiera sido impensable hace varios afios, esta siendo de
hecho cada vez mas comun. Sobre todo en aquellos casos en los que las revistas
son publicadas por editoriales privadas o que, dependiendo de universidades,
centros de investigacion o asociaciones cientificas, son gestionadas por
profesionales del mundo editorial pero no del campo cientifico al que dicha
revista pertenece. Nada tiene de extrafio — me limito a poner ejemplos recientes,
vividos por mi o que conozco de cerca — que se devuelva el articulo al autor o
autora para que lo haga mas «more readable»'3, que se le pida que explique
en una nota qué es eso de la escuela francesa de Annales — algo que, por lo
visto, desconocia la persona encargada en la editorial de revisar el articulo —,
0 que se supriman frases, se afiadan aclaraciones o se introduzcan cambios
que la editorial considera oportunos sin que los autores puedan opinar al
respecto o los conozcan, como recientemente ha sucedido, con muy agrias
protestas, en una revista de historia de la educaciéon muy conocida y, por
otro lado, prestigiosa. Incluso que, decididamente dispuestos a ceder ante la
superficialidad, la velocidad y la brevedad — nada que ver con la levedad, la
rapidez, y la visibilidad que Italo Calvino proponia para este milenio en la
Universidad de Harvard, en el curso 1985-1986, junto con la exactitud y la
multiplicidad, en el que después seria su testamento intelectual !¢, otra no
menos prestigiosa revista on-line en el campo de la educacién se haya dirigido
a quienes publican en ella para que, si les parece oportuno, graben un video
de cinco minutos resumiendo el contenido del articulo para hacerlo accesible
junto con el mismo. Que nadie dude: no pasaran muchos afios sin que lo que
hoy es una invitacién o sugerencia pase a ser una imposicion en mas de una
revista. Hasta es posible que estemos ante futuro requisito formal mds para la
indexacién u obtencion, por parte de la revista en cuestion, de una determinada
valoracion o calificacion, por supuesto positiva, a cargo de agencias privadas.
En especial, si la grabacion se hace sonriendo e incluye alguna frase graciosa. Al
fin y al cabo, de este modo el video resulta mds simpadtico y ahorra la engorrosa
tarea de leer no ya el articulo sino incluso el abstract'’. De un modo u otro,
extrafia que nadie haya pensado y puesto en practica la creacion en el campo

15 «Les gustan los libros que se consiguen con facilidad, que se leen de prisa, que no exigen un
detenido estudio para ser comprendidos», decia Alexis de Tocqueville de aquellos estadounidenses
que, habiendo recibido una educacién literaria, disponian de breve tiempo para dedicarlo a las
letras (La democracia en América, Madrid, Alianza Editorial, 1980, vol. II, p. 55).

16 1, Calvino, Six Memos for the Next Millenium, Cambridge, Harvard University Press, 1988
(traduccion al espaniol: Seis propuestas para el préximo milenio, Madrid, Ediciones Siruela, 1989).

17 Hechos como el comentado confirman los negros presagios ya anunciados por N. Postman
en ese lucido libro titulado Amusing Ourselves to Death. Public Discourse in the Age of Show
Business, New York, Penguin Books, 1986 (traduccion al espafiol: Divertirse hasta morir. El
discurso piblico en la era del «show business», Barcelona, Ediciones de la Tempestad, 1991).
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cientifico de ‘revistas’ audiovisuales. Al fin y al cabo, las tecnologias que lo
permiten estdn ya, ahi, disponibles. Solo es cuestion de tiempo y de que ello
suponga algtn beneficio econdémico, o la consecucion de un determinado grado
de poder o control sobre la difusion de la produccion cientifica.

La evaluacion de la produccion cientifica: algunos problemas del caso
espanol y de la investigacion histérico-educativa

Una vez publicados en una revista determinada, los articulos se incorporan
al curriculum vitae del autor o autora y ya no volveran a ser evaluados salvo,
en el caso espafol — y en general en otros paises —, cuando, como antes dije, se
solicite el reconocimiento oficial de unos determinados tramos de investigacion,
o la obtencion de la acreditacion que permite acceder a un puesto docente e
investigador en alguna universidad, o financiaciéon para un proyecto de
investigacion.

Los referidos tramos de investigacion reciben en Espafa el nombre de
sexenios: todo profesor universitario puede, si lo desea, someter a evaluacién la
produccion cientifica de seis afios con el fin de obtener uno de dichos tramos.
El maximo posible son seis tramos y la evaluacién corre a cargo de comisiones
nacionales. En el caso de la pedagogia o educacion, dicha comision es la ya
mencionada de Ciencias Sociales, Politicas, del Comportamiento y de la
Educacion, aunque alguna reconocida historiadora espafiola de la educacion
haya optado, en general, por presentar su solicitud en la Comision de Historia
y Expresion Artistica por considerar que alli serian mejor considerados sus
trabajos. Desde el punto de vista econdmico, la posesion de uno o mas tramos
de investigacion es poco relevante. No sucede asi desde el punto de vista
académico e investigador: se trata de un elemento determinante para formar
parte de tribunales de tesis doctorales, ser acreditado para optar a puestos
docentes, obtener financiacion para proyectos de investigacion o ser miembro
de comisiones evaluadoras de todo tipo.

¢Qué problemas se plantean en relacion con la evaluacion de la producciéon
cientifica en el campo de la historia de la educacion y, en especial de los articulos?
La normativa general exige, para ser evaluado positivamente, la aportacion de
articulos publicados en revistas indexadas en indices internacionales — o sea,
anglosajones — de impacto cientifico, o de capitulos de libro y libros publicados
en editoriales de reconocido prestigio internacional. En determinados campos,
el de la educacion entre ellos, también suelen valorarse positivamente algunas
revistas y editoriales de dmbito nacional. En el primer caso, en funcioén de
listados o rankings elaborados anualmente por diversas entidades u organismos
de naturaleza universitaria, publica o semipublica. Lo que no se valora en
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absoluto son las publicaciones universitarias o en revistas y editoriales locales o
regionales, las tesis doctorales y las actas de coloquios, seminarios y congresos.

Con estos criterios de evaluacion lo que se pretende, entre otras cosas, es
forzar a los investigadores a que publiquen en el exterior y, sobre todo, en
inglés y en revistas incluidas en el «Journal Citation Index Social Sciences». En
otras palabras, lo que se valora no es el contenido de los trabajos sino donde
se publican. Pongamos un ejemplo: un libro que sea el resultado de varios afios
de investigacion, publicado en una editorial universitaria, local o regional —
algo habitual en investigaciones historicas centradas en una localidad o region
determinada — obtendra alrededor de 0,10 puntos — minimo: 0, maximo: 2 —,
mientras que un articulo elaborado a partir de un capitulo de ese mismo libro
y publicado en una revista espafola que esté situada en el primer cuartil de los
indices de impacto nacionales, puede muy bien obtener 1 punto, incluso 1,235,
y si se traduce al inglés y se publica en, por poner algin ejemplo, «History
of Education Quarterly» o «Paedagogica Historica» hasta 1,75 o 2 puntos,
siempre y cuando convenza al resto de los miembros de la comision — psicélogos,
socidlogos, politologos, antropologos, comunicologos... — de que la historia de
la educacion es un campo muy peculiar que cuenta con pocas revistas especificas
en los indices de impacto internacionales.

Los historiadores de la educacion espanoles tienen, en relacion con este tipo
de evaluacion, dos problemas. Uno personal, y otro académico-cientifico. Al
tratarse de una comisién nacional compuesta por no mds alld de seis o siete
miembros, no es posible que formen parte de ella investigadores de todas las
areas o subareas del conocimiento. De hecho, solo suele haber un representante
de lo que se denomina Educacién. Es posible, por tanto, que sus trabajos sean
valorados por un profesor de Didactica de las Matematicas o de la Educacion
Fisica, de Didactica y Organizacion Escolar o de Pedagogia Social, por indicar
algunas de las dreas y subareas académicas del ambito educativo. A la inversa,
cuando un historiador de la educacion es elegido para formar parte de dicha
comision en representacion de la Educacion, se ve obligado a evaluar trabajos
de Didactica de las Matematicas o de la Educacion Fisica, de Didactica y
Organizacion Escolar o de Pedagogia Social, entre otros ajenos a su campo
de investigacion. No es extrafio, por tanto, que los resultados de la evaluacion
dependan —salvo para ese 20-25 por ciento que esta claro que van a ser evaluados
positivamente con independencia de quien figure en la comision, o ese otro 20-
25 por ciento que también esta claro que va a ser evaluado negativamente —, de
quien forma parte de ella y a qué area o subdrea pertenezca.

El problema académico-cientifico no es menos relevante. El articulo va a
ser valorado, como se dijo, en funcién no de su contenido sino de la posicion
de la revista en los listados de indices de impacto, ya sean nacionales —
circunscritos en este caso al ambito de la educacion y del pais de que se trate —, o
internacionales — referidos, por lo general, al mas amplio campo de las ciencias
sociales —. Con independencia del sesgado predominio anglosajon de los indices
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internacionales, y de los intereses econémicos que hay en juego en su elaboracion
y en los modos y criterios de medicion, es evidente, en ambos casos, la escasa
presencia y peso que tienen en ellos las revistas historico-educativas, asi como
su baja valoracion. La razon es obvia. Las revistas de historia de la educacion
no suelen ser leidas — muchas veces ni conocidas — tanto por los historiadores
como por quienes investigan en el campo de la pedagogia o de las ciencias de la
educacion. No nos engafiemos: la historia de la educacion desempeiia el mismo
papel entre ancilar y ornamental en las facultades de educacion o pedagogia
que la historia de la psicologia, del derecho, la medicina o la economia en sus
facultades respectivas. Para quienes investigan en el campo de la educacion,
la historia de la educacién no va mas alla, como mucho, del limite temporal
que establece su memoria escolar y académica. En todo caso, puede ser ttil
para adornar un texto o frase con una cita de o referencia a un clasico de la
pedagogia. Y para los historiadores, al menos en el caso espafiol y con todas
las excepciones que quieran hacerse — por fortuna las hay —, la historia de la
educacion — salvo la de las universidades — es un campo ignoto por desgracia
correspondido, en muchos casos, por el reciproco desconocimiento que un buen
numero de historiadores de la educacion tienen de las publicaciones y revistas
historicas. La consecuencia es obvia: el nimero de citas o referencias a articulos
publicados en revistas exclusivamente historico-educativas es minimo. Y ello
tanto en las revistas de educacion o pedagogia como en las de historia en general
o de historia politica, del derecho o econémica. Incluso en las de historia social,
cultural o de la ciencia. La gran mayoria de las citas o referencias proceden de
otras revistas histérico-educativas. Una situacion asimismo apreciable en los
listados, rankings o indices de impacto internacionales.

Coda

Las anteriores reflexiones no estan hechas desde la nostalgia o la afioranza.
Cualquier tiempo pasado no fue mejor ni peor. Fue diferente — el progreso, tal y
como suele entenderse, no existe: solo hay continuidades y cambios — Y el actual
ofrece, como lo ofrecieron otros, aspectos, problemas o sintomas preocupantes,
a mi juicio, en relacion con determinados cambios y suposiciones que se dan
por validas sin ser cuestionadas o sin que se planteen alternativas a las mismas.
Dichos sintomas tienen que ver con la posible pérdida del sentido de lo que es
cientificamente valioso, o no, en un determinado campo de investigacion. De
los criterios empleados para considerar algo cientificamente valioso. Como es
obvio, y como sucede con la misma ciencia — sea cual sea el campo al que nos
refiramos —, dichos criterios son y seran siempre discutibles. Lo que sucede es
que la pretension de objetivarlos ha originado su normalizacion y formalizacion
en unos determinados criterios, y no en otros, asi como la publicacion de
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rankings y listados, con asignacion de puestos y clasificaciones en funcion de un
supuesto impacto cientifico medido asimismo de un modo determinado frente
a otros posibles. Si a ello se afiade la presencia de intereses econémicos, y por
tanto de beneficios y rentabilidades en el ‘mercado’ de la ciencia — es decir, que
sean criterios economicos, la légica del beneficio y no la de la ciencia, los que
determinan donde se sitta el poder de decidir lo que es, o no, cientificamente
valioso —, no es extrafio que se hayan empezado a oir voces que claman, de
momento en el desierto, para que sea la Organizacion de las Naciones Unidas
para la Educacion, la Ciencia y la Cultura (UNESCO) la que lleve a cabo este
tipo de tareas. Uno mi voz a las suyas en este texto que, como dije al comienzo,
no es mas que una reflexion efectuada a partir de una experiencia personal
determinada. No tiene otras pretensiones.
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«History of Education & Children’s Literature», which will henceforth be
named using the acronym HECL, is a biannual journal (it comes out every
year in the months of June and December) which first came into print in 2006.
It is published in both paper and digital versions, by the university press eum
— Edizioni dell’Universita di Macerata — and is distributed in Italy and also
abroad in a digital version by Casalini Digital. Since its origin, HECL has had
its own autonomous website (www.hecl.it), managed and constantly updated
by the same editorial staff as the journal itself, and a double blind peer review
which avails itself of the collaboration of a rich International Committee of
Referees which is completely reviewed every three years.
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HECL has an Executive Council composed of § members!, an International
Scientific board made up of 86 scholars from all over the world, and an Editorial
Staff coordinated by three managers?.

Each edition comprises an average of between 700 and 750 pages, making a
total of 1,400 — 1,500 pages a year. It is structured on the basis of a monographic
part, designed to host records of conventions and seminars of particular
relevance, as well as collections of studies by specialists dedicated to their own
subject matter relating to the history of education and children’s literature;
and a miscellaneous part characterized by four distinct sections: a) Essays and
Research, b) Sources and Documents, ¢) Critical Reviews and Bibliography, d)
Scientific Reports and Activities in Research Institutes.

The first section (Essays and Research) welcomes contributions which are the
fruits of original research on different veins of research within the field of history
of education and children’s literature, with particular but not exclusive attention
on the modern and contemporary age; the second (Sources and Documents)
publishes texts, collections of documents and unedited correspondence,
pertaining to the aforementioned themes. The third section (Critical Reviews
and Bibliography) contains bibliography collections, interventions and notes on
themes and threads of research or on publications of particular importance, as
well as reviews of and recommendations for essays, and collective works. The
fourth and final section, (Scientific Reports and Activities in Research Institutes)
intends to: announce the activities of research centres within the fields of history
of education and children’s literature, both on a national and an international
level; provide information regarding conferences and workshops, as well as
updates on research in progress in European and extra-European countries.

Since 2013, the December edition of HECL has been enriched by an
International Bibliography, actually edited by Dorena Caroli and Luigiaurelio
Pomante, and compiled with the collaboration of a number of scholars and
correspondents from all over the world?. It is put together through scrupulous

L Pino Boero (Universita degli Studi di Genova, Italy), Norberto Bottani (Paris, France),
Giorgio Chiosso (Universita degli Studi di Torino, Italy), Mariella Colin (Université de Caen,
France), Agustin Escolano Benito (Universidad de Valladolid, Spain), Michel Ostenc (Université
de Angers, France), Simonetta Polenghi (Universita Cattolica del Sacro Cuore di Milano, Italy),
Bernat Sureda Garcia (Universitat de les Illes Baleares, Spain).

2 Marta Brunelli (Universita degli Studi di Macerata, Italy), who manages the editorial
processes of the journal, Luigiaurelio Pomante (Universita degli Studi di Macerata, Italy), who is
in charge of the peer-review procedures and the journal’s website, and Dorena Caroli (Universita
degli Studi di Macerata, Italy), who manages the international bibliography.

3 Vitaly G. Bezrogov (Russian Academy of Education, Moscow, Russia), Ariane Calderari
(Centre de Documentation et de Recherche Pestalozzi d’Yverdon, France), Craig Campbell
(University of Sydney, Australia), Peter Carrier (Editorial Office of the review «Journal of Educational
Media, Memory and Society», Germany), Antonio Castillo Gomez (Universidad de Alcala, Spain),
Anne-Marie Chartier and Renaud D’Enfert (INRP — Service d’Histoire de ’Education, France),
Maria Elena Del Valle de Villalba (Universidad Metropolitana, Caracas Venezuela), Ines Dussel
(Facultad Latinoamericana de Ciencias Sociales, Argentina), Agustin Escolano Benito (Universidad
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reading of over 400 international scientific journals of the field, and catalogues
(monographs, miscellaneous articles and proceedings) pertaining to over 100
different specialized editors from around the world*.

Overtheyears, the journal has been flanked by an international editorial series:
the Library of “History of Education and Children’s Literature” (structured
in three sections: “Studies”, “Instruments/Tools” and “Bibliographical
Repertoires”) which, like HECL, welcomes texts in various languages and to
date has published about 20 different works.

HECL is indexed by numerous national and international databases and in
particular by SCOPUS of the Elsevier Editor and EBSCO; while, since 2009 it
has been indexed by the Thomson Reuters ISI Web of Science (specifically the
Arts and Humanities Citation Index). Currently, the journal is under evaluation
by Thomson Reuters to join the highly exclusive group of journals indexed
in the Social Science Citation Index®, which provides the Impact Factor (IC)
calculation.

de Valladolid, Centro Internacional de la Cultura Escolar, Spain), Aslam Fataar (Stellenbosch
University, South Africa), Decio Gatti Junior (Faculdade de Educacao, Universidade Federal
de Uberlandia, Brazil), Hui Haifeng (Huazhong University of Science and Technology, Wuhan,
China), Margot Hillel (Australian Catholic University, Australia), Rebekka Horlacher (redaction
of the review «Bildungsgeschichte. International Journal for the Historiography of Education»,
Switzerland), Esmeralda Hoti (Faculty Education/Department of Psychology, University of
«Aleksander Moisiu», Durres, Albania), Peter Kallaway (University of Cape Town, South Africa),
Alexander Karp (Columbia University), Iveta Kestere (University of Latvia), Grigorij Kornetov
(Academy of the Social Administration, Moscow, Russia), Javier Laspalas (Universidad de Navarra,
Spain), Hugh Morrison (University of Otago, New Zealand), Gabriela Ossenbach Sauter (UNED,
Spain), Paraskevi Pougaridou (University of Western Macedonia, Greece), Joaquim Pintassilgo
(University of Lisbon, Portugal), Edvard Protner (University of Maribor, Slovenia), Paul J. Ramsey
(Eastern Michigan University, Editor of the review «American Educational History Journal»),
Rebecca Rogers (Universite Paris Descartes, France), Alla A. Salnikova (Kazan State University,
Russia), Bengt Sandin (Linkoping University, Sweden), Joanna Schiller-Walicka (Redaction of the
review «Rozprawy z Dziejow Owiaty», Poland), Juan Senis Fernandez (University of Saragoza,
Spain) Veronica Sierra Blas (Universidad de Alcala, Spain), Chandralekha Singh (Zakir Husain
Centre for Educational Studies, Jawaharlal Nehru University, New Delhi, India), Larisa Smirnova
(redaction of the review «Istoriko-Pedagogichesky Zhurnal», Russia), Wendelin Sroka (Reading
Primers Special Interest Group of the International Society for Historical and Sistematic Research
on Schoolbooks, Germany), Cathryn Steele (Publisher House: Oxford, Oxford University Press,
UK), Claudia Tatasciore (Ph.D., University of Bologna), Milka Terzijska (Sofia University «St.
Kliment Ohridski», Bulgaria), Johannes Westberg (Uppsala University, Sweden), Cristina Yanes
(Universidad de Sevilla, Spain), Christian Ydesen (Aalborg University, Denmark).

4 Cfr. D. Caroli, R. Sani (edd.), International Bibliography of History of Education and Chil-
dren’s Literature (2010-2012), Macerata, eum, 2014; D. Caroli, L. Pomante (edd.), International
Bibliography of History of Education and Children’s Literature (2013), Macerata, eum, 20135.

5 The journal is also indexed in: ACNP — Catalogo Italiano dei Periodici Bibliografia storica
nazionale; ERIC — Education Resources Information Center; ESSPER — periodici italiani di
economia, scienze sociali e storia; GOOGLE Scholar; Historical Abstracts; Ulrich’s Periodicals
Directory; EIO — Editoria Italiana On Line; GENAMICS - JournalSeek; NOVA - University of
Newecastle (Australia); Banca dati riviste — Istituto internazionale F. Datini; Rivista di Storia della
Chiesa in Italia; Progetto Riviste On Line; Storia Moderna (<http://www.stmoderna.it>); and,
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Since its origins, HECL has collected and published articles in English,
French, Spanish, German and Portuguese, as well as, of course, in Italian.
Relative to the period 2006-2014, the percentages of edited articles in the above
languages were as follows:

- articles in English = n. 235 of a total of 482 (equal to 48.7%)

- articles in Italian = n. 188 (39%)

- articles in French = n. 29 (6%)

- articles in Spanish = n. 22 (4.5%)

- articles in German =n. 7 (1.4%)

- articles in Portuguese = n. 1 (0.2%)

The contributions to the journal offered by foreign scholars have been just
as relevant, since the beginning:

- Foreign authors = n. 250 of a total of n. 582 (equal to 42.9%);
- Extra-European authors = n. 71 (equal to 12.1%)°.

HECL developed from a will to create a scientific journal of the sector, which
was capable of overcoming national barriers, and to achieve an articulate and
undoubtedly ambitious programme, which could be summed up in the following
points: to establish organic connections between specialists within the sector and
research groups operating in various European countries; to favour a fruitful
and indispensable debate regarding methodological and historiographical
planning, as well as an equally important interdisciplinary approach to the
issues which are the object of study; to contribute to the diffusion of the most
significant results of investigations conducted at both national and international
levels; finally, to give an account of the activities of institutions and specialist
organizations which, in Europe and in other continents, operate in the fields
of documentation and research into the history of education, considered in its
widest definition, and the history of children’s literature.

Moreover, the idea of giving life to a scientific journal with a marked
international objective, published mainly in English and indexed in the world’s

more recently, by the European Reference Index for the Humanities (ERIH-Plus) operated by the
Norwegian Social Science Data Services.

6 To demonstrate the genuine international vocation of the journal we point out the nationality
of the Authors who collaborated with the journal in the years 2006-2014: Italy = n. 330 (from
an amount of 582); Spain = n. 52; France = n. 35; Russia = n. 22; Belgium = n. 18; Brazil = n. 14;
USA = n. 11; Germany = n. 9; Hungary = n. 8; China = n. 6; United Kingdom = n. 5; Argentina =
n. 4; Portugal = n. 4; Switzerland = n. 4; Greece = n. 3; Sweden = n. 2; Australia = n. 1; Austria =
n. 1; Bangladesh = n. 1; Bosnia = n. 1; Czech Republic = n. 1; Colombia = n. 1; Croatia = n. 1;
Ecuador = n. 1; Finland = n. 1; Japan = n. 1; Iran = n. 1; Luxembourg = n. 1; Macedonia = n.
1; Malaysia = n. 1; Mexico = n. 1; Mongolia = n. 1; Montenegro = n. 1; Netherlands = n. 1;
Poland = n. 1; Romania = n. 1; Serbia = n. 1; Slovakia = n. 1; Slovenia = n. 1; Turkey = n. 1.
Obviously the number of the authors does not coincide with that of the published articles, since
some contributions are co-authored.
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principal databases, was triggered by two precise convictions, which —according
to the writer — still today preserve their indisputable validity.

The first — which had developed well before the debate on the evaluation
and internationalization of research in Italy began and before the National
Agency of Evaluation of the University and Research Systems was founded
(Act of 24 November 2006, n. 286, art. 2) — reflected the knowledge that in the
sphere of history of education and children’s literature (the problem, naturally,
concerned other fields of pedagogical sciences as well as humanities and social
areas) there were no scientific journals of the field with authentic international
characteristics indexed in the principal databases (ISI, SCOPUS etc.) which
were able to attract contributions from the most qualified foreign researchers
or to propose authoritative points of reference not only for the national but also
the Furopean and extra-European scientific community”.

In times of growing and irreversible internationalization of historical-
educational research, the risk we ran in Italy is that in the long run, there
would be a sort of forced “offshoring” or relocation of the channels and tools
of dissemination of the research results within our sector of study, with the
capacity to significantly influence threads of investigation and condition the
selection of the products of research®.

In other words, the absence of Italian scientific journals among those of history
of education and children’s literature indexed in the principal international
databases® made the circulation of Italian studies at an international level quite
problematic, and to all intents and purposes, marginalising, while at the same
time, Italian scholars who aspired to project their research beyond national
confines were thus obliged to undergo selection criteria for their articles to be
published which were decidedly far from our standards.

7 Cfr. R. Sani, La valutazione della ricerca nell’ambito delle Scienze dell’educazione: un
problema di metodo, «Education Sciences & Society», vol. VI, n. 2, 2011, pp. 176-190.

8 Such a concern is well-founded, as confirmed by the recent analysis carried out on this theme
by G. Bandini, La dimensione internazionale della ricerca storico-educativa: considerazioni su una
trasformagzione in atto, in H.A. Cavallera (ed.), La ricerca storico-educativa oggi. Un confronto di
Metodi, Modelli e Programmi di ricerca, 2 vols., Lecce-Brescia, Pensa MultiMedia, 2013, vol. II,
pp. 43-66; 1d., Generazioni pedagogiche: cambiamento e continuita attraverso I'analisi dello stile
di pubblicazione degli storici dell’educazione, in M. Corsi (ed.), La ricerca pedagogica in Italia.
Tra innovazione e internazionalizzazione, Lecce-Brescia, Pensa MultiMedia, 2014, pp. 385-394;
Id., Le riviste internazionali nella classificazione Anvur. I nodi da sciogliere. International Reviews
Inside the Anvur Classification. The Problems to Solve, in S. Ulivieri, L. Perla (edd.), Riviste
pedagogiche e qualita della ricerca, «Pedagogia Oggi», vol. VI, n. 2, 2014, pp. 33-45.

9 Among the many scientific journals of the field, which are indexed in the principal
international databases, we will just mention: «History of Education. Journal of the History
of Education Society» (Taylor & Francis Group — United Kingdom), «Paedagogica Historica.
International Journal of the History of Education» (Taylor & Francis Group — The Netherlands),
«Estudios Sobre Educacion» (Universidad de Navarra — Spain), «History of Education Quarterly»
(Wiley Online Library — Usa), «Historical Studies in Education/Revue d’Histoire de 'Education»
(Association Canadienne d’Histoire de ’Education — Canada), «History of Education Review
Journal» (Australian & New Zealand History of Education Society — Australia).
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The second conviction concerned, and concerns now, the role that the
research group, which promoted HECL, proposed, and still proposes, to carry
out. In 2006, the year in which HECL began its publications, almost the entire
total, if not a decidedly large part of scientific production (articles, monographs
etc.) of the field of history of education and children’s literature of the peninsula
was published in Italian, in journals and editorial series that did not have a
place on international databases. In short, this scientific production was totally
ignored outside national borders, and as such, did not participate in any way in
the international historical-educational debate.

The creation of HECL testifies to the ambition of a group of Italian historians
of education and children’s literature who collaborate in order to carry out a
primary role in the renewal of the research in the sector at international level
and to create a point of reference for European and extra-European scholars of
this discipline. In other words, to ensure an authentically international role and
presence within the investigation into the history of education and children’s
literature conducted in Italy; this means guaranteeing, in times of accelerated
and ever increasing globalization of studies not just within this sector but in the
whole of the complex humanistic field, the possibility of historical-educational
and children’s literature research which, within an international scenario,
reflects the work and the experiences of both individual researchers and teams
of scholars of Italy.

Among the many indicators that testify, without a shadow of a doubt, to the
notable contribution made by HECL, not only to the potential, but also and above
all, to the internationalization of Italian research within the sector of history of
education and children’s literature, we will limit ourselves to naming only two.

The first indicator is the growing use of the English language by Italian
authors. With reference to the period 2006-2014, a good 43% of articles
published in HECL by Italian scholars were written in English. If we examine
the data relative to the single years of the journal, we can establish with certainty
that over the last decade, the use of English for the publication of research
results has seen a constant increase, from 21.7% in 2006 to 42.8% in 2010,
up to 57.4% in 2014, testimony to an ever-widening diffusion of the need to
project the results of one’s research at international level.

The second indicator refers to the role carried out by HECL with regard to the
indexing, by the ISI Thomson Reuters Web of Science, of articles and research
contributions by Italian historians of education and children’s literature. If one
takes as a point of reference the complex of tenured researchers and professors
in Italian universities within the scientific discipline M-PED/02 (History of
Pedagogy)'?, the emerging data shows that only 37.7% of them (or rather 34

10 In the Italian university system, the scientific sector M-PED/02 (History of Pedagogy)
includes all the full- and associate professors as well as the tenured researchers teaching History of
Education and History of Children’s Literature.
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of a total of 90) are present on the ISI Thomson Reuters Web of Science, and of
these, 67.6% (or 23 of 34) are present due to having been published in HECL.

If one breaks down this data into type of teaching staff (full professors,
associate professors and researchers/lecturers), one discovers that the number
of full professors present on the Thomson Reuters ISI Web of Science is equal to
51.8% of the total (14 of 27), and that 71% of them, or 10 of 14, are indexed
in that database thanks to articles published in HECL. Regarding the associate
professors of the sector only 34.6 %, or 9 of 26, were authors of articles indexed
in the Thomson Reuters Web of Science database, 55.5% of them had come
to light through HECL. Finally, concerning the researchers, the data indicates
that of the 29.7% (or 11 of 37) who are indexed, with one or more articles,
in ISI Web of Science, 72.7% (8 of 11) are present as a result of their articles
appearing in HECL!,

Of particular significance, in that it allows us to take a look at the orientations
and the aspirations of the younger generations, is the data relating to the
researchers in history of education and children’s literature who do not yet have
an official university role (doctoral students, PhD, temporary research fellows,
temporary researchers etc.) but who are already well known within the Italian
scientific community for their contributions to research (journal articles, essays,
monographs etc.) and for their participation in conferences and seminars on
both a national and an international scale!2.

Of the 44 young Italian scholars that we analysed, 22 (50%) have
contributions indexed by ISI Web of Science, which in almost all cases (95.4%)
refer to articles published in HECL'3,confirming privileged consideration given
to this journal by the newcomers in the research world in this field. This data
is without a doubt encouraging, and leads us to look with optimism not only at
the present but also the near future.

11 At the time of our survey, the presence of the academic ranks was as follows: full professors
= n. 27; associate professors = n. 26; tenured researchers = n. 37 (<http://cercauniversita.cineca.
it/phpS/docenti/cerca.php>, accessed: January 8, 2015). The last survey in the ISI Web of Science
was carried out on the days 8-10 January 2015.

12 The young scholars and researchers in History of Education and in History of Children’s
Literature, who are currently not in a permanent position yet, and which we referred to when
analysing the ISI Web of Science database, are the following: Rossella Andreassi, Paolo Alfieri,
Silvia Assirelli, Davide Boero, Rossella Caso, Giovanni U. Cavallera, Valentina Chierichetti, Anna
Debe, Laura Detti, Caterina Donaggio, Domenico Elia, Francesca Farinelli, Gianluca Gabrielli,
Daria Gabusi, Elisa Gori, William Grandi, Stefano Lentini, Luisa Lombardi, Fabiana Loparco,
Elisa Marazzi, Andrea Marrone, Ilaria Mattioni, Elisa Mazzella, Chiara Meta, Valeria Miceli, Luca
Montecchi, Matteo Morandi, Martino Negri, Valentina Oldano, Florindo Palladino, Francesca
Davida Pizzigoni, Luigiaurelio Pomante, Luca Puglielli, Benedetta Quadrio, Rossella Raimondo,
Cosimo Rodia, Cristina Sagliocco, Raffaella Strongoli, Elena Tabacchi, Fabio Targhetta, Maria
Teresa Trisciuzzi, Laura Vanni, Valeria Viola, Fabiola Zurlini.

13 The survey in the ISI Web of Science database was carried out o7 the days 8-10 January 2015.
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Introduction

After the turn of the 20™ century, Switzerland’s economy expanded after a
brief interruption, and Switzerland became a significant economic power with
prospering industries, tourism and banking. Because of this economic growth,
towns expanded rapidly, as did the population. However, conditions for workers
were difficult and led to a growing number of strikes between 1900 and 19141,
Nationalism based on ethnicity increased throughout Europe. Particularly in
Switzerland, new linguistic divides emerged?.

Citizenship education was broadly discussed during the 1910s, not only
because of the international promotion of nationalism but also because of
internal political tensions and new political challenges in Switzerland?. Shortly
after the outbreak of World War I in 1914, the internal political conflicts
of the two main cultures of Switzerland, the French-speaking and German-
speaking cultures, grew so severe that even the Swiss federal council appealed
for moderation*. The divided cultural loyalties («fossé moral», «Rostigraben»)
had been discussed before the outbreak of the war, but with the new political
circumstances, the situation worsened. At the beginning of the war, the Swiss-
French-speaking region of Switzerland supported France, and the Swiss-
German-speaking region supported Germany. Teachers are important because
they educate future citizens; therefore, their reactions are of crucial research
interest. In this case, teachers responded immediately and promoted unity
from the beginning of the war. Therefore, the following questions are raised:
which forms of national identity and citizenship were taught in the classrooms
before, during and shortly after WW1 in public schools in Switzerland? How
did pupils describe the current issues of war and citizenship? Through an
analysis of these questions, changes and continuities in the time period of the
1910s can be analyzed with a focus on the differences and similarities between
the Swiss-French and Swiss-German regions. In addition to the questions
raised regarding the primary issue at stake — national identity and citizenship
education — are issues regarding reactions to the fossé moral of the two main
cultures and insights into what was taught in the classrooms. Researchers
have explored daily newspapers, including their roles as actors for the ideas
of the elite, but there are surprisingly few published examinations of schools

1 C. Church, R.C. Head, A Concise History of Switzerland, Cambridge, University Press,
2013, pp. 184-189.

2 R. Ruffieux, Die Schweiz des Freisinns (1848-1914), in J.-C. Favez (ed.), Geschichte der
Schweiz und der Schweizer, Basel, Schwabe, 2006, pp. 639-730, 705-706.

3 C. Crotti, Schweizer sein. Die Nationalisierung der Jugend. Politische Bildung im offentlichen
Bildungssystem, in C. Crotti, F. Osterwalder (edd.), Das Jabrbundert der Schulreformen.
Internationale und nationale Perspektiven, 1900-1950, Bern, Haupt, 2008, pp. 223-247, 224.

4 M. Cerutti, Erster Weltkrieg, Innenpolitik, in Historisches Lexikon der Schweiz (from now
on cited as: HLS), Last modification: 17.10.2013, <http://www.hls-dhs-dss.ch/textes/d/D8926.
php> (accessed: June 30, 2014).
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and the war at large’, and there are no studies that specifically examine war,
citizenship education, divided cultural loyalties and insights into classrooms in
Switzerland. School is implicated in the «conduct, resistance, and aftermath of
wars»®. Therefore, in this study, the two main teachers’ journals, « CEducateur»
and the «Schweizerische Lehrerzeitung», are analyzed from 1910 to 1919.

The main sources for this investigation are the practical sections of the
two main teachers’ journals in Switzerland: the journal «UEducateur»’ for
the French-speaking regions and the «Schweizerische Lehrerzeitung»® for the
German-speaking region. The practical sections included public school lessons
for various education levels as well as instructions or didactic advice for
teachers. The topics of war/peace and civics’ were the focus. During 1910-1919
in «[’Educateur», 178 lesson or didactical instructions were published, and
37 were published during this period in the «Schweizerische Lehrerzeitung».
Furthermore, 26 student essays provide insight into what juveniles thought
about peace/war in the 1910s. In addition to these sources, the main sections of
both journals were consulted to obtain information about the issues investigated
in the practical sections, and 285 texts in «[’Educateur» and 275 in the
«Schweizerische Lehrerzeitung» about war/peace and civics were considered.

In February 1917, «UEducateur» made an inquiry about the practical
sections of the journal and asked teachers, among others, if they used the
lessons suggested in the journal. The teachers confirmed that they did, but they
mentioned that some lessons were too lengthy and had to be presented in a
more concise way'’. The inquiry demonstrated that the lessons were used in
everyday school life but were sometimes modified, and at least some didactical
instructions were considered.

To answer the question about citizenship education in the 1910s in
Switzerland, in chapter 2, the teachers’ journals are analyzed regarding the
topics of war/peace and civics in lesson sequences and didactic advice. Findings
regarding military education, negative and positive effects of war and peace,
daily conditions in Switzerland, national unity, neutrality, and patriotism

5 E. Blair, R. Miller, M. Casey Tieken, Editor’s Introduction, in E. Blair, R. Miller, M. Casey
Tieken (edd.), Education and War, Cambridge, Harvard, 2009, p. 2.

6 Ibid., p. 1.

7 «Educateur et bulletin corporatif: organe hebdomadaire de la Société Pédagogique de
la Suisse Romande, Educateur», available in Retro.Seals.ch. Swiss electronic academic library
service, <http://retro.seals.ch/digbib/vollist?UID=edu-001> (accessed: March 3, 2015).

8 The «Schweizerische Lehrerzeitung», like «[’Educateur», was published weekly during the
time period investigated. Both were official newspapers of the teachers’ union: «[’Educateur» of
the French-speaking region of Switzerland and the «Schweizerische Lehrerzeitung» of the German-
speaking region. Both journals had several thousand subscribers.

9 The term civics includes all subjects (e.g., history, linguistics, geography) that contain aspects
of citizenship education. Thus, civics is used in a comprehensive manner.

10 J. Magnin, Aux lecteurs de la Partie pratique de I’Educateur, «’Educateur», n. 8, 1917,
pp. 118-120.
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with its morals and virtues are explained to present a picture of the citizens
of that time and their education. Chapter 3 provides insight into the thoughts
of 26 juveniles about war and peace in 1915 from essays in Desires for Peace
(«Friedenswunsche»). It can be assumed that some of the ideas of that time are
discussed in these essays and can be analyzed concerning the findings in chapter
2 as well as with regard to ideas in the literature. In chapter 4, the main findings
are distilled concerning education and war, and these findings are deepened
with literature about the military, European nationality, patriotism, neutrality,
national unity and the language of education.

1. School lessons and teachers’ instructions

National identity and citizenship education of the 1910s can be understood
through school lessons and teachers’ instructions about war/peace and civics.
Specifically, the divided loyalties of the two main cultures and what was taught
in the classroom are the focus for information about the specific circumstances
of that time and the effects on education. The practical sections of the teachers’
journals contain dictations for low, middle and high public school levels and
essays, poems and civic lessons for school subjects such as civics, history
and geography. The numbers of articles on both subtopics — war/peace and
civics — immediately increased in 1914, but long before the end of the war, a
rapid decline can be observed. It seems that the authors grew war-weary and
civics-saturated, were busy with other subjects or had the impression that the
previous lessons were sufficient. The same decline after 1915 can be observed
in the main section of both journals with the same topics.

In «UEducateur», among the total number of lessons (N=178), 52 are
about war/peace, 37 are about civics, and 89 are about war/peace AND civics.
Thus, both topics could be simultaneously covered very well. In particular,
in 1914 and 1915, a high number of lessons relating to both issues were
published (N=19 and N=32, respectively). The year 1914 is of special interest
because of the outbreak of the war. In total, 39 practical inputs were given
in «[’Educateur» about the topics of war/peace and/or civics. Twenty-five
lessons were printed after the mobilization of the Swiss army on August 1
and fourteen before this time (see figure 1''). The immediate increase after

11 In comparison with the practical section of «UEducateur» (N=178), the Swiss-German
teachers’ journal provided its teachers with considerably fewer lessons (N=37). There can only be
speculation regarding why there were fewer lessons in the «Schweizerische Lehrerzeitung». This
journal’s practical section was in a separate issue that appeared more or less once per month but
in some years only four times, such as in 1919. In contrast, in «’Educateur», the practical section
was part of the weekly edition and was therefore printed roughly 50 times per year. In addition,
there were extensive discussions in the German-speaking region about teaching materials for
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Lessons about peace/war and civics for public
schools in L'Educateur, 1914
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Fig. 1. Lessons about peace/war and civics for public schools in «CEducateur», 1914.

the outbreak of the war indicates that «[’Educateur» reacted promptly to the
new circumstance, with lessons and didactic advice to guide teachers on how
to address current events at school. In the main sections of both journals, the
same topics had the same immediate increase.

The first subsection of this chapter focuses on questions about citizenship
education in the 1910s with regard to peace/war. In the second subsection,
civics education is analyzed with various subtopics. In the third subsection, the

citizenship education, which may have affected the practical section of the journal. Moreover, this
inequality may be explained by the fact that throughout the 19™ century in the canton Vaud, where
«LEducateur» was published and had its most subscribers, civics was more closely connected to
the schools. It had its own teaching materials and was outlined in the law as its own subject.
In contrast, in the canton Zurich, where the «Schweizerische Lehrerzeitung» was published and
had its most subscribers, civics was not its own subject in schools (R. Horlacher, Alternative
Conceptions of Civic Education in Switzerland: The Cantons of Zurich and Vaud in the 19%
Century, in Th. Lenz, A. Rostock, P. Voss (edd.), Curriculum Studies Worldwide, (forthcoming).
Thus, teaching aids for teachers were different. Although the structures of both journals differed
and the quantity of the different issues cannot be compared, the content is of crucial importance,
and comparisons can be made on this level. Therefore, both sources are valuable.
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teacher inquiry from 1917 about the influence of war on children is summarized
to present information on what contemporary people thought about the effects
of war on children and about the country’s future citizens.

1.1. Peace and war in relation to education, 1910-1919

The assassination of the Archduke Franz Ferdinand in Sarajevo on June 28,
1914 led to various peace interventions but ended in a declaration of war by
Austria on Serbia, the mobilization of the Russian army, and the declaration of
war by Germany on Russia'?. On August 1, 1914, the Swiss Federal Council
directed the general mobilization of the Swiss army!3.

The topic of war appeared in lessons from 1910 to 1919 as part of diverse
subjects. Negative aspects of the war were described from the beginning of
the time period investigated, but they increased after the outbreak of the First
World War, and the total number of texts about war/peace and civics increased
as well. Additionally, until the end of the war, certain carefree aspects of the
war can be identified, perhaps to allow children some lighthearted time in
the context of war. Before the outbreak of WW1, some lessons stressed the
circumstances of war in historical, heroic terms'4. Educationally, the lessons
were related to virtues!® or to current events, such as the visit by the German
emperor in 1912 to Switzerland, with didactic advice in The Swiss Confederates
at the King’s Place and the Emperor at Ours («Die Eidgenossen beim Koénig und
der Kaiser bei uns»)'. Along these lines, a book written by Tony Borel called
Une Ambassade Suisse a Paris, 1663 and printed in 1910 was used as a starting
point for one teacher to suggest to his colleagues 12 lessons for 13-year-old
pupils in the «Schweizerische Lehrerzeitung». In general, victorious battles!'”
glorified Switzerland’s past, including during the First World War. These texts
helped to preserve virtues or, in contrast, to severely condemn army deserters

12 G. Wagniere, La Suisse et la Grande Guerre. Notes et souvenirs, Lausanne, Payot, 1938,
pp. 21, 25, 61.

13 R. Jaun, Vorwort, in J.-J. Langendorf, P. Streit, Ein bedrohtes Land. Das Schweizer Volk
und seine Armee wahbrend der beiden Weltkriege, Gollion, Infolio, 2010, p. 9.

14 See, e.g., P. Chapuis, Le défilé de I'armée bourguignonne, «’Educateur», n. 20, 1911, pp.
315-316.; Alb. Chessex, Vaud a lapproche des alliés, ibid., n. 9, 1911, p. 142.

15 See, e.g., F. Meyer, L'amour de la liberté, Partie pratique, Instruction civique, ibid., n.
5, 1911, pp. 77-80; A. Bataillard, Le soldat pieux, Partie pratique, ibid., n. 40, 1912, p. 598;
P. Decker, Notre époque héroique, Partie pratique, Civilisation, 1bid., n. 44, 1912, p. 662; A.
Grandjean, Fraternité, ibid., 43, 1914, 3; La Patrie, «Beilage zur Schweizerischen Lehrerzeitung
Nt 21>, n. 5, 1913, p. 27.

16 Die Eidgenossen beim Konig und der Kaiser bei uns, «Beilage zur Schweizerischen
Lehrerzeitung Nr. 8», n. 2, 1913, pp. 10-11; ibid., n. 3, 1913, pp. 13-14.

17 See, e.g., J. Magnin, Un jeune Suisse d>il y a 600 ans, «<UEducateur», n. 45, 1915, pp. 655-
656; H. Hasenfratz, Das Soldatenchristkind, «Beilage zur Schweizerischen Lehrerzeitung Nr. 52»,
n. 8, 1914, p. 39.
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as cowards who dishonored their parents'®. Through 1915, lessons that glorify
war can be found', but the longer the war lasted, the fewer articles and topics
directly glamorized war.

There was a very close connection between the army and the schools,
two public institutions that educated future citizens. In both of the teachers’
journals, pedagogic exams for military recruitment were printed with all
specific formulations through 1914 in «[’Educateur» and through 1915 in
the «Schweizerische Lehrerzeitung»??. The exams appear to have been very
important; in the German-speaking journal, «Schweizerische Lehrerzeitung»,
more than one-third of all lessons from 1910 to 1915 involved these exams?!. In
general, the Swiss army remained significant in both journals throughout 1910-
1919 in different school subjects. For example, in 1910, the army’s functions
were explained in National Defense («La défense nationale»)??. In 1915, in
A Young Soldier («Ein jung Soldat»)?3, the mobilization, a children’s war
game and the horrors of war were presented, and in 1919, A German Military
Barrack in Mulhouse («Une caserne allemande 2 Mulhouse»)** was published.
Although most texts about the Swiss army were enthusiastic, in 1912, the topic
for an essay for pupils in upper primary levels was the abolition of the army,
which was postulated in a fictitious letter with a response regarding why the
army was important?’, In 1915, in a dictation, pupils were taught the qualities
of good soldiers:

The army is an admirable organization. For its proper functioning, harsh discipline is
required. Thus, obedience is the first quality of a soldier. However, in addition to this, he
must be agile, skillful, enduring, and brave. It is at school where children can acquire all of
these physical and moral qualities and strengthen their will%®.

At the time, the teachers’ journals published this dictation, the war had
lasted already for more than one year. None of the subject matter demonstrates

18 L.-A. Rochat, Le mauvais soldat, ibid., n. 46, 1915, p. 669.

19 See, e.g., J. Magnin, Le soldat, Partie pratique, ibid., n. 29,1915, p. 464; J. Magnin, Sixieme
centenaire de Morgarten, ibid., n. 45, 1915, pp. 649-651.

In the «Schweizerische Lehrerzeitung», texts that glorify war can be found in the main section:
see, e.g., Kriegs- und Friedensmuseum in Luzern, «Schweizerischen Lehrerzeitung», n. 26, 1911,
p. 246; L.B., Eine Heimfahrt in ernster Zeit, ibid., n. 37, 1914, pp. 354-355; A. Mantel, Zum
Jahrestag der Schlacht bei Morgarten, ibid., n. 45/46, 1915, pp. 387-390, p. 395.

20 The pedagogic exams for military recruits were conducted until 1914. In the «Schweizerische
Lehrerzeitung», the exams from 1914 were printed in 1915.

21 From 1910 to 1915, approximately 21 lessons can be identified, 9 of which were about
pedagogic exams for military recruits.

22 C.S., La défense nationale, <I’Educateur», n. 9, 1910, pp. 137-141.

23 E. Wechsler, Ein jung® Soldat, «Beilage zur Schweizerischen Lehrerzeitung Nr. 50», n. 12,
1915, pp. 48-50.

24 B. Vallotton, Une caserne allemande a Mulbhouse, «<’Educateur», n. 18, 1919, p. 287.

25 A. Bataillard, Le service militaire, ibid., n. 40, 1912, pp. 597-598.

26 J. Magnin, Qualités du bon soldat, ibid., n. 36-37, 1915, p. 522. Own translation.
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critique about the strong interconnection between education and the army, but
in January 1916, civics (among other topics) stressed that the aim was not
to educate pupils about war: «When we think about how we are preparing
the young people only for the purpose of war, it horrifies us»?’. In the
«Schweizerische Lehrerzeitung», the army was also cited as very important, but
in direct connection to school in the main section?® and not in the lessons or the
didactic advice. Nevertheless, the idea that good students would become brave
soldiers and the crucial importance of morals and virtues were similar in both
journals.

In the first lessons after the outbreak of the war in September 1914, a
kind of war enthusiasm can be perceived. For example, in the essay’s manual
Distribution of the National Flag («Distribution des drapeaux»), patriotic
feelings were emphasized using detailed descriptions of the mobilization of the
Swiss army?’.

Many lessons can be found about cruelties attributable to the First World
War, suggesting that current events were taught in the classrooms. In those
texts, fears, hopelessness and sadness were described®’, the deaths of relatives,
cruel fights and injuries were depicted?!, and the starvation of those who lived
in warring countries®?, the plights of refugees and the cultural and economic
disaster that led to grief and pain were stressed?. Teachers also received advice
that current events had to be explained in school, but these events did not
always need to be terrifying®* and were to be presented with the awareness that
Switzerland was a neutral country®. In this context, the following six essay
proposals should be considered:

27 E. Visinand, Le civisme a école complémentaire, ibid., n. 2, 1916, pp. 31-32. Own
translation.

28 See, e.g., Turnunterricht in der Schule, «Schweizerischen Lehrerzeitung», n. 10, 1912,
pp. 94-95; Hs.H., Vaterlandskunde und militirischer Vorunterricht, ibid., n. 34, 1914, pp.
329-330; Ed. Schuster, Militdrische Disziplin und Schuldisziplin, ibid., n. 40, 1915, pp.
343-345; H. Siegrist, Schule und Militar, ibid., n. 48, 1916, pp. 427-428; Fr. Frauchiger, Die
schweizerische Nationalspende und die Schule, ibid., n. 28,1918, pp. 223-224; H.H. Militdrischer
Jugendunterricht, ibid., n. 31, 1919, pp. 226-228.

29 ]. Magnin, Distribution des drapeaux, «UEducateur», n. 38, 1914, p. 573.

30 See, e.g., E. Wechsler, Weibnachtsglaube, «Beilage zur Schweizerischen Lehrerzeitung Nr.
50»,n. 12,1915, p. 45; Weihnachten im Felde,n. 12,1915, p. 45; H. Meyer, Der Weibnachtsstern,
«Beilage zur Schweizerischen Lehrerzeitung Nr. 51», n. 10, 1917, p. 29.

31 See, e.g., J. Magnin, Apres la bataille, «’Educateur», n. 3, 1915; 42; L.-A. Rochat, Les
derniéres cartouches, ibid., n. 23, 1915, 622-623; E. Wechsler, Ein jung® Soldat, «Beilage zur
Schweizerischen Lehrerzeitung Nr. 50», n. 12, 1915, pp. 48-50; H. Barbusse, Une attaque,
«LEducateur», n. 2, 1918, p. 26.

32 See, e.g., J. Magnin, Le siége de Paris, ibid., n. 3, 1915, p. 43.

33 See, e.g., H.-L. Bory, Suisse debout, ibid., n. 49, 1915, p. 713; C. Allaz-Allaz, Réle de la
Suisse dans la guerre actuelle, ibid., n. 31-32, 1916, pp. 473-476; P. Loti, Un cimetiére de soldats
sur le front, ibid., n. 10, 1917, p. 182.

34 See, e.g., F. Guex, L'enseignement et la guerre, ibid., n. 12, 1916, pp. 183-184.

35 See, e.g., Krieg und Schule, «Schweizerische Lehrerzeitung», n. 41, 1914, p. 388.
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Essays:

The small war. (Boys.) You have played this game without doubt; describe it. (The two sides,
the chiefs, the weapons, the tambour, the flag, the battle, the shouts, the assault, the victory.)
What we have done for our soldiers. (Girls.) Indicate what local women and girls have done
for the soldiers who are watching our borders.

A rifle. (Boys.) Describe (very short for young pupils) the different parts of a military rifle.
An act of war. You have read a war story; tell it.

The flag. Describe the flag of a battalion. (National emblem, guarding the flag, honors,
defense of the flag, respect we must show it.)

The transition of a Belgian refugee train. The train arrives at the station, cooperativeness of
the population, police measures, refugees, provided supplies, reflections>®.

The six essay propositions precisely summarize some of the positive or more or
less lighthearted aspects of the war, similar to other lessons in both teachers’
journals. Children were taught about the political and social circumstances,
Switzerland’s special situation and nationality.

In 1916, Swiss Federal Councilor Hoffmann and US President Wilson
engaged in multiple peace initiatives but failed. Thus, Switzerland could not
hope to pursue a policy of active neutrality but was able to play a useful role in
humanitarian operations, such as the exchange of wounded prisoners through
Swiss territory>’.

Peace as an ideal in citizenship education is treated in the practical section of
the German-speaking journal completely differently and more broadly than it
is in the French-speaking journal, in which peace is rarely mentioned, and only
critically in relation to liberty38. Nearly one-sixth of all lessons in the practical
section of the «Schweizerische Lehrerzeitung» are about peace: one is before the
outbreak of the war in 1910, and the other five are from 1915 to 1919. Most
of these lessons were published around Christmas, so they generally relate to
religious aspects, and virtues and liberty are stressed. In the practical section
of «[’Educateur», peace is a topic in only two lessons in 1910 and March 1914,
that is, before the outbreak of the war.

36 J. Magnin, La guerre (sujets divers), «UEducateur», n. 3, 1915, p. 42. Own translation.

37 EW. Dame, Continuity and Change in Swiss Neutrality from 1815 to 1980. An Analysis,
Saarbriicken, Dame, 1981, p. 164.

38 A. Chessex, Le soir d’une bataille (Leconte de Lisle), ibid., n. 13, 1910, pp. 206-208; P.
Chapuis, La défense nationale, ibid., n. 11, 1914, pp. 172-173.

39 See, e.g., Und Friede auf Erden, «Beilage zur Schweizerischen Lehrerzeitung Nr. 51», n.
12,1910, pp. 73-76; G. Hausmann, Weibnachisbitte, «Beilage zur Schweizerischen Lehrerzeitung
Nr. 50», n. 12, 1915, p. 47; Der Weihnachtstraum, Weibnachten, «Beilage zur Schweizerischen
Lehrerzeitung Nr. 51», n. 4, 1919, p. 13.
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1.2. Civic education in the 1910s

Justafter the outbreak of the war, the daily newspapers in the French-speaking
region of Switzerland condemned the German violation of Belgian neutrality in
the strongest terms, whereas the Swiss-German newspapers denounced it as well
but justified the German invasion as a necessity of the situation*’, However,
already before the outbreak of the war, Swiss officers had discussed with the
German and Austrian general staffs what actions would be taken in case of a
French attack. Although such arrangements did not jeopardize Swiss neutrality,
they did indicate that the Swiss-Germans’ sympathies lay with the Germans*!.
However, the Rostigraben between the two Swiss main cultures grew deeper,
and many politicians, army members and intellectuals appealed to moderation,
to demonstrations of national unity and to withholding sympathies for warring
countries*?.

National unity was promoted very strongly in the main sections of both
Swiss teachers’ journals. Especially after the outbreak of the war, when daily
newspapers fueled the internal political conflicts of the Swiss-French and Swiss-
German regions, both journals invoked national cohesion and, in particular,
implored teachers to set examples and to educate their pupils to become national
citizens. Some of the articles in the main sections of both journals were exactly
the same*3. Foremost in «’Educateur», unity was advocated through different
subjects, such as geography** in 1910 and a dictation called Our army («Notre
armée»)* and civics in 1912, For example, just before the outbreak of the war
in May 1914, a «Historic and Moral Dictation» emphasized unity in relation to
Switzerland’s specific history to encourage one nation: Niklaus von Fliie*” and
his speech to the members of Parliament in Stans in 1481, following a severe
crisis of the Swiss confederation*®, was dictated to children to foster unity and to

40 A. Clavien, Grandeurs et miséres de la presse politique, Lausanne, Editions Antipodes,
2010, p. 81; J.-J. Langendorf, P. Streit, Ein bedrohtes Land. Das Schweizer Volk und seine Armee
wiahrend der beiden Weltkriege, Gollion, Infolio, 2010, p. 86; P. Alemann, Die Schweiz und die
Verletzung der belgischen Neutralitit im Weltkrieg, Zurich, 1914, p. 58.

41 Dame, Continuity and Change in Swiss Neutrality from 1815 to 1980, cit., p. 163.

42 P. Alemann, Die Schweiz und die Verletzung der belgischen Neutralitit im Weltkrieg,
Zurich, 1914, pp. 35-38.

43 See for more details: I. Brithwiler, The Swiss Willensnation at Risk — Teachers in Divided
Loyalties during the First World War (forthcoming in History of Education).

44 L.-S. Pidoux, Les pouvoirs et les droits des citoyens, «UEducateur», n. 34-35, 1910, pp.
525-257.

45 A. Bataillard, Notre armée, ibid., n. 40, 1912, pp. 598-599.

46 P. Decker, Les mceurs suisses, ibid., n. 3, 1912, p. 48.

47 Niklaus von Fliie (1417-1487) was a farmer and later a hermit in Sachseln, Switzerland. He
became famous as Brother Klaus, and his mediatory role — without his presence at the meeting —
in the conflict of the Stanser Verkommnis in 1481 has been proven (E. Walder, H. Stirnimann,
Niklaus von Fliie, Historisches Lexikon der Schweiz, Last modification: April 4, 2010, <http://
www.hls-dhs-dss.ch/textes/d/D10224.php> (accessed: June 27, 2012).

48 A. Grandjean, Bon conseils, «UEducateur», n. 21, 1914, p. 332.
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explain that there had previously been crises in Switzerland but that they could
be solved with good faith and neutrality. Texts before and after the outbreak
of the war pleaded for unity with more or less similar arguments of a shared
history, neutrality and similar ideals. However, after the outbreak of the war,
the arguments were presented with more intensity and deeper emotions. The
example Our Fatherland («Notre Patrie») distills the most popular elements:

Civics: Our Fatherland. Switzerland, our fatherland, isn’t characterized by the unity of
ethnicities or by unity of languages nor denominational affiliations. However, it is the
country of our fathers, our country to which all — Swiss-French as well as Swiss-Germans —
are strongly related; it’s a common heritage with a high value. Switzerland is our fatherland;
we love it all*’.

Throughout 1915, the articles concerning unity were different, but the
content of the dictations, essays and civic lessons was always more or less the
same’’. However, after 19135, interest in this subtopic decreased.

From the beginning of the 19™ century, efforts were made to consolidate
the Swiss youth on a national level through civic education and, with those
efforts, to foster national feelings’!. Teachers were given advice in the practical
sections of the journals and subject material on democracy, liberty, morals,
self-government, the history of Switzerland, and specialties of the Swiss nation.
Most topics that were discussed in the main sections of the journals were
represented in the practical sections and were taught in the classrooms, leading
to the conclusion that those topics were considered important for educating
future citizens. In both journals, civics was of primary importance. A didactic
civics lesson in the «Schweizerische Lehrerzeitung» in 1918 begins as follows:

The task of civics is — considering contemporary opinions — to educate the youth to know
the basics of our nation’s life, to evoke in them high conscientiousness of their civic duties
and a patriotic sense of responsibility”2.

The text continues with instructions for fourth- to sixth-graders in the

subject of natural history and the topic of game and hunting regulations®3.

49 P. Magnin, Notre Patrie, Civisme, ibid., n. 34-35, 1915, p. 505. Own translation.

50 See, e.g., J. Magnin, Pendant la guerre, ibid., n. 3, 1915, p. 42; Ch. Krieg, Le 1¢ aoiit, ibid.,
n. 30-31, 1915, p. 473; J. Magnin, Le 1° aoiit, ibid., n. 30-31, 19135, p. 473; P. Magnin, La Patrie,
ibid., n. 32-33, 1915, p. 489; E. Visinand, Le civisme a I’école complémentaire, ibid., n. 51, 1915,
pp. 751-752.

51 Crotti, Schweizer sein — die Nationalisierung der Jugend. Politische Bildung im éffentlichen
Bildungssystem, cit. pp. 234-235; F. Osterwalder, Akteure, Kontexte und Innovationen — soziale
Funktion und Eigendynamik in der modernen Schulgeschichte. Schule als Agentur der ,,Nation™,
ibid., pp. 15-37, 22.

52 H. Huber, Praxis des staatsbiirgerlichen Unterrichts auf der Stufe der Primar-, Sekundar-
und Fortbildungsschule, «Beilage zur Schweizerischen Lehrerzeitung Nr. 5», n. 2, 1918, pp. 5-6.
Own translation.

53 Ibid., pp. 5-6.
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There are other texts in both teachers’ journals with more or less the same
instructions®*. Specifically, some texts highlight liberty or neutrality. Liberty
is explained in relation to the four official languages of Switzerland; freedom

of the press, assemblies, and trade®’; the history and heroic battles of the

confederates’®; the beautiful Swiss scenery’’; and individual freedom?®.
bl y b

Neutrality is often explained in relation to Swiss history and its defense’”, but
it gains timeliness in the face of the outbreak of the war. In September 1914,
«’Educateur» published three dictations with the titles Violated neutrality
(«Neutralité violée»)®°, Recognized neutrality («Neutralité reconnue») and
Respected neutrality («Neutralité respectée») under the main title Neutrality
in Switzerland («Neutralité de la Suisse»). Thus, Swiss history from the 19t
century was stressed. One article published in February 1915 distinguishes

between the different neutralities of the countries of Luxembourg, Belgium and

Switzerland based on the characteristics of their specific histories®!.

Some lessons directly promoted patriotic emotions, the patriotic ideals of the
1910s, respect for Switzerland’s institutions and the sense of social solidarity as
promoted in other lessons®?. Throughout the time period investigated, love for
the fatherland was stressed:

Switzerland is my fatherland. It’s here where I was born. Here are all of the people I love:
my dear parents, my uncles and my aunts, my cousins. It’s here where I find my school. It’s
here where I have all my colleagues, with whom I have fun every day. Switzerland is the
most beautiful fatherland. I love it with all my heart, and if one day enemies came, I would
defend it with bravery®?.

54 See e.g.: E. Visinand, Civisme, «U’Educateur», n. 49, 1915, p. 718.

55 See, e.g., L.-S. Pidoux, Le citoyen suisse et la liberté, ibid., n. 36-37, 1910, pp. 545-547;
H. Huber, Praxis des staatsbiirgerlichen Unterrichts auf der Stufe der Primar-, Sekundar- und
Fortbildungsschule, «Beilage zur Schweizerischen Lehrerzeitung Nr. 5», n. 2, 1918, pp. 6-10.

36 See, e.g., A. Grandjean, Liberté, «<UEducateur», n. 3, 1914, pp. 43-44; F. Meyer, L'amour
de la liberté, ibid., n. 5, 1911, pp. 77-80; H. Huber, Praxis des staatsbiirgerlichen Unterrichts
auf der Stufe der Primar-, Sekundar- und Fortbildungsschule, «Beilage zur Schweizerischen
Lehrerzeitung Nr. 16», n. 4, 1918, p. 14.

57 See, e.g., E. Meyer, Lamour de la liberté, «<UEducateur», n. 5, 1911, pp. 77-80.

58 J. Magnin, Le droit et le devoir, ibid., n. 2-13, 1917, p. 31; H. Huber, Praxis des
staatsbiirgerlichen Unterrichts auf der Stufe der Primar-, Sekundar- und Fortbildungsschule,
«Beilage zur Schweizerischen Lehrerzeitung Nr. 45», n. 9-10, 1918, p. 26.

59 See, e.g., P. Decker, Le goiit de I’bistoire nationale, «<UEducateur», n. 16, 1912, pp. 253-
254.

60 A. Grandjean, Neutralité violée, Neutralité reconnue, Neutralité respectée, ibid., n. 35-36,
1914, pp. 538-540.

61 G. Jaquerod, Les neutralités, ibid., n. 9, 1915, pp. 143-144.

62 See, e.g., P. Decker, Le goiit de I'bistoire nationale, ibid., n. 16, 1912, pp. 253-254.

63 A. Regamey, Mon pays, ibid., n. 21, 1916, p. 329. Own translation.
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Some add the shared history®*, and others distinguish between the fatherland’s
love of women and men®. In April 19185, a civics lesson was published with
the title A Good Citizen («Un bon citoyen»), in which teachers state very
precisely how they define a good Swiss citizen:

The school will make you a good citizen. My child, you start a new school year; for you, it
will be the last one. When you finish school — supplied with all of the knowledge school has
given you — you will leave for the city or the field for work. First, you will be an apprentice,
and then a worker, and with that, you will become a useful member of our society. Later on,
the fatherland will need you to defend it, and you will be asked to contribute to its expenses;
but, by contrast, you will have the rights to participate in national life. Then, you will have
— as a citizen of a free nation — grand tasks to fulfill and various rights to exercise. It’s for
these grand and noble tasks that school prepares you; school wants to make of you a skilled
worker, a valuable man, a good citizen®®.

This speech was addressed to approximately 14-year-old boys. The text
directly stresses, among other topics and in addition to indirect virtues and
moral teaching, the institution of school as very important for the sake of the
country and therefore for the education of future citizens.

1.3. War’s influence on pupils from teachers’ perspectives

At the beginning of 1917, «’Educateur» began an inquiry asking teachers
what influence the war had on their pupils. Only three responses were received,
two from canton Vaud and one from Jura Bernese, but the responses nevertheless
demonstrate high diversity. One respondent from canton Vaud claims that he
saw no differences in his pupils’ attitudes following the war and mentions that
they read more or less the same literature and still played children’s war games
in the same manner. He added, however, that charity played a much larger role
than it did before WW 1. The second respondent from canton Vaud stated that
the war had no negative influence on his pupils, that they were interested in the
current situation and that they had become more patriotic: «First and foremost,
they have become Swiss»®”. He also added that the coming generation would
be a generation of soldiers. He observed more intense charity in his class, with
collections for children in warring countries. The teacher from Jura Bernese
complained that the war had a negative influence on his pupils, with decreasing

64 J. Magnin, La Suisse est ma patrie, ibid., n. 29, 1915, p. 463.

65 L.-A. Rochat, La guerre et la patrie, <UEducateur», n. 5, 1916, p. 77. Own translation.

66 J. Magnin, Un bon citoyen, «’Educateur», n. 16, 1915, p. 255. Own translation.

67 II. Quelle influence la guerre a-t-elle excercée sur vos éléves 2 Réponse 1-3, ibid., n. 15,
1917, p. 263.
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discipline in class, and he reported the war circumstances and its effects in
general as difficult, such as poor, starving children and having to replace
teachers. However, he added that the “strong” boys were very interested in the
war (e.g., in the areas of combat)®®. In general, the inquiry provided insight —
despite the diverse answers — into citizens’ ideals regarding good morals, both
positive and negative aspects of the current circumstances, and the high degree
of continuity in the fundamental educational citizenship ideals and national
identification.

In general, these results highlight a number of continuities in citizenship
education despite the war circumstances in the 1910s. There is a strong
interconnectedness between school and the military, but war is glorified less
after 1915, when discussions of the negative aspects of war increase. Peace is
largely described in lessons in the «Schweizerische Lehrerzeitung» and in the
main sections of both journals. There, religious aspects arise as well as issues
of liberty and neutrality. Lessons and articles about unity increased during
the time of the highest danger, 1914-1915, and were similar in argumentation
before and after the war. After the outbreak of the war, however, the arguments
reflected more emotions and patriotic feelings. Throughout the time period
investigated, Swiss institutions received high respect and appeared to be very
important for education. With the war, a growing solidarity can be observed,
and the number of texts and lessons about war/peace and civics increased
immediately after the outbreak of the war. Thus, for the education of the
future citizens, specific Swiss history was stressed and patriotic ideals such as
liberty, freedom and neutrality remained important, as did the institutional
interconnections between the army and school. To educate national citizens,
unity was fostered. However, due to the war, the cultural ideal of war’s cleansing
effects diminished, and in the classrooms, solidarity and charity were taught
more often.

2. Desires for peace — pupils’ essays in 1915

During wartime, workers especially suffered from rising food prices,
unemployment and the absence of social policy measures. Thus, social
inequalities led to multiple demonstrations beginning in 1916 and culminating
in November 1918 in a general strike («Landesstreik»), to which the Swiss
army was called®®. Switzerland escaped military attacks during the entire
war, but nevertheless the country longed for the end of the war. But the end

68 [bid., pp. 263-264.
69 M. Biirgi, Erster Weltkrieg, Soziales, Historisches Lexikon der Schweiz, Last modification:
December 4, 2013, <http://www.hls-dhs-dss.ch/textes/d/D8926. php> (accessed: June 30, 2014).
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was overshadowed by the abovementioned general strike and the Spanish
influenza, which claimed nearly 24,000 lives in Switzerland in 1918, including
approximately 1,500 soldiers”°.

In December 1915, the First World War had been raging across Europe for
nearly one and a half years. The teacher candidates in the pedagogical section
of Solothurn’s cantonal school were asked to write an essay about the topic
Desires for Peace («Friedenswinsche») in their final exams. This student group
consisted of 7 females and 19 males who were approximately 19 or 20 years
old”!.

The sources were evaluated in a hermeneutic sense, which means that there
was a tight interconnection between the question raised and the sources that
followed a structure of openness’? but that was by no means boundless. The
relationship included adaptations during the analyses and categorizations.
Thus, history was systematically related to sense, actions and culture’?, and
political, social and economic circumstances were of crucial importance. The
categorization of the students’ essays is depicted with a word cloud (see figures
2 and 3). The larger the font of the term written, the more pupils mentioned
that subtopic in their essays. The calculated proportions are exactly the same as
in common bar charts, but word clouds create less of an impression of rigorous
accuracy.

In all 26 essays, the desire for peace and the horrors of war were described
in the context of power and the misery of refugees (see figure 2)’*. Depictions

70 M. Huber, Geschichte der politischen Presse im Kanton Luzern 1914-1945, Luzern, Rex,
1989, p. 116; J.-J. Langendorf, P. Streit, Ein bedrohtes Land. Das Schweizer Volk und seine Armee
wdihrend der beiden Weltkriege, Gollion, Infolio, 2010, pp. 115-20; Ch. Sonderegger, Grippe,
HLS, Last modified: February, n. 13, 2007, <http://www.hls-dhs-dss.ch/textes/d/D22714. Php>
(accessed: June 17, 2014).

71 In some students’ essay books, their dates of birth were mentioned and, in the final table in
the minutes of the examination board, their ages when they wrote the final exams were recorded
(in Staatsarchiv Solothurn, from now on cited as: StASO, Lehrerseminar Solothurn/Pidagogischen
Hochschule Solothurn, Akzession 2009/19, 11.3 Patentpriifungskommission: Protokolle, 1912-
1936, 1915, 1916; Ibid. 13.1 Patentpriifungen 1858-20035, 1915).

72 H.-G. Gadamer, Gesammelte Werke Bd.1: Hermeneutik 1: Wahbrbeit und Methode:
Grundziige einer philosophischen Hermeneutik, Tubingen, J.C.B. Mohr, 1960, p. 344.

73 F. Jaeger, Was ist eine historische Kulturwissenschaft?, in 1. Darmann, Ch. Jamme (edd.),
Kulturwissenschaften. Konzepte, Theorien, Autoren, Minchen, Wilhelm Fink, 2007, pp. 143-
167, p. 146.

74 In this word cloud are 17 main categories with a total of 332 mentions: 43 in the category
disadvantages of war (with the subcategories horrors of war, power, the misery of refugees), 21 in
sufferings of all, 16 in destroys ideal images, 52 in economic problems (individual and national),
19 in cultural problems (destruction of cultural assets, abuse of sciences for war), 12 in duration,
6 in medical consequences, 16 in government, 10 in after-war results, 46 in social difficulties
(individual trauma, the deaths of relatives), 11 in soldiers (circumstances, relation to enemy),
24 in nation/people (relations with other nations, sovereignty, exploitation), 4 in ecstasy of war,
14 in Switzerland (mobilization, border watch), 2 in nature of human beings, 18 in religious
views (meaning of life, prayers, pontifical interventions), 18 in positive views (increasing solidarity,
cleansing effects, literature/art, peace gets a higher value). The more mentions a category received,
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Fig. 2. Sub-topics related to ‘war’ in pupils’ essays, 1915.

of people suffering followed in most essays, and some of them mentioned that
neutral countries suffer the most, including Switzerland. In nearly all of the
essays’’, economic problems’® were specified multiple times, but nearly as
important were social problems, which were declared individual social problems
because of unemployment, rising food prices, the deaths of relatives and trauma.

the larger the print of the term. For example, the category economic problems had 52 mentions;
thus, it is printed 26 times larger than the category nature of human beings, which had only 2
mentions.

75 Tt is possible that one category was mentioned more than 26 times because it was possible to
choose the same category multiple times for the same essay. For instance, if a student wrote about
economic problems and described the country’s financial problems, individual disadvantages, and
problems related to a dependence on raw materials from abroad, then each subcategory received
a count, which resulted in a count of three for the category economic problems.

76 In the category economic problems, there were 52 mentions: 19 in the subcategory economy
of the nation, 19 in individual economic problems, 8 in different branches of economy such as
tourism, industry, and trade, and 6 in the subcategory dependence on foreign countries.
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Nevertheless, nearly half of the essays (12 essays with 18 mentions) discussed
positive aspects of the war; however, all emphasized that the positive aspects
never outweighed the negative effects of war. In the eyes of the pupils, the
positive aspects were that solidarity among the people had increased and class
distinctions had diminished. War was discussed as a remedy against effeminacy
that had cleansing effects. Furthermore, the essays mentioned that the arts and
literature had glorified war and needed to be rethought and that after the war,
peace would be more highly valued. Religious views were mentioned in more
than half of all essays, in subtopics such as prayers, pontifical interventions for
peace, the meaning of life and the danger of losing faith”’.
One girl expressed the situation about war and peace as follows:

People stand against other people. Each one believes he is the bearer of the highest
developed culture. Sciences and enlightenment progress each year. Schools get better. There
are improvements concerning mental development. However, there is something that gets
forgotten: because of people’s firm insistence on their own nationalities, they forget that they
are all a community of brothers. Thus, hate is regenerated again, and there is war again’®.

The girl discusses war in terms of cultural struggles and declares nationality
to be a problem. She continues in her text that class distinctions, nationality and
feelings of the heart need to disappear, and goodwill must count. She appeals to
leaders to advocate for peace and concludes:

The will of the people doesn’t seem to be considered, at least not as it should be. Otherwise,
the storm that was coming up a year ago would have taken a different end”’.

This girl was not the only one to write about citizens, nation and the
fatherland; others were as concerned as she was. In total, nearly half of all
essays mentioned nation or people®. In those essays, the students praised the
fatherland, but some of them stated that «to give one’s life to the fatherland —to
serve it — those were the feelings of the first ecstasy of war»8! or that «people get
innocently involved in the war»%2. Moreover, the argument was stressed that
men fight in wars only for their leaders, and some students added that there
were many who did not even know what they were fighting for. Two students

77 In the category religious views, there were 18 mentions: 10 in the subcategory prayers, 4 in
interventions of the Pope, and 2 in the danger of losing faith and asking meaning of life.

78 StASO, Lehrerseminar Solothurn/Pidagogischen Hochschule Solothurn, Akzession
2009/19, 13.1 Patentpriifungen 1858-2005, 1915, Marie G. Own translation.

79 Ibid., Marie G. Own translation.

80 In the category nation/people, 12 essays were involved, with a total 24 mentions: 6 in the
subcategory friends/enemies, 4 in nationality/fatherland, 5 in cultural struggles, 2 in will of the
people, 4 in people are innocent and 3 in people being exploited.

81 StASQ, cit. Patentpriifungen, 1915, Anny W. Own translation.

82 Ibid., Emil J.
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complained that the war was not being fought for ideals but for economic
reasons. Franz B. wrote,

War is operated as a business. There’s much haggling going on in the battle between
countries, and the most advantageous offer will be complied with. People don’t go into
battle because of ideals; it’s only because of economic reasons. []3 Courage and bravery
aren’t crucial; it’s the quality of the war machines, the organization®?.

Patriotism and nationality are reflected in thoughts about citizenship,
keeping in mind that Switzerland struggled with major internal political conflicts
between the two main cultures, the Swiss-French and the Swiss-German, and
the teachers’ journals pleaded for national unity. It is surprising that none of the
students mentioned the fossé moral or had concerns about the danger of losing
national unity. Considering that the students frequently mentioned newspapers
as information platforms and were informed about the internal political fights
by the daily newspapers, it can be concluded that they had no doubts about
national cohesion or that the other problems caused by the war were more
severe in their eyes.

Three-quarters of the pupils wrote that the longer the war lasted, the greater
the desire for peace (see figure 3)%*. They described peace in a religious regard
(praying to God to bring peace) or wrote that peace had to be individual and
Christian®®. Active demands for peace were made by four students; they asked
that both the warring and the neutral countries and the socialist party promote
peace®. A very prominent®” argument was that peace is needed for a civic society
to function. One of the pupils explained this argument by saying: «Citizens are
happy when there is order»®8. Another stated: «Blessed work can begin again»®’.
In general, dreams for peace were related to religious and civic lives, including
industrious individuals. However, some students added the improved welfare
of nations” after wartime and the welfare of countries®® that were not involved

83 Ibid., Franz B. Own translation.

84 This word cloud contains 16 main categories, with a total of 133 mentions: 26 in the
category longing for peace, 11 in ideals, 18 in increasing desire for peace, 3 in long period till
achieved, 9 in long-term peace, 3 in preserve peace in Switzerland, 12 in for peaceful civilian work,
6 in outlook after the war, 15 in religious views, 5 in actively promoted, 11 in collective peace, 3
in natural phenomenon, 1 in longing for freedom, 4 in limited desire for peace, 5 in convergence
of different nations, and 1 in women ask for peace.

85 Ten essays discussed the category religious views with a total of 15 mentions, 10 in the
subcategory religious regard and 5 in Christian individual virtues.

86 In total, there were 5 mentions in 4 essays: 2 in the subcategory neutral countries, 2 in
warring countries and 1 in the socialist party.

87 In total, there were 12 mentions in the category peaceful civilian work in 11 essays, 11 in
the subcategory work in civic society and 1 in the subcategory virtues diligence and endurance.

88 StASOQ, cit., Patentpriifungen, 1915, Walter I. Own translation.

89 Ibid., Max Z. Own translation.

90 The category outlook after the war had 6 mentions in 6 essays.

91 StASQ, cit. Patentpriifungen 1858-2005, 1915, Emil J.
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Fig. 3. Sub-topics related to ‘peace’ in pupils’ essays, 1915.

in the war. Another argument extended beyond nationality; five students
considered international peace, humanity among nations, the welfare of all
nations and international cooperation®?. Despite the appeal of these students to
international humanity, it must be noted that nationalism and patriotism were of
crucial importance in the 1910s and that even when pupils wrote about Europe
as a whole, citizens were regarded at the national level. Moreover, both Swiss
teachers’ journals suggest increasing efforts to foster national unity, among other
reasons because of the severe internal political conflicts.

In summary, the students wrote that people should be proud of their own
nation but that this was difficult when war and hate arose; therefore, national
thoughts should be changed to promote welfare for all. Class distinctions
were stressed as another problem area, but some noted their decrease due to
war circumstances and the increase in solidarity. Furthermore, the common
people were seen to be innocent regarding war causes, and citizens were mostly
described as religious members of society who loved their work and public
order.

92 In total, the category convergence of different nations had 5 mentions in 5 essays.
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Conclusions

Schools and war are intertwined because both are parts of societies.
Dominant ideologies can be reproduced by educational institutions, but at
the same time, marginalization can be empowered®?. Thus, the findings of the
consulted sources reveal high complexity with partly divergent aspects reflecting
a wide, distinct range of citizenship education. Specifically, the Swiss teachers’
journals immediately reacted to the outbreak of the war and provided teachers
with lessons and didactic advice regarding the current events and peace/war
and/or civics in general. In the first texts after the outbreak of the war, a kind of
war enthusiasm can be identified; later, the negative effects of war were taught
more often in the classrooms, and the glorification diminished. The rapturous
behavior and initial war enthusiasm were not limited to classrooms and teachers
but were observed by major parts of the society and were based on the desire
for the «new human being» that was promised by contemporary scientific
educationalists’®. Throughout wartime, children were described in dictations
and essays as imitating war. The aim of educating children about virtues and
morals did not change during the time investigated, but the students’ essays
highlighted a kind of disillusion attributable to the aftermath of war as well as
concerns that war ideals had become «economized». Moreover, the students’
essays stressed cultural destruction but had their counterpart in the teachers’
journals, which fostered civics, especially virtues and morals in general in
school. Moreover, the essays highlight a change in the Swiss-German belief in
the cultural superman that was fabricated by German educationalists.

Patriotic ideals and love of the fatherland were described with diligence
with regard to diverse subjects in both the teachers’ journals and the essays of
the juveniles. However, some texts stressed the idea of European citizenship
or that people should overcome nationalist ideas. The literature discusses
European spirits in Switzerland from 1914 on with primarily pacifistic ideas,
but some of these feelings were neutralized due to the war, for example, the
International Peace Bureau”. Nevertheless, the findings reveal thoughts about
the dangers of nationalism and highlight international movements for peace.
However, it must be noted that most lessons and didactic advice fostered
citizenship education on a national rather than an international level. Thus,
Swiss nationality must be viewed through a threefold lens, at the communal,
cantonal and national levels. However, the cantons (sovereign member states
within the federal state) are responsible for public education, which leads to the
question of how a canton-supported public education can produce a version of

93 Blair et al., Editor’s Introduction, cit., p. 2.

94 R. Horlacher, Bildung, Bern, Haupt, 2011, p. 68.

95 J. Lubor, L'esprit européen en Suisse de 1860 a 1940, Lausanne, Cahiers d’histoire
contemporaine, 1990, p. IX.
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national unity in a multilingual and multicultural country that is only united
by its free will’®. «In answering this question, perhaps the most crucial point
about separate subcultures is precisely their separateness»’’. Other authors
highlight Switzerland’s federal system, which facilitates the coexistence of the
different cantons and the autonomy of the communities in mixed cantons’®.
Others stress the Swiss nation as the construction of a voluntary and natural
community”’. However, national unity was fostered in schools at the time of
the greatest danger, and teachers felt that they had been called upon to educate
their pupils to be national citizens rather than members of a language group.
No students mentioned the internal political conflict in their essays, and none
scrutinized national unity.

All evidence suggests high support for and acceptance of the army throughout
the time period investigated. Furthermore, the interconnection between the army
and schools was rarely ever questioned. In some literature, the army is called
the most national of all institutions!?°, Other works state that in a republican
nation, national defense is based on civilian institutions, and no special military
education is needed because of the high identification of the entire population
with the army, even when they are not army members!°!. Some describe broad
approval for the army in the vote of 1906 but see a change attributable to the
First World War!'%2, The latter were not observed within the sources investigated
or in the everyday school lessons, but there was more criticism of war in general
and the aftermath of war. Additionally, it must be noted that in public, foremost
right-wing conservative groups exaggerated the myth of the institution of the
army, whereas pacifists supported peace policies'%.

96 The lack of a common language and religion was the origin of the term Willensnation,
which means a nation united by free will. For more information about threefold citizenship or
Willensnation, see E. Renan, Qu’est-ce qu’une nation?, Paris, 1882 or O. Zimmer, Boundary
mechanisms and symbolic resources: towards a process-oriented approach to national identity,
«Nations and Nationalism», n. 9, 2003, pp. 173-193.

97 Dame, Continuity and Change in Swiss Neutrality from 1815 to 1980, cit., p. 69.

98 M. Huber, La Conception Suisse de I’Etat, Zurich, Rascher, 1916, p. 26.

99 Zimmer, Boundary mechanisms and symbolic resources: towards a process-oriented
approach to national identity, cit., p. 182.

100 G, Wagniére, La Suisse et la Grande Guerre. Notes et souvenirs, Lausanne, Payot, 1938,
p. 64.

101 R. Jaun, Preussen vor Augen. Das schweizerische Offizierskorps im militdarischen und
gesellschaftlichen Wandel des Fin de siecle, Zirich, Chronos, 1999, pp. 211-214.

102 Langendorf, Streit, Ein bedrobtes Land. Das Schweizer Volk und seine Armee wabrend der
beiden Weltkriege, cit., pp. 114-115.

103 Daniel V. Moser-Léchot, Zwischen Pazifismus und Patriotismus — Politische Bildung als
Diskussionsthema im ,,Educateur und an den Kongressen der Société Pédagogique de la Suisse
Romande 1914 bis 1942, in A. Hoffmann-Ocon, P. Metz (edd.), Schuljugend unter nationalem
Anspruch. Bildungshistorische Untersuchungen zur schulpdadagogischen Publizistik und zu
visuellen Medien in der Schweiz und in Deutschland in der ersten Hilfte des 20. Jahrbunderts,
Baltmannsweiler, Schneider, 2010, pp. 109-149, 144.
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Very often, neutrality was taught in connection with military defense, liberty
and Switzerland’s own specific history. It was also taught that Switzerland had
to be ready to defend itself. Some lessons stressed that Switzerland, as a neutral
country, had to promote peaceful solutions to end the war and to mitigate its
aftermath. The appeal to solidarity and charity underlined the efforts of both
teachers’ journals to unify the nation, to support official institutions such as the
army and schools and to educate pupils to become national citizens. The pupils
often described citizens as religious members of society who were diligent and
hardworking. Although both journals emphasized virtues, there was no direct
religious instruction concerning citizenship. However, peace lessons were often
related to Christianity.

War challenged citizenship education in Switzerland; thus, moral and virtue
education were fostered as well as patriotic sentiments. The use of language
can be seen in Daniel Trohler’s «Languages of Education», in which the
adaptability of the language in education, written for the purpose of morals
and nationalistic reasons, depends on «how strongly its ideological content is
connected to images of timelessness or historicity»!%*, Thus, the language of
education in the 1910s was challenged by the war circumstances but did not
change fundamentally. Teachers still promoted the same values in their journals
and in the classrooms, but the Swiss-German teacher students questioned the
German cultural dominance and the image of the future Swiss citizen. Thus,
citizenship education in the 1910s in Switzerland was multifaceted, but it
stressed the importance of school, especially in times of war.

104 D. Trohler, Languages of Education Protestant Legacies, National Identities, and Global
Aspirations, New York, Routledge, 2011, p. 174.
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Introduction

Alongside its allusions to the religious metaphor of the ‘heavenly resting
place’, to the ownership of a house and estate, the right to certain social
welfare provisions conveyed by residence in a particular location («historisches
Heimatrecht»)!, the German term Heimat encompasses a richness of meaning
that largely evolved during the nineteenth century. At this time, Heimat became

1 See H. Bausinger, Heimat in einer offenen Gesellschaft. Begriffsgeschichte als Problemge-
schichte, in W. Cremer, A. Klein (edd.), Heimat, Analysen, Themen, Perspektiven, 2 Bde., Biele-
feld-Bonn: Westfalen-Verlag und Bundeszentrale fiir politische Bildung (Schriftenreihe der Bundes-
zentrale fiir politische Bildung Band 294 I/IT), B. 294/1, p. 77.
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a highly-charged term used in highlighting contrast>. The term was linked
more closely with hope and longing than with an actual place, and more
closely with the struggle against alienation than with a particular location. It
nevertheless, through sheer functional logic became associated with feelings of
belonging which were spatially bound, at the same time conveying a mixture of
identity-related emotions beyond such spatial associations.

Around the turn of the 19t and 20t centuries, this definition of the Heimat
concept became a component of a targeted campaign of ‘identity politics’.
In schools, the driving forces behind identity education came into operation,
serving to foster a sense of community and create a space within whose
boundaries it was intended that each person’s individual self would become
one with Heimat. Heimat was carefully constructed, with the aim of bringing
permanence to a way of life, and creating a national — actively inhabited —
memory? which guided and upheld special attributes. Educational wallcharts
fulfilled that purpose. Created from the standpoint of didactic methodology,
enriched with educational intentions and embedded in political aims, they
were not merely learning and teaching materials, but a vehicle for the collective
national self-image of the time. Through the wallcharts and their conception
of Heimat as a utopia of the self-image of the population, a shared space was
visualised and, thus, made it possible to shape ideas.

In this way, national identity and Heimat became a «cultural product»*
which was given a tangible presence in classrooms. Educational wallcharts
took on the function of forming identity via their symbolic messages and lent
the metaphorical meaning of the term Heimat a clear visual incarnation. In
the world of the educational wallchart, Heimat is no place ‘where anything is
possible’; but an attitude associated with concrete intentions, a mindset that
collectively channels the subjective feeling of Heimat-based security: In this
way, individuals’ love of their localised Heimat benefits the wider fatherland®.
The overall objective served by the wallcharts was to transform each discrete
sense of Heimat into a national one. In the following, these objectives will be
explored, starting with a look at how a symbiosis of the concepts of Heimat and
fatherland was striven for, moving on to an explanation of the methods used
by schools to home in on the term Heimat, and concluding with observations
about the portrayal of Heimat in German wallcharts.

2 H. Bausinger, Typisch Deutsch, Munchen, Beck, 2000, p. 72. Discussions about the
apparent untranslatability of the German term Heimat owe their existence to historical tradition
and interpretation; Bausinger refers, in particular, to «romantic millstones». See also B. Schlink,
Heimat als Utopie, Frankfurt am Main, Suhrkam, 2000, p. 27.

3 See M. Halbwachs, Das kollektive Gedichtnis, Stuttgart, Enke, 1967.

4 B. Anderson, Die Erfindung der Nation. Zur Karriere eines erfolgreichen Konzepts, Frankfurt
am Main, Campus-Verl., 2005, p. 14.

5 See A. Richter, Die Heimat im Geschichtsunterrichte, «Deutsche Blitter fiir erziechenden
Unterricht», n. 16, 1889, p. 57.
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1. «Heimat», Love, Fatherland — a sought-after symbiosis

In 1909, Tecklenburg emphatically insisted:

Mogen Behorden und Fachminner, Vereine und Laien, ja, moge das ganze deutsche Volk
wach werden und beitragen, dafs die Heimat als Grundlage unserer Gedankenwelt, als
Grundlage des Staates, als Quell und Wurzel aller echten vaterlindischen Gesinnung, als
unentbehrlichster Bestandteil in der Erziehung unserer Jugend immer mehr gewiirdigt und
immer mehr in ihre natiirlichen Rechte eingesetzt werde!®

It was intended that the idea of Heimat would gain general currency,
notwithstanding the fact that this wake-up call came at a time when the concept
of Heimat had long been present in politics, education, art and literature. It
nevertheless grew to be a potent concept over the following years, becoming
the basis of intellectual thought and serving to legitimise conservatism and
nationalism. A person’s bond to their ‘home soil’ (Heimatscholle) was both
their right and their responsibility”. Heimat was elected as the inexhaustible
source that provided for all areas of activity and everyday needs®, since it was
through Heimat alone that a love of the fatherland could mature® — it was the
vital basis of patriotism'?. The concept of Heimat extended its reach from the
domestic sphere into the larger political arena. Allegiance was sworn to the
ubiquity and omnipotence of the Heimat principle, whose implementation was
becoming increasingly necessary against a backdrop where traditional ways of
life were becoming eroded'!, as well as in the light of radical political changes.

The literary and artistic products arising from the Heimat art movement
augmented political demands to tighten the bonds that hold country, people
and history together!2. Heimat became a means of identity formation, which
created a sense of Heimat ownership in order to cultivate a basic sense of
obligation in the German population. The political use of the Heimat concept
via its equation with patriotism began to take root at this point.

6 A. Tecklenburg, Schule und Heimat. Wegweiser zur Umgestaltung des Unterrichts von
der Heimat aus. Unter besonderer Beriicksichtigung des Geschichtsunterrichts, Hannover-List,
Meyer, 1909, p. 53.

7 See for example H. Stieglitz, Der Lehrer auf der Heimatscholle, Miinchen, Berlin, R.
Oldenbourg, 1913.

8 See Steinbriick, Uber Heimat und Heimatkunde, «Schulwart», n. 15/16, 1919, p. 113.

9 See A. Mollberg, Heimat und Charakterbildung («Schaffende Arbeit und Kunst in der
Schule», 57), Leipzig, A. Haase, 1916, p. 7.

10 See H. Wingzer, Die Bedeutung der Heimat, «Deutsche Blatter zur erziehenden Unterricht»,
n. 27,1900, p. 4.

11 Cf. W. Cremer, A. Klein, Heimat in der Moderne, in Cremer, Klein (edd.), Heimat,
Analysen, Themen, Perspektiven, cit., Bd. 294/1, p. 37.

12 See B. Clemenz, Heimatkunde, in E.M. Roloff (ed.), Lexikon der Pidagogik, 5 vols.,
Freiburg i. Br., Herder, 1921, Vol. II, col. 692.
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The borders of Heimat were those of the German fatherland. It is hardly
surprising, therefore, that engendering in people a love of Heimat and the
fatherland became an educational task: «mit [...] Liebe und Hingabe, wollen
wir unsere Schiiler durch die geliebten Fluren, durch den Wonnegau der
Heimat fithren»'3. Since the well-being of the fatherland was closely bound
to the idea of Heimat, the latter could not be entrusted to the care of arbitrary
forces, particularly given its role in educating people — or even bringing about
the birth of the «neue deutsche Mensch»'#. This, then, saw the advent of a
methodological, didactic principle in all schools, and especially in the study of
local history.

2. Teaching and local history. «Heimat» as a principle

With his book Instructions for the Teaching of Local History, published
in 1844, Friedrich August Finger provided an essential grounding in the
educational establishment of the Heimat principle. In the period that followed,
the study of local history gradually broke away from its propaedeutic function,
initially having been concerned with geography, and acquired individual status
in respect of learning and teaching in schools. In addition to this, demands for
the subject of Heimat to be covered by all year groups at school increased.
It was claimed that teaching of the concept could not merely be restricted to
children in the lower years. Only by increasing the scope of local history studies
would the subject realise its genuine purpose: to be a place of nurture for
patriotism®. Gradually a social dimension emerged, along with a side of local
history that was concerned with traditional folk culture'®, and eventually the
subject had formed the basis of an education system for the whole population,
crucially, before the First World War. «Hier in der Heimat sind die starken
Wurzeln unserer Kraft. Hier sammelt das Kind seine ersten Anschauungen.
Hier geht ihm das Licht des Verstandes auf. Hier scheint ihm die Sonne der
Mutterliebe» 7.

13 H. Kerp, Fiihrer bei dem Unterricht in der Heimatkunde. Nach begriindender Methode
und mit vorwiegender Betrachtung des Kulturbildes der Heimat, Breslau, Ferdinand Hirt, 1910,
p. 17. See also K. Hossann, Die Heimatidee im Unterricht der Volksschule, Stralburg, Friedrich
Bull, 1910, p. 12.

14 F Bauer, Und noch eimmal Heimat, «Neue Bahnen», n. 35, 1924, p. 139.

15 See R. Felgner, Heimatkunde als Mittelpunkt des gesamten Unterrichts im dritten Schuljahre,
Dresden, Alwin Huhle, 1903, p. IV.

16 Cf. H. Fiege, Die Heimatkunde, Weinheim, Basel, Beltz, 1994, p. 13 (Introduction).

17 Steinbriick, Uber Heimat und Heimatkunde, cit., p. 113.
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Heimat became a leading principle; to be specific, reference was made to
a «Heimat principle»'®, whose implementation in the various school subjects
was promoted as being universally enriching. Indeed, it was intended that the
principle of Heimat would cut through every aspect of school life!®. Heimat’s
potential lay in its «natural conditions»2°, From this point on, it was possible
to expand the subject area in all directions. Through the implementation of
a didactic theorem that relied on concentration first on the familiar, before
dealing with the exotic, the domestic sphere became a legitimate starting point
for educational learning processes. «Besonders bei der Einfithrung des Kindes
in die Welt des Abstrakten und Begrifflichen bediirfen wir der vielseitigen
Anschauung der Heimat»2!. It was intended that a child would develop a sense
of Heimat in its domestic life, before its realm of experience was opened up
to the world?2. The subjects of natural history, geography and history, along
with primary education and art e.g., all drew inspiration from the rich source
of Heimat in delivering the ideas, which were required partly to be able to hold
together an increasingly complex world within the parameters of Heimat’s
familiarity. In the context of formal education, pedagogical aspirations centred
on the wholesale formation of personality. It was hoped that positive effects
could be achieved by schooling pupils’ abilities in terms of understanding,
feelings and will:

Erkennen, Fithlen, Wollen — jede Seite unseres Seelenlebens erhilt ihr Gepriage von der
Heimat aus. Auf dem Boden der Heimat, beeinflusst von der umgebenden Natur- und
Menschenwelt bildet sich der Grundzug des Charakters. Die Heimat ist die Grundlage des
Geisteslebens und der kraftvoll sich entwickelnden Personlichkeit?3.

In the 1921 Lexicon of Pedagogy, the definitive specialist dictionary of the
time, Clemenz explained: «Die schulische Auffassung der Heimatkunde ist
heute [...] zu einer wichtigen, das gesamte Unterrichtsgebiet bestimmenden
und durchziehenden Norm geworden»?*. The collective intellectual acquisition
and ownership of an emotionally and subjectively important sphere was being
striven for. At the same time, there was immense glorification of the Heimat
principle. Practically omnipotent, it purified the soul, opened one’s eyes, and

18 See for example R. Dobenecker, Uber den pidagogischen Grundsatz: “Heimatkunde nicht
bloss Disziplin sondern Prinzip”, (Friedrich Mann’s Pidagogisches Magazin, 293), Langensalza,
Hermann Beyer & Sohne, 1920.

19 See Tecklenburg, Schule und Heimat, cit., p. 10.

20 Kerp, Fiihrer bei dem Unterricht in der Heimatkunde, cit., p. 11.

21 F. Weitkamp, Heimat und Unterricht, «Neue Bahnen», n. 25, 1913/14, p. 116.

22 See L. Heinemann, L. Heinemanns Handbuch fiir den Anschauungsunterricht und die
Heimatkunde. Mit Beriicksichtigung der verbreiteten Anschauungsbilder, Leipzig, S. Hirzel, 1913,
p- 25.

23 Tecklenburg, Schule und Heimat, cit., p. 65.

24 Clemenz, Heimatkunde, cit., col. 692.
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facilitated aesthetic sensibilities. As a result, «<Haus, Familie, Schule, Strafle,
Pflanzen, Tiere, Steine, Sonne, Mond und Sterne, tiberhaupt alles, was man
[...] zu betrachten hat, soll heimatlich gestimmt sein»2°. Art and Heimat
were invoked as the remedy of the people. Teachers extended their sphere of
influence, from that point on acting as a pivotal link to Heimat organisations?®
and having to become Heimat experts?’.

The establishment of the Heimat principle in schools was promoted and
given a legal safeguard by means of pioneering regulation. As early as 1872, it
was laid down in the general directives (Allgemeinen Bestimmungen) that the
teaching of geography should commence with local history. In addition, on 31
January 1908 Prussian ministerial directions declared: «Die Heimatkunde ist
tiberall sorgfiltig zu pflegen. Dies gilt nicht nur vom erdkundlichen Unterrichts;
auch die heimatlichen Geschichten, heimatlichen Sagen, Denkmaler, Bauten u.a.
sind zu beriicksichtigen [...]»%%. Furthermore, after the First World War, in the
1921 Guidelines for the Creation of Primary School Lesson Plans (Richtlinien
zur Aufstellung von Lebrplinen fiir die Grundschule) issued by the Prussian
culture minister, Hanisch, a demand was emphatically recorded that all teaching
should carefully attend to the children’s relationship with their Heimat-related
surroundings and that a connection should be formed between this and the
knowledge that they had prior to starting school®.

These guidelines had an affirmative effect in expanding the production of
wallcharts, which had already experienced a distinct boost as a result of the
Reich’s schools conference in 1920. At a time when the entire content of lessons
was to be established on the foundations of Heimat, when the educational
doctrine was one of Heimat, and when the institution of the school had become
a nationalistic one®’, there was a need for suitable teaching materials which
could satisfy the all-encompassing desire for Heimat. Accordingly, there was
a resounding cry that: «Die Beschaffung von Heimatbildern in jeder Form
(Schmuck- und Anschauungsbild, Modell, Lichtbild, Film u. dergl.) soll nach
Kriften gefordert werden. Die kiinftigen Lehr- und Lernbiicher sind heimatlich
zu gestalten»3!,

25 Ibid., col. 693.

26 Cf. V. Schmitt-Roschmann, Heimat. Neuentdeckung eines verponten Gefiibls, Gitersloh,
Gitersloher Verlagshaus, 2010, p. 69.

27 Bauer, Und noch einmal Heimat, cit., p. 102.

28 Quoted in Clemenz, Heimatkunde, cit., col. 698.

29 Richtlinien zur Aufstellung von Lehrplinen fiir die Grundschule (1921), in W. Scheibe,
Zur Geschichte der Volksschule (Klinkhardts padagogische Quellentexte), 2 vols., Bad Heilbrunn,
Klinkhardt, 1974, vol. 11, p. 60.

30 See for example J.F. Poschl, Der heimatkundliche Sachunterricht (Anschauungsunterricht
auf der Unterstufe der Volksschule («Schaffende Arbeit und Kunst in der Schule», 14), Prag, A.
Haase, 1913, p. 1.

31 Die Zusammenfassung der Einzelgedanken auf der Reichsschulkonferenz, in Fiege, Die
Heimatkunde, cit., p. 57.
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3. «Heimat» Images

Although critical voices preferred a more experiential learning method to
pictorial depictions, by the end of the 19t century the wallchart had taken up
a central position amongst available teaching materials and found legitimacy as
an educational medium, primarily as a result of its ability to deliver didactically-
prepared ideas about diverse content and themes, to facilitate the formation of
clear concepts and oral contributions, to promote a particular aesthetic taste
and evoke desired emotions. At the start of the 20 century, production of
the pictures increased; educational wallcharts became a pivotal part of lessons.
Pictorial series, often with dozens of individual pictures, were produced for all
school subjects; even for local history studies well-known publishers, such as
C. C. Meinhold & Sons of Dresden, brought out wallcharts*?. Of the use of
images in lessons, Kerp explained:

Die Auswahl der Bilder liefSe sich so treffen, daf$ wir durch dieselben die Naturschonheiten
und Merkwiirdigkeiten der Heimatprovinz vorfihren und zugleich daran die wichtigsten
Begriffe vermitteln konnten. Sie dienten dann einem doppelten Zweck, einmal zur Belebung

des I§I3nterrichts, zweitens zur Klarstellung der Begriffe, fiir welche die Naturanschauung
fehlt>>.

3.1. Artistic Decoration for Schoolroom Walls — «Heimat» in art

The production of didactic wallcharts was complemented by a wide selection
of artistic wallcharts, which were intended to serve as a suitably aesthetic
decoration in school. In this respect, it was mainly lithography from the
publishing houses of B.G. Teubner and R. Voigtlander in Leipzig that provided
schools with a piece of genuine Heimat art>* from a contemporaneous point of
view.

Das ist gewifS ein sehr wichtiges Moment der Heimatkunde und der nationalen Erziehung,
wenn wir unsern Schiilern nicht nur in der freien Natur, sondern auch im Bilde zeigen, wie
herrlich unser Land ist und wie diese Schonheiten der Kunstler sieht und darstellt. [...]
Deswegen ist sehr zu empfehlen, kiinstlerische Darstellungen der Heimat zu sammeln und
zum Schmuck des Schulhauses und im Unterrichte recht oft zu verwenden. Dadurch kann
gewif$ auch echte Liebe zur Heimat dem Kinde in frither Jugend ins Herz gegossen werden,
und was zu dieser Zeit im Gemiite verankert wurde, hilt ja fiirs ganze Leben fest>>.

32 The publisher’s list comprised a wide selection. See for example Schulwart-Katalog. Ein
illustriertes Verzeichnis der besten Lebr- und Lernmittel, Leipzig, 1911.

33 Kerp, Fiihrer bei dem Unterricht in der Heimatkunde, cit., p. 35.

34 See Kiinstlerische Steinzeichnungen als Wandschmuck fiir Schule und Haus, «Padagogische
Studien», n. 23, 1902, p. 194.

35 A. Herget, Das Betrachten kiinstlerischer Bilder in der Schule, Leipzig, A. Haase, 1916, p. 20.
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The lithography Dear Homeland, Adieu!, by Walter Strich-Chapell (1877-
1960), which appeared in 1901, as number 38 in a series, via the publishing
house of B.G. Teubner, exemplifies the love of Heimat as it was to be promoted
through art.

Looking at the picture, the local environment seems to be displayed as having
intrinsic worth. At the same time as being an expression of a bond with nature
and a love of Heimat, the lithography represents the fundamental meaning of the
homeland, which is augmented by the significance of the subject’s leave-taking.
At a time of increasing urbanisation, this motif distinguishes itself from the
‘asphalt culture’ of the cities. The rise of nervous life3® as bemoaned by cultural
critics is nowhere to be seen; in contrast, one senses the peace of morning and the
protective security of Heimat, brought together through expressive content and
the idealisation of nature. In light of the picture’s straightforward declaration,
it is not surprising that the lithography enjoyed huge success as a decorative
feature in schools; its easy comprehensibility, its simple composition, and its
association with the folk music of the time were praised. Here the internalisation
of the national consciousness comes into being through the Heimat principle®’.
Without a doubt, this lithography is the pictorial realisation of the proximity
to Heimat and nature that was expected in the art, pedagogy and politics of the
time. It offers links that can be used to awaken and renew the love of Heimat
landscape®®, it had the ability to nourish pedagogical hopes that a patriotic
standpoint could grow out of the aesthetic contemplation of the natural world
of Heimat.

The use of lithography as a decorative feature in schools was an addition to a
multitude of initiatives aimed at creating opportunities for pupils to contemplate
Heimat in an artistic way, initiatives led by reform-orientated groups who
had been inspired by the art education movement®. In the context of these
efforts, the key element was that of the experience: an aesthetic recognition
(the «dsthetische Schau»), which, with reference to Schopenhauer, was framed
as contemplation, and enabled elevation to a higher level of existence*’. The
nature of the homeland, envisaged in aesthetic landscape pictures, became the
teacher of artistic perception and feeling. Even impressions of towns no longer
appeared to the trained eye and emotionally-tuned heart as a pile of stones but

36 See G. Simmel, Die Grofistidte und das Geistesleben, in J. Schutte, P. Sprengel (edd.), Die
Berliner Moderne 1885-1914, Stuttgart, Reclam, 1997, p. 125.

37 See P. Joerissen, Kunsterziehung und Kunstwissenschaft im wilbelminischen Deutschland
1871-1918, Koln, Bohlau, 1979, p. 154.

38 Cf. O. PaBlkonig, Das Kunstbild in der Schule, «Allgemeine Deutsche Lehrerzeitung», n.
56,1904, p. 232.

39 These include, for example, the exercise books from the publishing house Scheffer,
Anregungen zur intimen Betrachtung der Leipziger Heimat [Suggestions for a closer look at the
Heimat of Leipzig], issued by the Verein der Leipziger Zeichenlehrer [Society of Art Teachers in
Leipzig].

40 See R. Malte, Wie wir unsere Heimat sehen, «Neue Bahnen», b. 17, 1905/1906, p. 274.
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as «Lebewesen, — das alte Haus, die StrafSe eine Gewachsenes, Gewordenes,
ein Eigenwesen»*!. Artistic pictures provided instruction for the «Erziehung
des Auges»*. Pictures of Heimat served to train pupils’ ability to feel; a love of
Heimat and an appreciation of beauty shone out of them.

3.2. Pictures for initial primary education

In the production of wallcharts, the visual contemplation of art gave
way to didactic aims. Even so, artists exhausted the simple, wholesome and
trusting home-loving motifs*}. The general pedagogical and didactic demand
for wallcharts to be comprehensible and morally appropriate developed into
a plea for a more nature-orientated focus, targeted at ordinary people and
centred on the subject area of Heimat. Heimat was seen as the legitimate basis
of the world of thought and ideas. Consequently, the numbers of wallchart
series that conformed to the ‘Heimat imperative’ increased: the content of the
educational images was allowed to stem from no soil but that of the Heimat*.
The ideology of the wallcharts was accordingly «bodenstiandig». As a reaction
to industrialisation and modernisation, as well as in contrast with modern city
life, the idea of Heimat became a point of reference for wholesome things: «Nur
mit einem tiefen, unverlierbaren Heimatgefithl in der Brust [...] darf er sich
in die Gefahren hinein wagen [...] Mochte es der Volksschule gelingen, dieses
rettende Heimatgefuhl [...] in die Brust der kommenden Geschlechter pflanzen
zu helfen»®,

The wallchart Village is one of these pictures which were intended to evoke
the sense of a redeeming Heimat. Originating from the year 1875 as the third,
modernised version of the series Wilke’s Wallcharts for Primary Education,
it was published by Friedrich Wreden of Braunschweig*®. Several teaching
guides, intended for use as a preparation aid prior to use of the pictures in class,
accompanied the series*’. This comprehensive portrayal is dedicated to the

41 Ibid., p. 281.

42 Cf. A. Lichtwark, Erziebung des Auges. Ausgewdbhlte Schriften, Frankfurt am Main, Fischer,
1991.

43 See J. Volkelt, Kunst und Volkserziehung, Miinchen, Beck, 1911, p. 92.

44 See H. Wolgast, Die Bedeutung der Kunst fiir die Erziehung, Leipzig, Wunderlich, 1903,
p- 17.

45 Stiefelhagen, Die Heimat im Unterricht, «Die Lehrerin in Schule und Haus», n. 18,
1901/1902, p. 914.

46 A comprehensive discussion of the series and an account of its history can be found in
K. Droge, Zwischen Innovation und Relikt: Wilke’s Anschauungsbilder. Zur Friihgeschichte
des schulischen Wandbilds, in S. Baumeister, J. Carstensen, Beitrdge zur Volkskunde und
Hausforschung, Band 7, Detmoldt, Westfal. Freilichtmuseum, 1995, pp. 51-94.

47 See for example ]J.F. Ranke, Anleitung zur Behandlung von Wilke’s Bildertafeln fiir
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Fig. 1. Dear Homeland, Adieu! [Lieb Heimatland ade!], B.G. Teubner, Leipzig, 1901. (Courte-
sy of the Research Centre for Historical Visual Media, Wiirzburg).

concept of Heimat. As a consequence, a discussion of Village is included in the
chapter «Heimatort» in Heinemann; it begins with comments about people’s
mutual dependence on each other and goes on to deal with the meaning of
community spirit. Finally Heinemann writes of birthplace: «Hier wohnen eure
Eltern, hier seid ihr zu Hause oder dabeim, es ist eure Heimat. «“Jeder Mensch
hat seine Heimat lieb und halt sie wert [...]. Wer sie nicht kennt, dem ist es eine
Schande und ein Schade an Herz und Verstand [...]”»*®. The adverbial «Daheim»
not only has an emotional but an ethical and moral dimension. A constituent
system of moral values underlies the portrayal of the public sphere of the village
street. Heimat gives people a sense of utter fulfilment and integrates them into
a community structure, which, as an antidote to an increasingly individualistic

den Anschauungsunterricht in Kleinkinder- und Elementarschulen, Braunschweig, Wreden,
1880; L. Heinemann, Handbuch fiir den Anschauungsunterricht und die Heimatkunde: mit
Beriicksichtigung der neuen Ausgabe der Wilke’schen Bildertafeln, Braunschweig, Wreden, 1875.

48 Heinemann, Handbuch fiir den Anschauungsunterricht und die Heimatkunde, cit., p. 121.
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society*’. stresses unity and reciprocal human relationships. From the inn to the
church, this detailed wallchart envisions a meaningful unit in which the various
activities are depicted in a manner that appears true to life. One is given the
impression that Heimat is being portrayed «in ihrer Wirklichkeit»>°, along with
its villages and towns, and its people. This conjured-up reality was, however,
accentuated by a generalised construction of Heimat. In reality, charts for initial
primary education promoted an ‘objectification’ of the Heimat concept. Crowd
pictures, such as Wilkes’ wallchart, mostly depicted rural scenery throughout the
seasons and, by rejecting the inclusion of any regional peculiarities, effectively
offered every school child a Heimat. In this way, the vision of Heimat was
formed that would shape the way Heimat was dealt with in primary education
until the post-war years, i.e. as an idealised, ideologically-charged visualisation.
It romanticised agriculture, was narrowly provincial, and portrayed its subject
matter as an idyll, depicting Heimat through peaceful village life, traditional
farming methods, and the illustration of genuine work and customs.

Educational wallcharts, whose production was, to a large degree, aimed at
the needs of a trans-regional market, succeeded in accomplishing the apparently
paradoxical task of projecting a picture of Heimat which gave the observer the
sense that they had their roots in the depicted setting, regardless of its subjective
location. A generality was created in the pictures, which themselves contained
no individually-influenced references to reality and, by precisely these means,
had the potential to depict a location that could be recognised, on an aesthetic
level, by everyone. In this way, the pictures obviated the risk of ‘fragmentation’
that was a concern for the teaching profession at the beginning of the 20t
century. This fragmentation, which was cropping up nationwide, was caused by
the Heimat principle being overloaded®!, in cases where, as a result of teaching
being geared towards regional peculiarities of Heimat, the general principles
that are true for all pupils were lost>2.

On occasions when it was necessary for the Heimat concept to overlap
with that of the fatherland, it was impossible for Heimat to remain confined
to provincial images. Heimat pictures did not merely present the German
population’s home soil as a subjective place, but transformed the personal
frame of reference into an ‘objective’ sphere, which had primarily to fulfil the
requirement to be an aesthetic portrayal of the world*3. In this respect, Heimat
was

49 See in particular the discussion about differences between community and society: F.
Tonnies, Gemeinschaft und Gesellschaft. Grundbegriffe der reinen Soziologie, Berlin, Curtius,
1912.

50 Kerp, Fiihrer bei dem Unterricht in der Heimatkunde, cit., p. 42.

5t Weitkamp, Heimat und Unterricht, cit., p. 114.

52 Ibid.

53 Cf. J.E. Herbart, Uber die dsthetische Darstellung der Welt als das Hauptgeschift der
Erziehung, in O. Willmann, T. Fritzsch (edd.), Johann Friedrich Herbarts Pidagogische Schriften,
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ein Stiicklein natiirlich gewordener, gesunder Landschaft, ihr natiirlicher Boden mit seiner
angestammten Pflanzenwelt, der dazu gehorigen Tierwelt und den menschlichen Bewohner
mit ihrer ganzen geschichtlichen Entwicklung*.

In primary education, especially, the idea of Heimat was based on children
gaining a sense of intimacy with nature. However, the production of pictures
was not limited to educating primary school pupils.

3.3. «Heimat» as geographical reference point

More and more publishers of educational wallcharts took up the cause of
furthering Heimat education. Used in, but not limited to, primary education,
diverse pictures conveyed the meaning and aim of the all-encompassing Heimat
concept, both in their form and through their content®. As early as the period
which immediately followed the First World War, a wealth of wallchart series
were published, in whose titles the term Heimat was necessarily present. Around
this time, the meaning of Heimat became an experienced and experiential state
of utter attachment to one’s native soil, as it was described by Spranger in
1923, Factual expertise was no longer in the foreground, being replaced by
an increasingly intense attachment to the sense of a German nation that was
being idealised at that time. Whole series of Heimat pictures appeared on the
market: Heimat pictures from Bavaria, from Luneburg Heath, from Westphalia,
from East Prussia, Heimat pictures from the Rhineland and the Margraviate
of Brandenburg’’. In other words, educational publishers discovered the
attraction of the idea of Heimat, and it is not surprising that during this
time there were warnings that Heimat had become a buzz word: «Man nutzt
den heimatkundlichen Einschlag [...] als Aushdngeschild, als besondere
Empfehlung, daff man auf der Hohe ist. Damit aber wird der Gedanke der
Pflege des Heimatsinns zu einer Geste, zu einer Phrase»%.

Osterwieck/Harz, Zickfeldt, 1913, Vol. 1, pp. 87-112.

54 Hans Menzel quoted in Tecklenburg, Schule und Heimat, cit., p. 57.

35 Educational wallcharts were not limited depictions of the natural world; trades were
also portrayed, as can be seen in the pictures from the series of Dresden publishing house C.C.
Meinhold & Sons, Handwerkerbilder fiir Anschauungsunterricht und Heimatkunde. Along with
knowledge of the working world and associated tools, materials and processes, it was important
«that children learn[ed] to proudly place worth on the work of their Heimat, including factory
work». See Bauer, Und noch einmal Heimat, cit., p. 135.

56 See E. Spranger, Der Bildungswert der Heimatkunde, in 1d., Philosophische Pddagogik,
Heidelberg, Quelle & Meyer, 1973, p. 298.

57 See Lehrmittkatalog Schulwart, Lebrmittelfiibrer fiir das gesamte Schulwesen, Leipzig,
[s.n.], 1920.

58 Schlosser, Der Heimatgedanke und das Buch, «Die Mittelschule», n. 39, 1925, p. 134.
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Fig. 2. Village [Dorf], Friedrich Wreden, Braunschweig 1875. (Data collection belonging to
the Research Centre for Historical Visual Media, Wiirzburg. Courtesy of the Research Centre in
Wiirzburg).

The wallchart The Moselle Valley (Cochem) is an example of a picture from
the aforementioned Heimat series. This work by Richard Pfeiffer (1878-1962)
appeared in the series Heimat Pictures from the Rhineland selected in Essen
by educational civil servant Klar and published by Rudolf Schick and Co. in
Leipzig. Particularly in the 1920s, this firm specialised in the production and
sales of educational wallcharts, amongst other things.

The symbiosis of open space and familiar security is characteristic of these
pictures. The observer wanders through the countryside and gazes agreeably at
each detail. At the same time, the overall impression remains in sight. The choice
of colour and composition of the picture convey calm and a sense of security.
Heimat pictures have a rewarding function: they provide places of refuge and
orientation points. In the commentary for the picture, the extraordinary richness
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of form’? of this old «Kulturlandschaft»%? is emphasised; the depicted ‘elements
of beauty’ are carefully described and elevated to a position of relevance for
the observer’s ‘own identity’. A connection is deliberately drawn between the
pictures and national historical events. Whether pictures were of the landscape
or historical town centres, pedagogical and political pretensions were aimed
at ‘rooting’ them in nature, as defined by the concept of Heimat, as well as in
national history®!.

These wallcharts represent a unique logic in the construction of knowledge
and meaning. «Es darf [...] nicht dem Zufalle Giberlassen bleiben, ob und wie
sich die Schiiler mit der Heimat bekannt machen»®2. Within this political and
pedagogical intentionality it was important to construct Heimat localities
which could preserve idylls and desires. The wallchart had the task of making
standardised blueprints that were congruent with the imagined world of Heimat.
Typically enough, Winzer asserts: «Die Schule hat die heimischen Vorzige in
den Schiiler zu festigen und weiter zu fithren, die Nachteile zu unterdriicken»®3.
In those places where Heimat has been singled out as the very basis, the root of
healthy growth, as its fertile soil, the school had to send children on their way
with the right Heimat-related notions®. In light of Heimat’s influential power
— «wir danken alles der Heimat»® — it was absolutely necessary to channel
its effective potential into orderly rows, that is to say, to put things in order®.
Consequently, Heimat was most often depicted in wallcharts as ‘soothing
landscape’®” with an expression of anti-modernity, which romantically closed
the observer’s eyes to reality. In view of the contingency of existence, efforts
were made to imply continuity and coherence using the wallcharts, and to
translate these ideas to the formation of (national) identity.

59 Berichte iiber neue Lebrmittel, Heimatbilder aus Westfalen, «Schulwart», vol. XXVI, 1929,
p. 41.

60 Ibid.

61 G.L. Mosse, Ein Volk, ein Reich, ein Fiihrer. Die wvdlkischen Urspriinge des
Nationalsozialismus, Konigstein/Ts., Athendaum-Verl., 1979, p. 25.

62 Clemenz, Heimatkunde, cit., col. 693.

63 Winzer, Die Bedeutung der Heimat, cit., p. 5.

64 See Stiefelhagen, Die Heimat im Unterricht, cit., p. 913.

65 Winzer, Die Bedeutung der Heimat, cit., p. 5.

66 The influence of Heimat on the people was achieved through habitualisation, from which it
was inferrred that it was a school’s duty to promote the correct sort of effects: «If a human being
is, first and foremost, a child of Heimat, and in spite of all other influences remains as such, it is
a school’s duty and task to promote Heimat’s influence». (Kerp, Fiihrer bei dem Unterricht in der
Heimatkunde, cit., p. 21).

67 H. Bausinger, Heimat in einer offenen Gesellschaft. Begriffsgeschichte als Problemgeschichte,
in Cremer, Klein, Heimat, Analysen, Themen, Perspektiven, cit., p. 79.
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Fig. 3. The Moselle Valley [Moseltal] (Cochem), Rudolf Schick & Co., Leipzig 1927. (Col-
lection belonging to the Research Centre for Historical Visual Media, Wiirzburg. Courtesy of the
Wiirzburg Research Centre).

The picture Blast Furnaces, published by educational civil servent Heinrich
Winkel of Gelsenkirchen, represents a notable exception to this tendency.
Painted by Hermann Peters (1886-1970) in the series Heimat pictures from
Westphalia, it constitutes a clear departure from the dominant subject matter
of landscapes portrayed as idylls. The picture shows the steelworks belonging
to the Bochum Society of Incorporated Steelworks, with its imposing slag heap
and its mass of glowing slag, along with a small settlement in the foreground.
The sky and the surroundings appear dreary, drab and polluted. A longing for a
specific kind of world, which is contained in the concept of Heimat is, as it were,
replaced by disillusionment here. The inherent positive connotation that usually
accompanies the concept of Heimat remains elusive and the observer’s reaction
is to conjure up a vision of a more beautiful world. That which the picture fails
to achieve must, therefore, be realised through language. Correspondingly, an
art review of the time stated: «In der kiinstlich entstandenen Mulde sind ein paar
armselige Hauser uibrig geblieben, die auf ihr Ende zu warten scheinen, damit
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ihre Bewohner in neuen, schoneren Siedlungen bald ein menschenwiirdigeres
Unterkommen finden mochten»®®. There can be no Heimat here!®’

Conclusion

«Was wiirde eine Nation sein ohne eine bodenstindige, heimatsichere,
heimatfeste und heimatliebende Bevolkerung?»"°.

The idea of Heimat required the creation of a collective space that provided
points of reference, built up a positive self-image and conformed to political
goals’!. Schools contributed to the realisation of these aspirations. The ‘bedrock’

68 Berichte iiber neue Lebrmittel, «Schulwart», vol. XXVI, 1929, p. 41.

69 The implicit inverted «glowing heart» on the slag heap is of particular note in this picture.
One interpretation of this might be the painter Hermann Peters’ bond with the region. See G. Kill,
Der Maler Hermann Peters, «Vestischer Kalender», vol. 1955, pp. 65-67. At the same time, this
might refer to the pulsing ‘iron heart’ of the Ruhr.

70 Tecklenburg, Schule und Heimat, cit., p. 68.

71 The debate about the topic of «Heimat in educational wallcharts» also encompasses the
National Socialists’ ideological concept of Heimat, and covers the visualisation of a loss of Heimat
in the post-war period in Germany, as well as the expounding of the problems of the term Heimat
in the 1960s. At this point, only a brief explanation of this complex topic will be provided. The
appropriation of the concept of Heimat by the National Socialists and its portrayal on wallcharts
after 1933 was in the context of the party’s expansionist international politics. Although, for the
most part, the traditional line of rural depictions of the seasons with their romanticised agricultural,
pictorial language was followed in the 1930s and 1940s, new pictures which were ideologically-
charged with the theme «German folklore worldwide» came into being for the upper echelons of
society, increasing the use of the Heimat concept for political functions. The various elements of
the concept of Heimat were then communicated to the German population and incorporated into
German society. Cf. A. Bastian, Der Heimat-Begriff: eine begriffsgeschichtliche Untersuchung in
verschiedenen Funktionsbereichen der deutschen Sprache, Tiibingen, Niemeyer, 1995, pp. 133
ff. Education formed the basis for encouraging people to take pride in German Heimat, heritage,
citizens und Fiihrer. Cf. J. Korfkamp, Die Erfindung der Heimat. Zu Geschichte, Gegenwart und
politischen Implikaten einer gesellschaftlichen Konstruktion, Berlin, Logos, 2006, p. 56. The
wallchart Heimat is calling [Die Heimat ruft!] from 1940, painted by Willy Planck (1870-1956)
issued as number 268 by the publisher Der praktische Schulmann, in Stuttgart, represented a
particularly vivid pictorial example of this. In the post-war period, issues surrounding the loss
of Heimat were raised in wallcharts. In this respect, the wallchart Driven away from home
[Heimatvertrieben), published by the Schropp’schen Lebrmittelanstalt KG in 1956, is of particular
significance. A Heimat, that no longer exists is visible here as a change. The wallchart portrays the
displacement of these people who had been driven away from their homeland. The represented
area harks back to Germany with her 1937 borders. The surrounding countries outside the borders
have been shaded out into a grey zone. In the 1960s, problems with the concept of Heimat were
expounded and efforts were made to make it less ideological, which can be seen, above all, in
wallchart production for primary education. This trend found expression in a change in the style
and form of wallcharts. Wallcharts were created in a different way to meet requirements for pupils
to receive up-to-date qualifications, and for a scheme of education that was ultimately factual. The
Farm [Der Bauernhof], published around 1970 by publishing house Koster & Co. in Munich, is
a prime example of this. See W. Miiller, I.K. Uphoff, Zwischen Anschauung, Gesinnungsbildung
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Fig. 4. Blast Furnaces [Hochdfen] (Westphalian Colliery), Rudolf Schick & Co., Leipzig um
1920. (Collection belonging to the Research Centre for Historical Visual Media, Wiirzburg. Cour-
tesy of the Wirzburg Research Centre).

of Heimat politics was replicated in lesson plans and visual media used in
schools. Authorities were chiefly concerned with promoting unity within the
basic principles of nation and fatherland, with love of Heimat as a solid basis.
An industrious public spirit, in which people are willing to make sacrifices’> was
also accumulated as a kind of systematic knowledge. Schools became places
where knowledge of common ground was firmly established. At the same time
there were concurrent projections of self-identity and the ‘other’, which shaped
ideas and guided behaviour. This process was supported to a significant extent
by the use of educational wallcharts. These educational media were central
to people’s understanding of their global orientation and the nurturing of

und Belehrung. Die Heimatkunde im Siegel des Mediums Schulwandbild, in M. Gotz, Zwischen
Sachbildung und Gesinnungsbildung. Historische Studien zum Heimatkundlichen Unterricht, Bad
Heilbrunn, Klinkhardt, 2003, pp. 41-62. A dedicated analysis of the manner in which Heimat was
visualised in wallcharts has not yet been undertaken; this constitutes an area of research which
needs further exploration.

72 A. Richter, Die Heimat im Geschichtsunterrichte, «Deutsche Blitter fiir erziehenden
Unterricht», n. 16, 1889, p. 61.
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identity within defined boundaries. As a ‘silent educator’ in the love of Heimat
educational wallcharts constructed an aesthetic and didactically-manipulated
pedagogical and political vision of a space that served as the foundation for a
subjective and collective sense of self. This construction ranged from portraying
an ‘objective’ image of Heimat as a ‘sound’ grounding in natural circumstances,
to decoratively depicting regional peculiarities as a ‘Heimat-related character
study’. All the while, one factor remained constant: the area that had originally
been merely geographical became an area of meaning. In the context of a
«politics of imagery»’? and, simultaneously, in their function as a didactic
medium, educational wallcharts point to the meaning of the word Heimat. The
importance of a sense of self and those things that were related to the fatherland
became visible through the pictures, along with a cultural and national self-
image. In terms of iconography, Heimat’s patriotic strength bound together the
local sphere with external political and geographical borders: devotion to the
countryside of Heimat and its inhabitants’* was elevated to become an all-
encompassing source of power; it became a «Wegweiser» to finding one’s way
throughout the whole world, as well as in the struggle for existence”. In this
respect, the creation of a multidimensional concept of Heimat was a sweeping
act, which considerably affected the ‘fate’ of the nation and its Heimat-located
sense of ‘self’.

73 J. Ranciére, Politik der Bilder, Berlin, Diaphanes, 2005.

74 Felgner, Heimatkunde als Mittelpunkt des gesamten Unterrichts im dritten Schuljabre, cit.,
p- IV.

75 Ibid.
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Introduction

[talianita was created as a symbol that incorporates both the defense and
preservation of cultural aspects of the Italian peninsula in its meaning. It was
a movement engineered and applied by agents of the Italian government in an
attempt to create a national identity.

In the State’s point of view, it was the policy started by the Italian first
minister Francesco Crispi in 1887 that made Italianita a symbol of the Italian
culture and identity. It was specially meant to be the symbol of those who had
emigrated.
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The objective was to strengthen the Italian state and economy by using the
modernization of the immigration process and assistance to expatriates. Thus,
Crispi’s immigration policy was basically characterized by two guidelines: to
tutor and protect Italian people abroad and maintain their connection to their
homeland. The school assistance provided to those who emigrated to America
was used as a primary tool to introduce the feeling of Italianita'.

The concept of Italianita is based on the knowledge, propagation and
maintenance of the language, history, politics, economics, in short, the Italian
culture, as a representation of the feeling of ethnic belonging and national unity,
that is, of the making and being Italian.

In the city of Curitiba, capital of the state of Parana/Brazil, the propagation
and maintenance of the feeling of Italianita created by the Italian State, was put
into place by the Italian mutual-help associations, which even had financial help
from that country in order to fulfill its purpose. These mutual-help associations,
organized by the enrollment of members of Italian origin, had the objective of
supporting financially those members who would fall ill, achieve elderly age
or were unable to work. More than that, they were organized as places to
propagate and celebrate the Italian language and culture.

Some of those associations played a very important role in the construction,
celebration and maintenance of the Italianita by means of ethnic schooling,
for they had the benefit of teaching the Italian language and culture to the
members’ children. There were several associations of Italian origin all over
the state of Parana. The majority were located in Curitiba: Societd Italiana di
Mutuo Soccorso Guiusepe Garibaldi, Circolo Italiano 20 de Setembro, Societa
Regina Margherita — female branch of Societa Garibaldi, Dante Alighieri of
Curitiba, Dante Alighieri of Ponta Grossa, Societd Italiana di Mutuo Soccorso
Vittorio Emanuelle 111, Societd Italiana di Mutuo Soccorso Vittorio Emanuelle
I1, Societa Italiana Operdria Véneta di Beneficenza di Santa Felicidade, Societa
Italiana di Mutuo Soccorso Cristoforo Colombo, Societa Rosa di Natale — for
the daughters of the members of Societa Garibaldi, Societa Operdria Beneficente
Internacionale di Agua Verde and Societa Italiana di Beneficenza Livorno Italo-
Brasileira.

Among the Italian associations herein analyzed, six of them kept an ethnic
school. Until 1930, the following Italian schools were still operational: Scuola
Regina Margbherita, maintained by Societa Guiusepe Garibaldi, established in
1887; Centro di Istruzione Italiana Dante Alighieri, maintained by Societa Dante
Alighieri of Curitiba, established in 1896, Scuola Dante Alighieri maintained
by Societa Dante Alighieri of Ponta Grossa, established in 1903; Scuola
Principessa Jolanda maintained by Societa Vittorio Emanuelle 11 established in
1904; Scuola Principessa Mafalda, established in 1904 in the city of Bella Vista;

L A.L. Cervo, As relacbes historicas entre o Brasil e a Itdlia: o papel da diplomacia, Brasilia,
UNB, 1992, p. 2.
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Scuola Santo Antonio maintained by Societa Cristoforo Colombo, established
in 1910 in the agricultural colony Alfredo Chaves.

These were private schools that were subsidized in part by the Italian
government and in part by the members. They provided secular teaching and
had an average of 100 students. The main function of these schools was the
maintenance and propagation of Italianita, favoring the teaching of the Italian
language and culture over the Portuguese language.

The present article seeks to understand how these ethnic Italian schools
that were maintained by mutual-help associations in Parana/Brazil acted in
propagating Italianita among the immigrant children, from 1885 to 1930, by
means of national festivities and celebrations and the teaching of the Italian
language and culture.

1. The perpetuation of Italianita by means of teaching the Italian language
and culture and the celebration of civic holidays

Founded by a group of Italian immigrants and some nationals in 1883,
Societa Italiana di Beneficenza Giuseppe Garibaldi had the purpose of
promoting celebrations of Italian civic holidays, mutually helping its members
and educating children. The first Statute of this association informed about
their main activities and the criteria for their creation:

Article 3 - The objective of this association is material, moral and intellectual beneficence
and, for this reason, it is able to provide to its members financial subsidies in case of inability
to work, illness or elderly age, and promote education, morality and progress.

Article 4 - This association accepts Italian men, women and children, under the terms of
admission common to all members of any condition or state”.

The creation of a school that could assist children permeated the justification
for such an association. In an official letter sent to the president of the Province
of Parana on December 2" of the same year, Giovanni Corghi, president of
Societa Giuseppe Garibaldi, requested donations from the state of Parana for
the construction of a school building.

As we researched the Annuari delle Scuole Italiane All’estero of the year of
1896, we verified that Felippe Rogeri, the Italian consul of Villanova, supported
the only Italian school existent in that period in Curitiba, connected to the
Societa Giuseppe Garibaldi, located in downtown Curitiba3. Starting in 1904,
the Annuario provided information that there were two more Italian schools

2 Statuto da Societa Italiana Giuseppe Garibaldi, 1884, p. 2.
3 Ttalia, Annuario delle Scuole Italiane All’estero governative e sussidiate, Roma, Ministério
degli affari esteri, 1896. p. 6.
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in Curitiba: one connected to Societa Dante Alighieri and another called
Principessa Jolanda*. The same document described that the Italian school
Principessa Jolanda had an enrollment of 31 boys, thus being an all-male school.
With slightly different characteristics, the school connected to Societa Italiana
di Mutuo Soccorso Cristoforo Colombo was established in the urban part of
the Alfredo Chaves colony. It is also noteworthy that the Societa Cristoforo
Colombo was established within an agricultural Italian colony and its creation
was motivated by immigrants who were more financially privileged.

The aforementioned association was created on October 1%%, 1905 and it
served its members exclusively. According to its Statute, the objective of this
institution was to promote well being, morality and education.

Sociedade Geral de Mutuo Socorro Cristoforo Colombo, of Vila Colombo, under the
sponsorship of Sao Jose, established on October 1%, 1905, has the objective of encouraging
the fraternization and mutual help of its members, promoting well-being, morality and
education”.

The Italian school was partly supported by the government of Italy and
partly by members. It was called Scuola Santo Antonio and it was categorized
as a Regia Scuola Italiana — one of the school categories of the Scuole Italiane
Allestero. The first record about its existence dated from 1906 in the chapter
titled Scuole Italiane by Carlo Parlagreco, in the book Il Brasile e gli Italiani.
According to this document, the school had an enrollment of 74 students that
year®. In 1910, the school was closed due to the government of Parana denying
subsidy, based on the fact that all classes were taught exclusively in Italian.

Besides the Scuole Italiane All’estero, maintained by the Italian government
through the supervision of the Regio Consulato Italiano, Societa Dante
Alighieri was pivotal for the spreading of Italianita by means of establishing
and maintaining Italian schools abroad. As mentioned by Salvetti: «the school
should be the main tool used by Dante’s foreign committee to spread the Italian
language and culture abroad»’.

According to Amado Luiz Cervo, Giacomo Venezian created this association
in Italy in 1889, specifically to spread the language, culture and Italianicity,
emphasizing its secularity, and it soon spread throughout the countries that

received substantial Italian colonization®.

4 Ttalia, Annuario delle Scuole Italiane All’estero governative e sussidiate, Roma, Ministério
degli Affari Esteri, 1904, p. 12.

5 Statuto dela Societa Generali di Mutuo Soccorso Cristoforo Colombo, 1909, p. 2.

6 C. Parlagreco, Le scuole Italiane, in Il brasile e gli Italiani. pubblicazione dei Fanfulla,
Firenze, R. Bemporad & Figlio, 1906, pp. 796-801.

7 P. Salvetti, Immagine nazionale ed emigrazione nella Societa Dante Alighieri, Roma, Bonacci,
1995, p. 15.

8 Cervo, As relacoes historicas entre o Brasil e a Itdlia, cit. p. 3.
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Societa Dante Alighieri in Curitiba maintained an Italian school also known
as Centro di Istruzione Italiana or Scuola Dante Alighieri di Curitiba. The
Centro di Istruzione Dante Alighieri was created in 1896, with the contribution
of Régio Consul Felippe Rogeri de Villanova. Until the beginning of the year
1900, that school operated in a house located in front of the Santos Andrade
Square. According to the document sent in 1899, the president of this association,
Orestes Codega, requested public subsidy for the Centro di Istruzione Dante
Alighieri. However, his request was denied:

By means of its president, the Centro de Instruc¢ao Dante Alighieri, urges for the payment
of overdue contributions, according to article 11 of the Permanent Dispositions of the
Budgetary Law, since it has been ap9proved by vote in the State Congress to contribute with
an importance of one Conto de réis” per year, and this Center has been operational for three
months already'®.

Italian families were left in charge of supporting this school, and also the
operations of the association, in conjunction with the Italian government,
which sent financial resources and educational material. This situation lasted
until 1911.

In September of 1912, another Scuola Dante Alighieri was opened in the state
of Parana, this time in the city of Ponta Grossa. On this same date, the building
that housed that school was completed. In 1913 the school began to receive
support from the government of Parand in the amount of 1:200$000 réis. The
Italian Unification in the 1860s made the need to build a strong and cohesive
state evident, instilling the feeling of national unity. The Italian government was
concerned about creating a nation, building a united and unique Italy. For this
purpose, the State had to be strengthened, imprinting in its population a feeling
of belonging — an Italian nationalism - the [talianita. According to Patricia
Salvetti, in this context schools became a pivotal tool used to instill identity:

[...] the purpose of Italian schools abroad, «the focus of national education and patriotism»,
put under the direction and control of the Italian State, surpassed the simple primary objective
of basic education to immigrants and their children and took a role that was markedly
political: safeguarding the Italian language as a means of maintaining a strong connection
among expatriates and their mother land and the education of Italian immigrants as a tool

of cultural and political influence and commercial diffusion'!.

The associations of mutual-help, which were organized by their membership,
had the objective of financially supporting its members in case of sickness, elderly
age and inability to work. Some received help from the Italian government and

9 «Réis» was the currency used in Brazil at the time. «Conto de Réis» refers to one million
réis.

10 Parand, Departamento Estadual de Arquivo Publico, Requerimento, 1900, p. 69.

11 P. Salvetti, Le scuole Italiane all’estero, in P. Bevilacqua, A. De Clementi, E. Franzina, Storia
dell’emigrazione Italiana, Roma, Donzelli Editore, 2000, vol. 2, pp. 535-546, in particular p. 5335.
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had the scope of characteristics of associations formed by immigrants and their
descendants. The foreign population that was assisted by the first mutual help
associations was formed by families that were settled in downtown Curitiba
and represented part of the emigrated Italian elite. They were linked to the
interest in spreading Italianita promoted by the Italian government, and were
concerned with promoting their culture. The associations shared national ideals
to affirm identity recognition, kept in contact with consular agents, traveled
frequently to Italy and guided the social and cultural life of the city'2.

According to Deliso Villa, in Italy, Italianita represented the interests of a
dominating elite that wished to mold the Italian nation. Therefore, the spread
of secular education proposed to be applied in schools did not correspond to
the reality and wishes of the colonials settled in rural areas, or yet, of great part
of the population that lived in Italy'3. Thus, the Italian associations assisted
a group of immigrants that came to the state of Parand with a very favorable
financial situation. The schools connected to these associations prescribed a
secular, liberal education based on the ideals of forming a state/nation. They
had a clear role and a specific characteristic, and thus became restricted to a
small portion of the emigrated Italian population.

Scuola Regina Margherita—the firstItalian school in Parand —began operations
in the year of 1893, ten years after the establishment of that association, under
the direction of the teacher Giovanni Pivato. This school counted with the
financial support of the state of Parana and the Italian government. According
to an attendance chart dated from March 31%, 1893, the number of enrolled
students was 25 of both genders. Children of Italian immigrants only attended
the school. That document indicates that Scuola Regina Margherita had very
low enrollment, represented by the small number of privileged Italian families
of downtown Curitiba. Thus, the consolidation of this school demanded that
those in charge made significant efforts to keep it open and thus guarantee the
financial support sent by the Italian government.

On February 7t, 1895, the board of directors of Societa Giuseppe Garibaldi
launched a «Campaign for Membership». The goal was to increase the number
of members, and consequently have more students for the school.

The beneficent Italian association, with the objective of increasing the number of members
as much as possible, so that the benefactor spirit of such association can be better achieved,
believes that, on the meeting that took place on January 6™ of 1895, we shall grant entry to
members who, for private reasons, had abstained from such a useful association. The only
condition imposed in order for them to be reintegrated as members is to enter, as determined

12 D. Bortolotti, Il Brasile Meridionale, Roma, Casa Editrice Alberto Stock, 1930, p. 361.
13 D. Villa, Storia Dimenticata, Porto Alegre, Est Editora, 2002, p. 135.
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by article 13 of our statute, without the need to pay a new membership fee. Therefore, you
are invited, if you choose to do so, to continue to be a part of our association, which offers
not only help in case of sickness, but also the right to send your children to the Italian School
established by this association'®.

From the very beginning, Societa Giuseppe Garibaldi performed all the
activities it was set out to do with its members. One of the first celebrations was
that of September 20, date on which Rome was taken by Garibaldi’s troops in
the process of Italian unification.

Still in 18935, this celebration was observed in order to remember the
conquests of the Italian state in the process of Unification, as cited in the local
newspaper «A Republica», on September 24,

Sociedade Giuseppe Garibaldi also celebrated the date — September 20t — with a banquet at
Hotel Lombardo followed by a splendid ball, which lasted until dawn, with great gladness
among all and great order, all guests leaving pleased by all the attention paid by the dignified
members of that beneficent association. The date marked by the unification of Italy — one
of the greatest conquests of our time, which brought attention to the immortal genius of
Victor Emmanuel and the names of eminent statesmen such as Cavour and Mazzini and the
generals ?iuseppe Garibaldi and Gialdini — was celebrated amongst us by the Italians who
live here™.

By the year of 1900, the Garibaldi Palace — name given to the magnificent
building that housed that association — was finished. In this same year, Scuola
Dante Alighieri began operations in that same building. Housing the Italian
school Dante Alighieri may have been a strategy to expand their schooling
initiatives, since Scuola Regina Margherita did not have a substantial number
of students. The building was made of an ample physical space and privileged
location, with several spacious rooms and located in the heart of the city.
The great location and structure of the building that housed this mutual help
association made evident the high costs for its maintenance. The associations
made several attempts to gather resources to support the school, such as hosting
parties, fairs and artistic performances. The following excerpt exemplifies the
event that took place on June 4%, 1899 with the purpose of raising funds to
support Scuola Dante Alighieri:

We published today a thank you message from the education center Dante Alighieri in the
appropriate section, for the generous support to the party that took place at Theatro Hauer
to benefit that same school. Double purpose had this great celebration: the support of the
Dante Alighieri School, in which the education of children of the numerous Italian colony

14 W.O. Trombini, Societa Giuseppe Garibaldi: lutas e conquistas, Curitiba, Edi¢des do
Autor, 2010, p. 136.
15 «A Republica», 1895, p. 1.
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awakens the traditions of their homeland, making them worthy representatives in this
State and contributing in a way to its prosperity and growth, and awakening the vocation
to gymnastics and fencing, which so highly contribute to the development of physical
education®.

In the year of 1900, Scuola Regina Margherita had an enrollment of 66
students, 51 of which were boys and 15 girls, children of Italians and some
nationals!”. According to a statistical report dated from 1902, Giovanni Pivato
taught at the school and assisted a total of 46 students!®.

The relationship between the Italian elite and the authorities of the state of
Parana was friendly. The presence of such authorities at the events that took
place during the first few decades of the 20™ century was always prescribed. On
November 7, 1904 the Italian Consul C. De Castiglio sent an official letter to
the Secretary of Education informing that, on November 11t there would be
a ceremony to present a Brazilian flag to the Italian school. He requested the
governor and his wife to be the flag’s sponsors!”. In the minds of the Italian
scholars linked to the Societa Dante Alighieri of Curitiba, the objective of the
school went beyond the teaching of reading, writing and math. It carried a
moralizing character, capable of forming values and molding childhood.
According to the newspaper, «La Sentinella D’Italia» of 1917, a school «is not,
and shouldn’t be, a workshop where the first elements of human knowledge
are taught, but a temple where the minds, hearts and character of the future
generations are forged»2’.

For this reason, all initiatives towards the development of the feeling of
Italianita made by the Italian associations were not restricted to the private
universe of these institutions. In an attempt to involve the entire city, the
Italianita was promoted through celebrations that reported the Italian and
Brazilian communities to the Italian national holidays. According to another
article printed in the newspaper «A Republica», on September 26, 1901, the
date of September 20t was celebrated as follows:

Last Saturday, a great festival took place, promoted by the respectable association
Giuseppe Garibaldi to celebrate the glorious date on which the garibaldian forces entered
Rome triumphantly. At 9pm, the excellent Italian-Brazilian band, directed by the brothers
Puglielli, played the Brazilian, Italian and garibaldian anthems, at the palace belonging
to the aforementioned association, which was filled with a large number of ladies and
gentlemen. The session was presided by the distinguished Italian consul, sir Giovanni Silva,
having as part of the table Mr. Pedro Bruno, president of the association, Captain Paulo

16 «A Republica», 1899, p. 1.

17 Report presented to Your Excellency Dr. Francisco Xavier da Silva, President of the State
of Parand, by Dr. Octdvio Ferreira do Amaral e Silva, Secretary of the State of Internal Affairs,
Justice and Public Education, on December 31%t, 1900, Typ. Livraria Econémica, Curityba, 1901.

18 Parand. Departamento Estadual de Arquivo Puablico. Oficio, 1902, p. 1.

19 Parana. Departamento Estadual de Arquivo Puablico. Oficio, 1904, p. 49.

20 «La sentinella D’Italia», 1917, cit.
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d’Assumpcao, Celestino Junior, our fellow journalist from the “Diario”, Pedro Violani,
Pedro Boquino and the representative of this newspaper. Following, the floor was given to
the knowledgeable and savant teacher Domingos Codega, official speaker, who discoursed
about the history of his beautiful and dear land - Italy — for one hour and twenty minutes>!.

The Italian elite was trying to immerse the city of Curitiba in the Italian culture
and made evident the consolidation of the plans by the Italian government,
including that of strengthening diplomatic relations between the two countries.

Every year, the date was celebrated with festivities filled with civic and
artistic activities. In 1904, during one of the celebrations of Italian festivities
promoted by Italian immigrants from downtown Curitiba, on September 20",
the presence of the students of Scuola Dante Alighieri was registered in addition
to other ethnic events around downtown.

Parties organized by the Italian colony took place yesterday with extraordinary cheerfulness,
to celebrate the most meaningful patriotic date for the children of beautiful Italy — the
Confederation of the small peninsular states into a strong and homogenous national body.
The official reception started the festive day at 11 o’clock at the Italian Consulate. Among
the participants, who enjoyed a live band playing at the residence’s gardens during the
ceremony, were the consuls, many members of the Italian colony and students of the
Dante Alighieri School, who were accompanied by teacher Miguel Grassani. [...] During
the day, the Italian Consulate, the Grande Hotel, the event halls and Italian commercial
establishments flew Italian flags??.

By having the schools represent the mutual association, the cultivation and
propagation of Italianita, which began in the classroom, was complemented by
the festivities.

Yesterday’s glorious date marks the anniversary of the splendid day on which Dante’s nation
was unified. A proper and brilliant celebration took place in this capital, organized by the
united and strong Italian colony that resides here. According to the program published
herein in the last edition, the dawn of September 20 was received with a 21-gun salute.
There was a reception at the residence of Mr. Consul Maximo Goffredo, and a parade
through our main streets, which included the musical band Giuseppe Verdi and the students
of the Dante Alighieri School. At 8pm, the Garibaldi association event hall hosted a large
number of families, who were there to hear the distinguished teacher Francisco Feola
perform a beautiful patriotic conference, which went along with the suggestive theme and
was frequently interrupted by warm applause®3.

Between the maintenance of Italianita and the good relationship with the
authorities of the state of Parand, the Italian school of Curitiba sought to
guarantee the teaching of the Italian language by adapting to the educational
needs and demands imposed by the Brazilian government as much as possible.

21 «A Republica», 1901, p. 2.
22 «A Republica», 1904, p. 1.
23 «A Republica», 1916, p. 2.
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According to his report, School Inspector Eneas Marques dos Santos had
attended the exams at the Italian school Scuola Dante Alighieri in November
of 1910 and verified the existence of 55 students**. Even though the only
teacher mentioned in the documents is the Italian teacher Miguel Grassani,
the participation in school exams proves that the teaching of the Portuguese
language was somehow being done in the Italian school. This condition allowed
for receiving subsidy from the government of Parana in the year of 1911%,
Until then, only resources sent by the Italian government supported the school.

During this time, the state’s Educational Regulations allowed for the opening
of private schools directed by foreigners, but mentioned nothing about sending
subsidies to foreign schools. Possibly, the financial help from the government
of Parana was achieved by requests made by the teacher, mediated by the very
Italian families who sent their children to school there.

In 1916, the school counted with two Italian teachers: Miguel Grassani, who
taught the boys, and teacher Brigida Feola, who taught the girls. According
to statistical information included in the report sent by Dr. Eneas Marques
dos Santos, State Secretary of Internal Affairs, Justice and Public Education
to the President of the State on that year, the school had an enrollment of 120
students®. As published in the newspaper on November 11%, 1916, Societa
Dante Alighieri performed the celebration of the September 20™’s Italian civic
date.

Today, at the kid’s chic theater, there will be a great presentation to benefit the Italian school
of this capital. For this purpose, a magnificent program was prepared in which the following
acts will be performed, the first by an amateur group and the others by the wonderful
students of the Italian school Dante Alighieri: “Quanda la patria chiama”; “Viva I'Italia”,
and a great variety show. This festival that celebrates the birthday of king of Italy Victorio
Emanuelle Il will begin at 7pm?’.

By briefly analyzing the calendar of Italian festivities celebrated by the
associations, one can verify that the artistic and literary manifestations
corresponded to a culture shared by the wealthy part of the population. In
his travel journal titled «II brasile Meridionale», Domenico Bartolotti made
a brief reference to the Italian elite of Curitiba. By affirming that only Italian
intellectuals could reflect a good image of Italy, he emphasized the significant

24 Parand. Departamento Estadual de Arquivo Publico. Oficio. 1910, p. 122.

25 Report presented to Your Excellency Dr. Francisco Xavier da Silva, President of the State
of Parand, by Col. Luiz Antonio Xavier, Secretary of State of Internal Affairs, Justice and Public
Education, on December 315, 1910. Curityba, Typ. d’Republica, 1911, p. 54.

26 Report presented to Your Excellency Dr. Affonso Alves de Camargo, President of the State
of Parand, by Dr. Eneas Marques dos Santos, Secretary of State of Internal Affairs, Justice and
Public Education, on December 315, 1916. Curityba, Typ. d’Reptiblica, p. 244.

27 «A Republica», 1916, p. 2.
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difference between the Italian immigrants who were settled in the agricultural
regions and those who lived downtown.

I nostri connazionali piu ragguardevoli risiedono in maggioranza nella capitale, dove
s’e formato um bel nucleo di intellettualita Italiana, com decisa influenza nell’ambiente
nazionale. Quello Che s’e verificato in questo paese induce a qualche melanconica riflessione,
poiché si dimostra ancora uma volta come La sola emigrazione manuale non possa conferire
prestigio ad una nazione. La nostra immigrazione in questo stato era constituita nei primi
anni esclusivamente di coloni, che non avrebbero mai reppresentato um peso morale, pur
migliorando La loro condizione e raggiungendo anche La richezza. E 1l concetto sul nostro
paese si sarebbe basato, come & avvenuto altrave, su questa emigrazione, ottima senza
dubbio, ma povera e sufficientemente ignorante”®.

The celebrations gained strength when associations came together and with
the participation of a very restrict group of individuals of Italian origin and
wealth.

The united associations of Giuseppe Garibaldi, Dante Alighieri, Victtorio Emanuelle III of
Ahq, Vittorio Emmanuelle II of the capital and Circolo Italiano, invited us to watch the
festivities that will take place on the 19™ and 20™ of the current month to celebrate the
great date of September 20, the 50 anniversary of the Italian Unification. These festivities,
which promise a lot of splendor, run according to the well-organized program that will
include: Sunday, 19 at 8:30pm, celebrating conference at the Garibaldi event hall, hosted
by teacher Francisco Feola, and a great ball; Monday, 20, 21-gun salute; at 8:30pm gala
function at Guayra theater, with the performance of the popular comedy in three acts of
Libero Pilotto, “Dall’ombra al sole”, performed by an amateur group. At intermission there
will be piano and singing performances. The Italian colony bursts with cheerfulness for the
festivities planned~”.

It is noticeable that the civic festivities were composed of programs that
included plays, balls and conferences about the Italian Unification. These
conferences were usually led by the consuls or the teachers that worked in the
schools, as quoted above.

According to the Report written by the School Inspector Heitor Borges
de Macedo, in the year of 1923, Scuola Regina Margherita was directed by
the Italian national Francisco Feola. Francisco Feola was also the secretary of
Regio Consolato Italiano of Curitiba and director for the newspaper Unione,
which, according to Bartolotti, was very efficient at promoting the Italianita®.
In that year, 68 students were enrolled, 28 of which were boys and 40 were
girls. Among those, 30 were in first grade, 16 in second, 12 in third and 10 in
the fourth grade’'.

28 Bortolotti, Il Brasile Meridionale, cit., p. 361.

29 «A Republica», 1920, p. 1.

30 Bortolotti, Il Brasile Meridionale, cit., p. 363.

31 Parand. Departamento Estadual de Arquivo Publico. Oficio. 1923, p. 98.
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It was also noteworthy that the celebrations of Italianita were completed
with a ball. Usually, the balls closed the program of civic celebrations or even
other festivals promoted by the associations. In April of 1929, the newspaper A
Repuiblica reported on one of the artistic festivals promoted by Circulo Italiano
di Curitiba. The ball marked the end of the performances:

Last Saturday, at the Societa Dante Alighieri’s event hall, Circulo Italiano hosted another
one of their beloved festivals, with a program filled with magnificent music, singing and
classical dance, in addition to a grand ball. The following ladies were part of such selective
program that greatly pleased the large audience: Yolanda Fruet, Helena Colle, Leticia Colle,
Zilia Quadri, Flora Prisco, Angelica Colle, Osminda Giampaoli, Maria Augusta Soares da
Costa, Olenska Mikozevvaka, and the gentlemen: Affonso Fruet, Carlos Frederico Pernetta
Venceslau Schvanzee and Antonio Mello. Also part of this artistic program was teacher
Felice Clory, who played the piano accompaniment, and maestro Romualdo Suriani, whose
baton directed an orchestra of 20 teachers. After several acts, which, as mentioned, were
immensely appreciated by the audience with the warmest applause, the cheerful ball began
and lasted until early dawn3?.

Thus, the associations sought to marry the teaching of the Italian language
and culture to the civic celebrations by means of artistic manifestations. The
role of the mutual help associations, however, who aimed at building the Italian
identity overseas, was not restricted to influencing the children. At the end of
the 1930, Societa Dante Alighieri opened an Italian language and literature
class at the Universidade do Parand.

According to the newspaper «A Republica», in April of 1929 the class had
a large number of participants and activities that were well connected to the
ideals of spreading the Italian culture.

The Italian language class, created at the perfect time in our capital by the Dante Alighieri
association, proceeds with regularity, always assisting a large number of students. Teacher
Dr. Francisco Stobbia has shown such endless dedication, with beautiful lectures to two large
classes that alternate on Mondays, Tuesdays, Wednesdays and Thursdays. On Fridays, as
previously published, the distinguished royal consul of Italy, honorable Amadeo Mammela,
hosts splendid conferences in the noble hall of the University, to which the students of both
classes can attend, along with a large number of graduates, academicians and journalists,
etc. Yesterday’s conference focused on the “Beginnings of art in Italy”. For a continuous
hour, the savant speaker held the attention of the audience, precisely developing the
details, evincing his extensive knowledge of the subject through each step of the extremely
interesting speech. He spoke about Architecture, painting, music, citing examples, recalling
names, describing monuments, characterizing styles, determining dates, everything in such
admirable synthesis, which profoundly held the attention of all listeners”.

In the 1930, several educational laws prohibited the creation and,
consequently, the operation of foreign schools in Parand. Those that did not

32 «A Republica», 1929, p. 4.
33 Ibid., p. 1.
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teach the Portuguese language, such as the majority of schools run by mutual
help associations, were closed. Yet, the Italian associations did not stop
fulfilling their important role in propagating Italianita in the state of Parana.
As a strategy, they linked the teaching of the Italian language and culture to the
undergraduate course, as an addition to the intellectual development of the few
individuals that were in the institution at that time.

2. The teaching of the Italian language in an agricultural colony: associa-
tions with the purpose of building an identity

Societa Italiana di Mutuo Soccorso Cristoforo Colombo was created on
October 15t, 1905. This association was located in the agricultural colony of
Alfredo Chaves, 15 miles away from the city of Curitiba. According to one of
its Statutes, the objective of this institution was to promote well-being, morality
and education, and its assistance was available exclusively to those who were
members. The statute, dated from the year 1909, stated that the association,
besides education, had medical assistance as one of its main purposes.
According to articles 11 and 85 of the statute®*, the members had the right to
receive subsidy for health treatments in case of accident, impossibility of work
or health treatments outside the former colony. For this reason, each member
must contribute with an amount of 1000$ réis monthly in order to be eligible
to use these benefits.

The Italian school Scuola Santo Antonio, which was partly supported by
the Italian government and partly by the members of the Societa di Mutuo
Soccorso Cristoforo Colombo, was characterized as a Regia Scuola Italiana —
one of the types of schools of the Scuole Italiane All’estero.

The Societa Italiana Cristoforo Colombo contributed to the propagation
of Italianita, according to the Italian State, professing the same nationalist
attributions that other Italian mutual-help associations did. Even though this
association was established within an Italian agricultural colony, it is important
to note that Italian immigrants that had a favorable financial situation
motivated its creation. Among the founding members, it is important to note
the participation of colonials that were involved in the industrial and business
activities, such as, for example, the Italian industrialist Francisco Busato and
the Italian businessman, Alpheu Puppi, owner of a dough factory and a store.
Puppi maintained a friendly relationship with the Italian consuls in Curitiba,
and had an Italian noble title, besides going on frequent trips to Italy. The close
relationship that he maintained with Italy motivated him to offer the teaching

34 Statuto Definitivo, 1909, cit., pp. 2-12.
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of the Italian language to his children, assisting and mediating the entire process
of organizing the Italian association in the colony and, consequently, the school.

The first information about the existence of this school dates of the year
1906 and appears in the chapter Le Scuole Italiane, by Carlo Parlagreco, in
the book I/ Brasile e gli Italiani. According to this document, the school had an
enrollment of 74 students that year3’.

Although the statutes did not greatly guide the operations of an Italian
school by that association, we know that the classes were taught exclusively in
Italian, meeting one of the criteria of the Scuole Italiane All’estero. The network
of Italian schools maintained abroad by the Italian government ordered that
a Régia Scuola Italiana must operate similarly to those in Italy. They would
receive the material from the Italian government, follow an official school
program and the teacher must hold a title that was still regulated in Italy.

The teaching of the Italian language at Scuola Santo Antonio contributed to
the propagation of Italianita. Among the books used by the teacher Giovanni
Batista Lovato to teach the language, a book that combined reading and math
stood out. Published as one, the first part of the book focused on teaching the
Italian language. It was titled Primo Grado di Letture al Fanciullo Italiano, by
Giulio Tarra. It included the following content: conversation in Italian, family
correspondence, dramatic dialogues (tales), thoughts and poetry. The second
part of the book was specific about math, and was divided into 20 lessons,
under the title Instruzione Ragionata sul Sistema Metrico Decimale ad uso delle
scuole elementari e commerciali del Regno D’Italia, by Niccolo M. Introna.

This was possibly not the only book used by the teacher. Others might
have been delivered by the Italian Consulate, especially Italian History and
Geography, since this was a school supported by the Italian government.

According to Salvetti, the Scuole Italiane All’estero must promote the
teaching of the Italian language and spread the Italian culture, as is the liberal
perspective of the Italian state:

The schools were mandated to provide a “liberal and strictly Italian education.” The directive
applied specially to Italian schools of religious missions abroad, which were noticeably
hostile to the new liberal State because of a Roman matter that was still unresolved: if they
intended to make use of government subsidy, they must accept programs, textbooks and
inspection from the government”°.

On November 24, 1910, teacher Giovanni Batista Lovato, also a member
of the Societa Italiana di Mutuo Soccorso Christoforo Colombo, reported the
opening of a private Italian school in the «proximity of the village» with the
purpose of requesting financial help to the government of Parana.

35 Parlagreco, Le scuole Italiane, cit., p. 800.
36 Salvetti, Le scuole Italiane all’estero, cit., p. 537.
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Jodao Batista Lovato states that, since they maintain a private Italian school in the
surroundings of Villa Colombo with an attendance of forty-two students, as made evident
by the documents attached, we respectfully come to request that Your Excellency shall grant
a monthly subsidy in the amount of sixty thousand réis, according to current law, with the
commitment to teach twenty students at no charge®’.

The government’s reply to the Italian teacher’s request was negative, because
the school did not teach the Portuguese language. One of the first educational
legislations about mandatory teaching the vernacular language in private
schools in Parana was Law n. 365, of April 11", 1900. This law outlined in
article 20, the mandatory teaching of the national language as a requisite for
private schools to obtain subsidy from the state, specially the foreign ones. The
school maintained by Societa Italiana di Mutuo Soccorso Christoforo Colombo
did not meet such criteria, since it had amongst its main purposes the spread of
Italianita by means of the exclusive teaching of the Italian language. Without
financial help of the Brazilian government, the school continued its operations
with financial help of the Italian government and of the few Italian families who
sent their children to that school.

Final Considerations

The perspective of interpretation that seeks to understand the efforts of the
mutual-help associations in the construction, propagation and perpetuation of
the feeling of belonging to the Italian ethnicity is extremely historically relevant.
Considering the amount of document sources about the matter, we recognize
the limitations of this analysis, which sought to demonstrate how mutual-help
associations, by means of their ethnic schools in Parana/Brazil, acted in the
propagation of Italianita by promoting the teaching of the Italian language and
culture, and celebrating the Italian civic holidays.

By appealing to the formation of a national conscience by means of secularly
teaching the Italian language and culture, the ethnic schools linked to mutual-
help associations contributed greatly to the process of preservation and
propagation of Italianicity.

It is also noteworthy that the associations analyzed here were planned and
maintained by members of an Italian elite that had emigrated in the end of the
19t century, and that was composed of businessmen, industrialists, artists and
scholars.

Despite the different tactics used by the mutual-help associations to Italianize
the city of Curitiba and expand education as a tool to instill the feelings

37 Ibid., p. 25.
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of ethnical belonging to the Italian nation, by the end of the 1930s — when
mandatory nationalization was propagated — all those schools had been closed
down.
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Introduction

On a stretch of over 330.000 km2, bask in a gentle and generous sun:
Romania’s plains, hills and mountains; rivers flow from the source to their
mouth, for 2000 years there live here men of superior spirit, tougher in their
needs, and smarter than all the other nations which have oppressed them

* This research was possible due to a Fellowship to Georg Eckert Institute for International
Textbook Research Braunschweig, 2013. Aknowledgments: I would like to thank Anca Caramelea
and Emilian Ghita for helping me with the English version.
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and tried in vain, for centuries on end, to make them forget their nation and
language!.

Taken from a geography textbook, the fragment above speaks more about
political ideology than it does about geography. It describes an exceptional
nation faced by a hostile historical context, and situated in a unique geographical
environment, which comprises of all types of landform.

In this article I will analyse how the territory is represented in Geography
textbooks, focusing on the main elements that fuelled the national mythology
(shape, position, landform), the residents (Romanians and others), history and
economic development models. The working hypothesis is simple: geography
textbooks have contributed to the political project that aimed to build the
nation and a sense of national solidarity, creating certain social representations
of territory and population in order to legitimise the two, but also with the
purpose of making the nation better known to pupils, seen as future citizens.

As part of my methodology, I have used discourse analysis, deconstructing the
textbooks’ content to identify what is taken for granted, valorised or regarded as
unimportant, and visual analysis in order to determine the ways in which visual
material is employed?. The corpus of texts included in the research comprises
of 35 Romanian geography textbooks for secondary and high schools, written
between 1864 and 1945. Unfortunately, it has been impossible to identify a
comprehensive list of textbooks printed in the period under examination. It
is important to notice that, while textbooks were written by secondary school
teachers or by or university professors, they could not be printed and used
in schools without formal approval from the Ministry of Education, and this
could be obtained only if the textbooks were in line with the Education policy
promoted by the state.

1. Political context

The research spans the period between 1864 and the Second World War. It
has been a period of profound political changes, with dramatic consequences
on Romania’s status and territory, but also a period of economic, social and

I N. Cantuniar, Romdnia pentru clasa IV secundard, Craiova, Institutul de Arte Grafice
SAMITCA, 1919, p. S.

2 ]J. Nicholls, Methods in School Textbook Research, available on: <http://centres.exeter.
ac.uk/historyresource/journal6/nichollsrev.pdf>, (accessed: April 17, 2014); H. Bourdillon (ed.),
History and Social Studies. Methodologies of Textbooks Analysis. Report of the Educational
Research Workshop in Braunschweig (Germany) 11-14 september 1990, Amsterdam-Lisse, Swets
& Zeitlinger B.V., 1992; E. Pingel, UNESCO Guidebook on Textbook Research and Textbook
Revision, 2™ ed. revised and updated, Paris-Braunschweig, UNESCO-Georg Eckert Institute for
International Textbook Research, 2010.
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cultural transformation. The theme of national identity has been a constant
concern for the political establishment over the course of this period, as a result
of frequent territorial changes which led to the annexation of a population
which for centuries had been the subjected to foreign political regimes.

Romania’s history is dominated by «the national question», a political
project aiming to unite into a single state all territories inhabited by Romanians.
This project has been brought to completion in two phases: 1859 and 1918. In
1859 two Romanian provinces, Wallachia and Moldavia were united to form a
new state: the United Principalities (later named Romania). Politicaly, Romania
was under the suzerainty of the Ottoman Empire until 1878. Then, after the
Russo-Turkish war of 1877-78 and the Treaty of Berlin (1878), it gained not
only independence, but also the province of Dobruja. Internally, the period
after 1859 witnessed the creation of the Romanian state and the institutional
architecture. At this time, there was a sustained drive to modernise society, in a
bid to achieve cultural synchronization with the West.

In 1918, Romania gained other territories inhabited by Romanians:
Transylvania, Bessarabia and Bukovina. The creation of Greater Romania
became an accomplished goal. Romania’s territory and population almost
doubled, but the annexation of territories very different in terms of ethnicity,
religion and culture posed a number of challenges to the Romanian elite.
Integrating newcomers into the nation state would succeed with the help of a
series of policy initiatives starting in the 1920s.

The 1930s experienced a weakening of the democratic regime. An increasingly
authoritarian monarchy and ultra-nationalist, anti-Semitic far right movements
came to dominate the political stage, as they did in many other European states.
The year 1940 brought amid the turmoil of the incipient Second World War,
the loss of various territories: south Dobruja was ceded to Bulgaria, Bukovina
and north Bessarabia were given to USSR, and Transylvania to Hungary. Of
these, only Transylvania was reunited with Romania after the end of the Second
World War.

2. National geographic mythology, as presented in textbooks

A predestined geographical position. According to one of the theses of
Romanian geographical mythology®, Romanian land has a number of qualities
which individualize it and bestow upon Romanians an exceptional destiny. One
such a quality came to be known as the «predestined geographical position»,

3 L. Boia, Istorie si mit in conitiinta romdneascd, Bucuresti, Humanitas, 1997, pp. 148-150;
M. Coman, Spatiul romdnesc — interpretarea teleologica a geografiei istorice, «Revista istoricid»,
n. 1-4, 2006, p. 55.
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Romania’s allegedly perfect location on the globe: halfway between the Equator
and the North Pole, in the middle of the temperate zone, in the heart of Europe,
in the centre of the northern hemisphere where the civilized people live®.
Many authors associate this position with various advantages, from climate
to culture or economy. But most important are the political consequences. The
geographical position gave a historical sense to Romanian people, turning it
into the «bulwark» of Western Europe, the obstacle in the way of nomadic
peoples heading towards the West. It sacrificed itself for the peace and welfare
of Western Europe which in turn showed it a «special consideration»>.

Several authors also mention the negative aspects deriving from the
geopolitical situation of Romania, located «in the most perilous part of Europe»,
straddling the path of the nomadic peoples as they made their way westwards,
which explains «many of our minuses today»®, but even in their case, the final
point of the argument is to highlight the exceptional nature of a people which
endured so much along its history.

Natural borders. The border defines a political entity, shields it from
enemies, protects it from potential invasions, and prevents the displacement of
the Romanian element’. One author even assigns it a «spiritual character»8, a
feature which emphasizes the idea of concentrating the population of the same
ethnicity and ensuring cohesion among brothers.

Natural borders the Carpathians (though they cease to be a frontier
after 1918), the Dniester, Tisa, Danube and the Black Sea are presented as
constant landmarks in Romanian history regardless of the changes suffered
by the territory of the country. The issue of natural borders has fuelled one
of the theses of national geographical mythology, and, as such, permeates
geography textbooks. The fascination with natural boundaries has at least
two explanations. Firstly, it brings into discussion the idea of a predestined
space which is much easier to describe if delimited by natural borders’. In this
case, natural borders confirm a legitimate order and the morality of territorial
claims; between the people and territory there is a perfect overlap. Imagination
assigned various functions to landforms through imagination: they ensure
cohesion between people of the same ethnicity, they protect from enemies, and
they separate different nationalities and Romanians from their neighbours. A
second explanation could be that natural borders can be much easier defended

4 LV. Luca, Geografia Romaniei pentru uzul clasei Il1-a secundara, normala si seminarii,
Botosani, Ed. B. Saiddman,1930, p. 3.

5 1.G. Tufescu, Curs elementar de geografie. Romania si terile locuite de romani, pentru clasa
IV secundara, ed. 11, lasi, Ed. tipografiei H. Goldner, 1902, p. 4.

6 N. Ceausianu, Romania pentru clasa IV gimnazii si licee comerciale, ed. 1, Bucuresti, Cartea
Romaneasca, 1938, p. 5.

7 T. Biju, Geografia Romaniei pentru clasa IV secundara si normald, Bucuresti, Cultura
Romaneasca, 1935, p. 10.

8 Luca, Geografia Romaniei pentru uzul clasei I11-a secundara, normala si seminarii, cit., p. 8.

9 L. Boia, Pentru o istorie a imginarului, Bucuresti, Humanitas, 1998, p. 203.



A SCHOOL SUBJECT SERVING THE NATION. GEOGRAPHY TEXTBOOKS IN ROMANIA (1864-1945) 159

than the conventional ones, and in this respect the Carpathians, the Danube
and the Black Sea are some of the safest landforms.

The shape. World War I has led to «the national ideal» and the union of
territories inhabited by Romanians inside the borders of a single state. The
Great Union was presented in textbooks as a historical goal which sought
«Dacia’s restoration», and was meant to give continuity and a sense of historical
background to the new state, as well as to validate the political project. As a
consequence of political events, the map of Romania has changed its shape and
took on «the most pleasing geographical form». Something that was nothing
more than a simple feature was quickly transformed into a quality and «put to
use» by the authors of textbooks. All textbooks published after 1918 make a
point of mentioning the switch from an irregular shape, which was difficult to
defend - often compared to a «boot», or «saggy shoe» — to a more regular and
more easily defensible one, resembling a circle. Beyond the aesthetic qualities,
the new aspect predicted Romania’s role «of the most important country in
the central and especially southeastern part of our continent»!?, Resorting to
the simplified and stylized form of the borders, the authors provided a visual
representation of Romania which had the advantage of being easily grasped,
assimilated and reproduced by students. The metaphorical use of a geometric
shape to suggest the country’s personality profile is not specific only to
Romania'l, but the perfection of the circle was a lucky coincidence used to
emphasize once more the very special character of Romania. Metaphors are
inherent when discussing the shape. Comparing the country to a round bread
or to a medal served to provide visual representations of elements familiar to
students. The choice of the two items is meant to evoke the country’s ability to
feed its population, an idea also found in the same textbooks, or the notions
of merit and reward encouraged by the state, which structured the education
system.

3. A landform that determined the political destiny of the nation

Textbook chapters dedicated to physical geography provide a description
of Romanian landscape meant to facilitate knowledge of the national territory.
But this goes beyond the description of landforms: textbooks also construct an
image of the Romanian land, projecting onto it a series of qualities, cultural
meanings and collective significances. Romanian landscape will become a source

10 'V, Hilt, Romania economica, pentru clasa VIII-a superioara de comert, 1% ed., Bucuresti,
Cultura Romineasca, 1938, p. 3.

11 E. Weber, L’Hexagon, in P. Nora (ed.), Les lieux de memoire, Vol. II: La Nation, Paris,
Gallimard, 1986, pp. 97-98.
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of «collective identification»!2, a means of defining national identity intended

to form a bound between student and territory, and to support the political
project of national identity and nation building. Natural environment occupied
an important place in definitions of national identity in other spaces, as well,
and the phenomenon should be seen in the cultural and political context of that
time!3.

A number of qualities are assigned to Romanian land which gives it a unique
character and renders it special among other countries. These qualities will
feed the national geographic mythology and will continue to be a part of the
mental image of Romania well beyond the period featured in this research. The
beauty, variety, regularity and harmony of the various landforms are presented
as elements which transform Romanian landscape into a special case in Europe
and the world. Romanian landscape presents a «rare» symmetry which «is
worthy of admiration»'. Its quality distinguishes it, offering an element of
authenticity: «Romanian land is built symmetrically and more harmonious
than any other land on the planet»'®. Symmetry pleases the eye, but aesthetic
satisfaction is of secondary importance, for it serves to unite the parts into a
whole: «a geographic unit, a real whole which cannot be separated, decisively
influencing the entire development process of Romanian people»'®. The notion
of «geographic unit» used in relation to the Romanian land makes its way in
textbooks after the Great Union and is associated with a political dimension:
political unity had to be supported by the unity of Romanian land, in order to give
more weight and credibility to the process of nation building. Also, geography
is used to transform the man-made act of the Union into a consequence of
the divine act which created nature. Statements about Romania, stating that
it is a whole «which cannot be separated» and which determines «a unifying
existence for all Romanian people»!” abound in textbooks published after 1918.
They are in line with the mechanism of national thinking and bring forward a
symbolic link between nations and their natural environment, which historian
O. Zimmer called a naturalization of the nation. «Resting upon a notion of
geographical determinism, this perspective views the natural environment as

12 Q. Zimmer, E. Kaufmann, In search of the authentic nation: landscape and national identity
in Canada and Switzerland, p. 1. Also available on: <http://eprints.bbk.ac.uk/4214/1/4214.pdf>
(accessed: December 18, 2014).

13 See Zimmer, Kaufmann, In search of the authentic nation: landscape and national identity
in Canada and Switzerland, cit.; Nora (ed.), Les lieux de memoire, cit.

4 G.M. Rascu, Geografia Romaniei pentru clasa 1V secundara, Chisinau, Tipografia
Eparhiala, 1924, p. 10.

15 S, Mehedinti, V. Mihiilescu, Romdnia, XIV™ ed., Bucuresti, Socec, 1937, p. 27.

16 Gh. C. Teodorescu, Geografia Romaniei pentru clasa 1V-a secundara, I* ed., Buziu, Ed.
Autorului, 19435, p. 10.

17 N. Gheorghiu, 1. Simionescu, Romadnia pentru clasa 1V-a, IVt ed., Bucuresti, Cartea
Romaneasca, 1937, p. 21.
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doing more than expressing certain national virtues and characteristics» 8. The
author assigns nature with forces of moral and spiritual regeneration, necessary
for the nation’s existence.

Landforms have brought many benefits to Romanian people: the
Carpathians and the Danube defended them from invaders, the Danube opened
a road through mountains, placed them «in direct communication with the
Occident»'? and tied Furope and Asia. Economic benefits obtained from them
served both Romanians and foreigners: the plains were the granary of Romania
and «the foreign countries» alike?. The Carpathians and the mountain valleys
have contributed to the preservation of Romanian national identity: «Hugging
the mountains, our people held their unity; it isolated itself, maintaining its
ancient cleanliness»?!. The valleys were «natural fortresses which kept the seeds
of national life; from them people started flooding the lowlands after barbarian
hoards ceased to pass»??, and they have maintained the old Romanian
tradition??. For some authors, the symbiosis between the land and people is
perfect. Not only does landform make possible the union of Romania, but it
lends characteristics and virtues to its inhabitants:

Our rivers flow regularly, over in Bulgaria they only have undecided courses, twisted, as if in
doubt to where they should flow, in some places they hide of daylight: who could say, then,
that there is no connection between the people and the land it inhabits!”

According to textbooks, physical geography cannot be separated from the
people and their history. The description of landforms brings into discussion
historical events which had occurred in those places, legends, myths and specific
memories of ancestors. From one of the authors we learn that «there is no peak
or valley, for which the people do not have a legend to tell. Princes and saints,
almost all had an event connecting them to our Carpathian»2°. Through history
and heroes, the land was invested with powerful emotional connotations, liable
to strengthen student attachment to territory and the link between community
and its landscape. It was, at the same time, an effective method by which
students refreshed their knowledge of history. Landforms are more than a
neutral framework for the development of historical events, they are said to

18 Zimmer, Kaufmann, In search of the authentic nation: landscape and national identity in
Canada and Switzerland, cit., p. 6.

19 G.M. Murgoci, I. Popa Burcd, Romdnia si tarile locuite de romani Manual de geografie
pentru usul clasei 1V secundare, 11" ed., Bucuresci, Institutul de Arte Grafice Carol Gobl, 1902,
p. 110.

20 Ceausianu, Romadnia pentru clasa IV gimnazii si licee comerciale, cit. p. 55.

21 Ibid., p. 18.

2 Ibid., p. 52.

23 Gheorghiu, Simionescu, Romdnia pentru clasa 1V-a, cit., p. 61.

24 Murgoci, Popa Burca, Romania si tarile locuite de romani, 11" ed., cit. p. 133.

25 Tufescu, Curs elementar de geografie. Romania si terile locuite de romani, pentru clasa IV
secundara, cit., pp. 10-11.
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«provide the unique and indispensable setting for the events»2°. In this regard,
mountains sheltered the residents and offered a number of advantages in battling
the enemies. The valleys have maintained the circulation of the Romanian
national element and made possible the establishment of medieval political
units (Moldavia and Wallachia). Dragos and Bogdan followed the course of
the valleys when they arrived to found Moldavia, and it was also through the
valleys that Negru Voda came from Transylvania to found Wallachia.

4. Rural Romania vs. urban Romania

The predominantly?” rural and agricultural character of Romania is present
in all the analysed textbooks. Since the late nineteenth century, but especially
in the interwar period, the cultural trends that extolled the virtues of the rural
world and village life have dominated Romanian literary and social life. The
dispute between supporters of the rural world and those of urban living seemed
to end, at least on a discursive level, with the victory of the former. In this
cultural context, dominated by a strong rhetoric against urban space, must be
seen the discourse on rural and urban world in the human geography chapter.

Rural world was seen as the repository of public morality. The argument was
framed in this way: marriages are more numerous in the rural areas, and there
are fewer in the cities?®; moreover, illegitimate children are more numerous
in the city?”. The morality of rural world is reflected in the higher birth rate
in rural areas, which proves that «the rural population is more vigorous and
leads a purer life than that in the cities»3°. The number of illegitimate marriages
in rural areas is not a reflection of people’s immorality, but is due to the state
of poverty they face. Some authors accept a certain decline of the peasant’s
morality. However, this is due to the contamination of the village life with
urban or foreign elements that led to «the alteration of the habits, following
the introduction of railways and other forms which have contaminated the
formerly pure household»3!.

26. A.D. Smith, Myths and Memories of the Nation, Oxford, Oxford University Press, 1999,
p- 150.

27 In 1859, 85% of the population lived in rural areas and in 1912 the percentage was 82. Cf.
K. Hitchins, Romdnia 1866-1947, Bucuresti, Humanitas, 1994, p. 164.

28 C. Calmuschi, Geografia Romaniei si a terilor vecine locuite de romani, I ed., Ploesci,
Stabilimentul Progresul, 1897, p. 141.

29 Ibid., p. 142.

30 Tufescu, Curs elementar de geografie. Romania si ferile locuite de romani, pentru clasa IV
secundara, cit., 98.

31 S. Mehedinti, Romadnia pentru cursul secundar, Bucuresti, Viata romaneasca, 1921, p. 206.
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The village was said to offer better living conditions compared to the city.
Some cited as evidence the higher mortality rate in the city>?, but some authors
were not shy about introducing some arguments without any scientific support,
such as the fact that peasants «age more slowly than the urban residents» 33, Life
in the village, used to suggest historical continuity, bears the mark of virtues
inherited from ancestors: it is «patriarchal», «a simple, healthy life, as inherited
by Romanians from their ancestors», «recalls the life of the old Dacians»3*.
In the context of demographic fears (invasion by immigrants, the reduction of
native elements) present both before and especially after 1918, the villages are
seen, due to increased birth rate, as «a source of regeneration»>’ which ensures
the existence of the Romanian people.

The depiction of the Romanian peasant as the bearer of spirituality, tradition
and history is something that goes beyond textbooks. The village is the keeper
of traditions, including an archetypal way of life which encompassed all values:
«in villages, they have kept the costume, customs and the old way of living, so
morality is still quite strong; here, family is stronger, life is chaste, and vices less
numerous than in towns»3¢. The many customs and traditions present only in
rural areas make up a rich folk culture, an oral and imaginative one. However,
the geographers bear a great burden, for they must reconcile aspirations and the
label of ‘educated nation’ that they often use, with a social reality dominated by
a massively illiterate rural society. Simion Mehedinti develops his own theory
about the meaning of the term «cultured», one adapted to the Romanian case:
«If a population is large and healthy; if work and economy flourish, and life
is honest and pious, that people is called strong and very educated, even when
only a few know how to read and write»3’.

The textbooks are competing to highlight the peasants’ love for work,
their pleasure felt out in the fields. Nothing diminishes their enthusiasm to
work their land, not even a hot day, at the end of which: «they return to their
homes in the evening singing and joking»3%. Some authors state that they only
approached the topic of work in order to dismantle some accusations unjustly
brought against the peasants. 1. Tufescu rejects as slander accusations that the
peasant is lazy, careless and fond of alcohol, which some said were the causes
for his miserable life. «The laziness of our peasant is pure slander, concocted by
speculators who live from the sweat of his brow»3°. Moreover, the argument

32 Calmuschi, Geografia Romaniei si a terilor vecine locuite de romani, cit., p. 142.
3 Ibid., p. 149.
34 Hilt, Romania economica, pentru clasa VIII-a superioara de comert, cit., p. 78.
35 Gheorghiu, Simionescu, Romdnia pentru clasa 1V-a, cit., p. 112.
6 Tufescu, Curs elementar de geografie. Romania si terile locuite de romani, pentru clasa IV
secundara, cit., p. 103.
37 Mehedinti, Romania pentru cursul secundar, cit., p. 205.
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is made that the number of days worked by Romanian peasants is greater
than that of the peasants in Western Europe. Another author, endowed with
more critical thinking, admits that the peasant is working hard, but, he notes
that «his work does not follow the order of civilized countries, where the man
works all year round»*’. Some other authors blame the so-called laziness on
«political and economic circumstances of the past, for peasants have worked
and produced wealth for others»*!.

Ataglance, itwould seem there are certain topics that are presented accurately
and without distortions, such as the appalling state of healthcare in rural areas.
This could not be denied, nor presented in a better light, for campaigns from
physicians and other social-professional groups depicted a reality that could
not be challenged too easily: many of the conditions in rural world were due,
inter alia, to poor health services. Nevertheless, textbook authors present
only half of the truth: they admit that bad healthcare is a constant in rural
world, but conclude that it does not affect the peasant’s health, for climate, an
«environment» and genetic background have a positive impact on it. Only one
author attributes to poor sanitation (among other factors), the many diseases
and even degeneration of the peasant: «the peasant’s size diminishes every year,
and bodily weakness increases»*2.

Village descriptions are replete with metaphors and figures of speech in an
attempt to suggest the idyllic atmosphere which surrounds it: «a mysterious
and sweet silence, interrupted only by a whistle, a song or a bark, our villages
have a pleasant and attractive appearance»*’. The negative elements affecting
the village are blamed on political authority — bad roads, poor sanitation, and
lack of public services — not on the rural community itself.

The city is emerging in contrast with the village. If the latter has a «millenary
history», the former starts on lower positions because of its recent history. One
myth, which enjoyed a long career in historiography argued that urban growth
especially that of large cities generates violence and crime**. This myth is not
absent from geography textbooks. The city is painted in bleak terms, causing
fear: human agglomerations degrade morals and health, alienate, prompt
to suicide, and generate social problems. «Misunderstandings and family
misfortunes, incurable diseases and pellagra, love [sic], a hectic life [...] misery,
drunkenness and mental issues»** are identified as social problems specific for
this type of settlement. Radical conclusions of authors deemed the city as an

40 Mehedinti, Romania pentru cursul secundar, cit., p. 206.
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44 E.A. Johnson, Urbanization and Crime, Germany 1871-1914, New York, Cambridge
University Press, 1995, p. 158.

45 Calmuschi, Geografia Romdniei si a terilor vecine locuite de romani, cit., p. 144.
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environment less propitious to life (and argued that mortality rates exceeded
those of rural areas). The presence in large number of foreigners, a leitmotiv of
all the textbooks, fuelled the discourse on immorality and the dangers of urban
world. Cities multiplied with the arrival of villagers and foreigners: «the latter
have invaded from elsewhere, finding here hospitality, safety and the possibility
to earn a living easily and abundantly»*¢. The description of the city portrait
in geography textbooks overlaps with the one circulated by writers, physicians,
social reformers, and teachers, indicating that themes and clichés of anti-urban
rhetoric so present in Romanian society were being liberally borrowed.

Certain merits are recognized to the city, ironically, by those who advocated
the primacy of rural world: living was said to be active and intelligent, easy
and comfortable, parties and opportunities for entertainment abounded*’. The
urban world’s accelerated pace has left its mark on some fields such as trade
and industry, but holds a less pleasant reverse «a life full of struggle»*3. Perhaps
the most notable contribution recognized to cities is that they made possible
the alignment of the Romanian society to the values embraced by the western
world, an arduous endeavour of the authorities and the elite. Following Western
models, the city is open to ambitious ideas. «The townspeople have adopted
the Western civilization along with clothes, the way of living and good or bad
habits of Westerners, so they almost do not differ in any way from them»*’.

The urban planning process and endowment with public institutions,
transformations known by the urban world starting with the second half of the
nineteenth century and which led to the replacement of an oriental appearance
with a western one, are mentioned in textbooks. The slow pace of modernization
of provincial towns in comparison with the capital displeases some authors
who deplore the absence of certain utilities, like sewage, running water, the lack
of public buildings.

5. An agricultural or industrial country?

Rural-urban duality finds an echo in the two divergent economic development
models: one based on agriculture, the other on industry. Agriculture is presented
as the main occupation of the inhabitants. Historical evidence for the cultivation
of wheat and animal husbandry, presented in some textbooks is used to
justify the continuity of historical occupations and perpetuate the image of an
agricultural Romania. The primacy of this branch of the economy is supported

46 Gheorghiu, Simionescu, Romdnia pentru clasa 1V-a, cit., p. 114.
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secundara, cit., p. 103.
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by some real elements (such as the fact that it generates more income than
industry, at least at certain times), but also by false arguments: e.g. Romania is
one of the world’s greatest granaries®’, or agriculture is a safer occupation in
comparison to industry®!. In the didactic literature of the 1930s, one may notice
a change of perspective with regard to industry, which starts to be associated
with development and progress. Romania’s industrial achievements start being
mentioned in textbooks, but in the absence of an industrial tradition and some
significant results, they are reduced to crafts and small businesses. The authors
explain the backwardness of industry and agriculture by the tumultuous history
or the uncertainty of times, not by the human factor. In many textbooks, the
present economic situation becomes secondary, references to it being eclipsed
by those on the future, by the ambitious projects anticipated by the authors, an
attempt to move the reader’s attention from a not very satisfying present to a
promising future to which students are expected to contribute.

Regardless of the economic options presented, textbooks agree on one
thing: Romania possesses abundant resources, being a country «endowed by
Fortune»>2. The country’s riches have often fuelled exaggerations and untruths
and have offered the opportunity to stress again the exceptional character of
the nation: «a land of plenty, sought by the powers trying to get their hands
on it, which fought over it»3. The soil is productive, the fame of its fertility
has spread abroad, and one of the authors is recalling the intentions of Britons
to purchase Romanian soil**. The subsoil also abounds in riches, according to
most authors, but their limited enumeration of oil, coal, mineral waters and
construction materials does not support the claimed abundance. It’s the union
with Transylvania (1918) whose subsoil had more valuable minerals (such as
iron, gold, silver, zinc) which transforms these claims into reality, offering a
more solid footing for the eulogistic discourse on Romanian subsoil.

Autarchy, reducing the economic dependence on foreign states is the ideal
which Romania is admonished to follow after 1918, and the discourse regarding
the richness gives the illusion that this would be possible without too many
sacrifices from the people. This is joined by an increasingly statist vision which
ranges from economic interventionism to more radical solutions such as the
nationalization of industry.
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6. The portrait of the Romanian

After the territory, the theme of inhabitants — Romanian citizens or
minorities (before World War I, minorities in Romania enjoyed no political
rights) — occupies the most important place in textbooks. The student must
know the people who dwell on the territory of which he is a part, must know
their characteristics, and, if possible, to acquire those traits going beyond the
individual sphere and becoming identity matrices. The portrait of Romanians
depicted in geography textbooks lends them exceptional features, overlooks
deficiencies and shortcomings, highlights the status of the Romanian among
other nations and suggests its superiority: «His open and sharp mind, his ease
in acquiring any skill, the power of labour and economy, a deeply hospitable,
religious and just spirit are all special qualities and prove our superiority even
over the educated and civilized element among us (the Germans)»>°. In many
textbooks, the Romanian is synonymous with the Romanian peasant. After
all, rural life and the peasant had become the defining elements of Romanian
national identity. This has been fuelled by the most popular theory of the time,
which stated that the true Romanian population lived in villages, not in cities
where the national character was altered by minorities, corroborated with the
fact that over 80% of the population lived in rural areas.

Most authors opt for the same traits in the characterization of the Romanian/
peasant pointing to common imaginary and stereotypes. The portrait is
emerging as: very hospitable, tolerant, very patient, cheerful, kind and affable,
honest, gentle, skilled, religious, forgiving, respectable, smart, intelligent, lively,
hardworking, diligent, brave and «death defiant»¢, showing wit and «love of
variety»°’.

Some negative elements discreetly slip into the portrait, but with minimal
effects on the exceptional character: violent when losing their patience, talkative
among friends, suspicious of strangers, getting enthusiastic really quickly, but
also dejected with equal speed, taking hasty decisions’, illiteracy. The bad
habits on which there is no doubt, are written off as irrelevant: «Drunkenness,
which is widespread among the peasants, must be considered more like a bad
habit, than an act of immorality»>°. Alcoholism has been identified by the state
and social reformers as one of the problems faced by the rural world, therefore
there was no doubt about the existence, extent and negative consequences of
this affliction. However, the authors are quick to point out the non-permanent
nature of this custom: «when they have what to drink, they do, when they do not
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have, they abstain»®’. A quantitative argument is also invoked: the much lower
number of drunkards in comparison to «the barbarian Russia and the civilized
England»®!. Although vague, the argument was likely to reassure accusers and
show that this phenomenon is not exclusively Romanian, but rather generally
human, and is not related to the economic and cultural development of a nation
since it can be found in Russia and England alike.

The historic heritage of certain qualities (intelligence, a characteristic of
the Latin race) connects the ancestors and the Romanian people, and places
a number of responsibilities and expectations on the fortunate heirs. The
complex of not being a part of the great culture and the cultural gap separating
Romanians from the West is compensated through the ability to capitalize
on the contributions made by older civilisations through talent, skill and
intelligence, rendering them «capable to assimilate all ideas and knowledge of
old civilizations, to formulate new ideas and principles, to make discoveries in
sciences and inventions in mechanics. In truth, there is no human science or art
in which Romanians do not excel as soon as they start studying them»®2.

The emphasis on the virtues and special features of Romanians is not an
expression of mere desire for prominence, but represents a more sweeping
political statement, with consequences on the historical and the political
destiny of the people. «These qualities have maintained the ethnic unity of
the Romanian people. The sharp judgement and the working dexterity have
strengthened it»%3, stated a 1930 textbook.

7. The others

Minorities are the subject of a special chapter in the geography textbooks
included in the present study®*. Geopolitical changes are reflected in the subject;
after the Great Union, the number and the ethnic composition of minorities is
dramatically changed. The transition of provinces from one rule to another
has consequences on the population status going from majority to minority
(Hungarians, Russians) and vice versa (Romanians). But the new provinces
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— Transylvania, Bukovina and Bessarabia — are ethnically diverse, presenting
themselves as a mosaic of people.

The description of minorities is not only designed to provide the student with
a portrait of the other, but it showcases their own national identity by building
dichotomies. The chapters have a common structure based on information
regarding numbers, geographical spread, the moment when minorities have
settled in Romania, information on their occupations. Their analysis suggests
common stereotypes and political concepts for the authors and the political
authorities which approve the textbooks. The information presented and the
structure of the chapters dedicated to minorities is similar in several textbooks
and this leads us to consider a possible influence on the authors.

From the list of minorities, three stand out invariably by negative portrayal:
Jews, Hungarians and Ruthenians. The picture conveyed by textbooks overlaps
on that shared by most of the society. The anti-Semitism brings into discussion
the degeneration of the nation, a favourite topic for the political power and
various socio-professional groups in the late nineteenth century. The danger
of being assimilated by the Hebrews, the only important minority whose
population growth has been much overrated, fuelled the fears of Romanians
towards this minority. Success in business and cultural differences are other
possible explanations (though not the only ones) for the antipathy against Jews.
The textbooks depict the Hebrews as living in the cities, especially in Moldavia,
and as very good traders. The description of this ethnic minority insists on
cultural and religious differences and on economic supremacy which they had
secured from commercial activities and crafts: «they hold in their hands most of
the country’s trade and industry»%’. The elements which individualize them are
those that maintain the distance between them and Romanians. «Through their
religion, through their exclusive mode, perhaps through some operations which
followed great gains...» they became the subject of many jokes that put them
in a bad light and made them «insufferable» for Romanians®®. C. Calmuschi
mentions the younger generation of Hebrews which, while enjoying the
protection of Romanian institutions and living together with Romanians start
being integrated into the nation state: «the relations between the two ethnicities
began to strengthen, sympathies grow and there remains no doubt that if not an
assimilation, at least a lasting friendship will be established between the future
generations of these two nationalities»®’.

Among textbook authors, I. Tufescu is the most xenophobic in assessments
of minorities and most aggressive against Hebrews: «When they came to this
country, they were what their recent arrived brothers are, that is: hunchbacked
people, with red complexion and full of freckles, suffering from eye diseases

65 Rascu, Geografia Romaniei pentru clasa IV secundara, cit., p. 90.
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and so on; in other words, they were the most ugly and dirty people in Eastern
Europe»®8. According to the same author, the number of Jews settled in Romania
exceeded that of the Hebrews settled in Western Europe®’; on the same level
were also Austro-Hungary and West Russia. Tufescu’s attitude may have been
caused by the fact that in Iassy, the city where the author lived, the population
of Hebrews was more numerous than in other cities of the country, which
prompted some to see a threat in this minority. As a result, the anti-Semitic
discourse was stronger in lassy, the city which gave far-right movements in
Romania most of their leaders.

The discourse about Hungarians and Ruthenians must be linked to the
national problem and the formation of the Romanian state, but also the
behaviour they had towards Romanians when the latter had been a minority.
Hungarians are painted in the darkest possible colours. After the end of the wars
against the Turks, they are presented as «the hereditary enemy»"’. Depicted as
a threat to the very existence of the Romanian nation, they are accused of
the denationalization of Romanians. As for the Hungarians from Moldavia,
the references have a common feature: their assimilation by Romanians. The
Hungarians share is often bundled with Ruthenians, as they too are accused by
textbooks for their alleged mission of denationalising Romanians.

German minorities, Saxons and Swabians are portrayed, without exception,
in a positive light: peaceful, «serious people»”!, «people of discipline and,
today, good Romanian citizens»’?. They represent due to their hard work,
honour and culture, an element of order and progress in the Romanian state”>.
Their occupations include «agriculture, trade and all kinds of crafts»”4, and
over time «they boosted industrial life in Transylvania»’3. Probably, the high
regard in which Swabians were held influenced Simion Mehedinti to distort and
misinterpret their arrival on the territory of the future Romania, for he mentions
that they «came as guests»’®. Villages populated by German ethnics have good
looking houses and well cared for households, being «a model of arrangement,
good condition and hygiene»’’ for authorities and common people alike.

Bulgarians are mentioned through their occupations: agriculture, baking
and gardening. Having the same religion as Romanians, they were assimilated
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in time by the latter. Quiet, hardworking and beautiful people, with dark hair
and aquiline nose, «a group liked by Romanians»”8, the Armenians are known
for their talent for trade, being more and more assimilated. Greeks, too, are
characterised mainly by the commercial activities practiced at the mouth of
Danube, and through their interest in renting agricultural land. C. Calmuschi is
the only author to draw them a slightly negative portrait: «cunning, thrifty, very
skilled in trade business, almost all made considerable fortunes; with a great
solidarity between them and an ardent patriotism, they have never forgotten
their motherland»””.

Turks and Tatars, «our old enemies», seem to be a closed chapter in
Romanian history: «they left only memories»®’. In the interwar period, they
enjoy a positive image, as the recollection of their invasions became increasingly
blurred: good Romanian citizens, honest, discreet, they live a humble and
peaceful lifed!.

Other minorities, such as Serbs, Slovaks, Poles and French are mentioned all
through the activities they carry out or are simply listed as minorities present in
Romania. Italians alone enjoy the sympathy of an author who presents them as
being «modest, hard-working, much liked by Romanians»®2.

Roma are mentioned as being present everywhere in Europe. Their economic
and legal status is mentioned, in many cases, as a possible explanation for their
backwardness. A certain primitivism is associated with them: poor, naked, «but
happy in their state»®3, cunning, ruthless, illiterate, they were slaves. Considered
to be inferior, they are the subject of numerous jokes, but their interest and talent
for music is recognized, many of them being «great artists»®4. They practice
crafts, like chimney sweeping and farriery, but they work the land, too, and
are good at domestic chores. Like other minorities, they are portrayed as being
«almost Romanians», with some authors showing a certain feeling of sympathy,
a Romantic humanitarian and civilizing intention®. Their negative traits would
be due, in the authors’ opinion, to their state of backwardness, resulted from
a hostile political and legal context (having been slaves for a long time). In the
case of minorities that textbook authors find agreeable, the negative references
are not recurring in systematic fashion, but extremely disparate, which means
that we are dealing with the author’s personal stereotypes or stories that have
supported the statement, and not a generalized image in society, as was the case
with ill-favoured minorities.
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The textbooks emphasize the tolerance shown by Romanians towards
minorities, and state that foreigners are interest in Romanian lands particularly
due to this trait: «the oppressed have found refuge with us» and they live their
lives quietly «thanks to the sympathetic nature of Romanians which are guided
by the adage: each one with his own law»%¢. A textbook from 1945 even
brings into question the political rights enjoyed by minorities similar to those
enjoyed by Romanians, this being a peak of Romanian people’s tolerance. With
the exception of 1. Tufescu’s textbook which is characterized by xenophobic
discourse regardless of the minority, other textbooks direct the negative opinions
towards the three offending minorities: Hebrew, Hungarians and Ruthenians.

8. History, as narrated by geographers

Invariably, the chapters on political geography contain a brief history of the
formation of the Romanian people and state. The historical events that authors
dwell upon are carefully selected and presented in a positive light, in order
to highlight the qualities of the Romanian people, but also the unfavourable
political situation which seems to have been the norm throughout Romanian
history.

The historical perspective begins with the Dacians, although the traces of
settlements left behind by older civilisations are sometimes mentioned. Their
portrait is consistently described in a very positive light: they are said to
have been brave, diligent, sedentary, possessing knowledge of metal mining,
experienced ploughmen, traders, founders of fortified citadels, of villages and
cities®’. Their kingdom and their riches draw the attention of the Romans, who
conquered them. The colonization, graphically presented as «the Roman graft»
on the Dacian strain®® does not destroy the native population: on the contrary,
the province knows a boost and an unprecedented development. In a political
context marked by territorial claims, the Dacian continuity was an important
argument. The perpetuation of the Dacian element is demonstrated by the
authors through the «language and our traditional costume»®’ which persisted
until the time of the writing of the textbooks, or through the persistence of the
character: «<Romanians of today have preserved almost intact the nature of

their ancestors»”°.
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The medieval period is also characterized by an epic-heroic vision dominated
by «the bravery of our forefathers»’!, «almost always conquerors and never
conquered»’?. The Turks were the greatest threat both for Romanians and for
the Christian Europe. Nevertheless, «we have never suffered the shame of a
permanent occupation»’3. Romanian-Turkish relations have oscillated between
wars concluding with victories and good neighbourly relations: «The rulers
have signed, at various times, treaties or capitulations of mutual aid and good
relations, with the Turkish sultans, but through which the country’s autonomy
and sovereignty remained untouched»”*.

The history is described as a continuous string of battles waged «either against
the peoples who were invading Europe, or against the Turks who constantly
tried to reach the West. And if the Turks never conquered the whole Europe,
this is only due to the bravery of Romanians, which was their most serious
obstacle»?>. This presentation of a troubled history and of the unfavourable
political context that hindered the aspirations of Romanians intended to stir a
state of empathy from students: «we cannot remain cold in front of the trouble
and struggle suffered by this noble people and beautiful land, in the course of
time, and, we are pained to ask the cause of this»?®. The cause would be «the
position and lie of the land, which determined the course of the Romanian
nation’s history»®’.

The contemporary political context influenced the authors in selecting
events and presenting them. In the chapter dealing with national history from a
textbook written shortly after the Great Union (1920), Mihail V. Cordescu puts
particular emphasis on the unionist episodes: Michael the Brave and the first
union of Romanian principalities (in the beginning of the seventeenth century),
the union of the Principalities from 1859, the creation of Greater Romania. The
War of Independence (1877-1878) is also mentioned, with particular reference
to its territorial consequences (the annexation of Dobruja).

9. The homeland in pictures

The discursive element is complemented by the visual one. Textbooks from
1870s-1880s do not comprise of any visual material, most likely due to financial

91 Gh. Mihailescu, Geografia Romaniei, Galati, Tipografia Romana, 1878, p. 28.

92 Ibid., p. 29.

93 Ragcu, Geografia Romaniei pentru clasa IV secundara, cit., p. 93.

94 Mihailescu, Geografia Romaniei, cit., p. 29.

95 G.M. Murgoci, 1. Popa Burcd, Romania si farile locuite de romani Manual de geografie
pentru usul clasei IV secundare, III"d ed., Bucuresci, Inst. de Arte Grafice Carol Gobl, 1905, p. 130.

96 Murgoci, Popa Burci, Romania i tarile locuite de romani, 11" ed., cit., p. 166.

97 Ibid.
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reasons; the authorities intend to maintain textbooks at the lowest possible
price. At the end of the 1890s, images make their way in textbooks, but it is
only in the interwar period that they become pervasive.

The images support the text in an attempt to facilitate the accumulation
of knowledge and to promote attachment towards the nation, to strengthen
national identity both among the inhabitants of the Old Kingdom and among
those hailing from the newly annexed provinces. They propose a specific
representation of the nation and promote a general view of the country®,
elements considered to be representative for Romania. The visual material
enables knowing and visiting the homeland by students, but its image, built
through a careful and thorough selection process, gives the impression of an
exceptional and exemplary country. The photos bring forward the remarkable
beauty of landscapes — the selected examples distinguish themselves through
majesty — and recompose an idyllic rural world, carefully constructed. The
pictures from cities and industrial sites are monumental and impress the viewer,
inducing the idea of progress.

Atypology ofimages,accordingtotheirtopic, revealed thefollowingcategories:
landforms, rural world, urban world, industry, agricultural activities, bridges,
Romanians abroad, flora and fauna, Romanian monarchy. The landforms are,
by far, the best represented, closely followed by those depicting the rural world.
The rural sphere is portrayed through various elements: costumes, vernacular
architecture, folk art, images from villages and customs. The predominantly
rural character of Romania, a pastoral discourse that emphasized the values of
the rural world and that this would be a repository of moral and authentic life
could provide some explanations for the large number of images referencing the
rural world. Vignettes representing geometric patterns used in folk art adorn the
textbooks, again in praise of rural values. The images from Romanian cities,
depicting the modernization process they had undergone, are on the third place
in our list, followed by pictures of national monuments. In the latter case, the
preference goes to churches and monasteries, followed by a few monuments
dating from antiquity (Tabula Traiana, Dacian fortresses); in fact, those are the
only Romanian monuments, excluding the more recent ones from the nineteenth
and twentieth century. The industrial theme (Resita factories, oil wells) ranks
high in the authors’ preferences, especially during the 1930s. The material and
intellectual efforts, the technological progress behind industrial achievements
have fuelled a sense of pride among some of the authors and in much of society.
The same mechanisms were behind the selection of images of modern buildings,
such as the bridge at Cernavoda. A symbol of technological progress, one of the
aspirations nurtured by the Romanian elite in the second half of the nineteenth
century, the image of the Cernavoda bridge made its way into the textbooks,

98 K.D. Kennedy, Visual Representation and National Identity in the Elementary Schoolbooks
of Imperial Germany, «Paedagogica Historica», n. 1, 2000, p. 234.
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shortly after its construction, and it became a frequent choice (in 13 textbooks),
even becoming the cover for one of these. Romanians from abroad and national
minorities are other categories that benefit from visual representations, but no
conclusive connection could be found between the number or the subject of the
images, and the political discourse or context.

Conclusions

The textbooks provide the reader with many and varied representations of
Romania, visual or narrative, geometric or allegoric. They were designed to
familiarize the student with a complex image of Romania, and to facilitate
knowledge about the country. Allied with history and politics, geography made
its contribution to the national identity building, constructing an exceptional
place, «unique and authentic» to be inhabited by the nation, a historic and
ancestral land — Romania. It generated feelings of attachment, cohesion and
solidarity with the nation and the country’s territory, strong enough to inspire
students lay down their lives in service of the nation, in the hour of need.

Textbooks have perpetuated the image of a people with an exceptional
nature, placed in a geographical location predestined to support the political
projects of the moment. A platform for the national geographic discourse, the
didactic literature has developed an entire geographical mythology, whose
main thesis was that the space inhabited by Romanians was truly unique in
character, eminently endowed with all the ingredients necessary for building a
nation.

Relying on simplified images, adapted to the age of pupils and students, the
textbooks express assertions, ideas and geographical theses. They rarely appeal
to scientific arguments in order to prove or support the national geographical
discourse. Often, contradictory ideas appear in textbooks, but they serve the
same political aims, namely to engender a sense of solidarity with the nation
and to create a national mythology for integrative purposes.
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It would be worthwhile to write an entire history of different spaces (which at the same time
would be a history of various forms of power), moving from large geopolitical strategies
to the smallest tactics of settlement; a history of the architecture of institutions, such as the
classroom or hospital, from the perspective of their economic and political differentiation.

(Michel Foucault, L’oeil du pouvoir, 1977)

Introduction

During the 1930s, Soviet authorities introduced a range of policies that
aimed at, and ultimately succeeded in, creating new kinds of spaces for children.
In manipulating a range of symbols, ideals, heroes, and myths that children
would recognize, these new spaces strove to promote a particular image of
Soviet reality among the youngest members of society. Fundamental changes to
the structure, content, size, and location of these spaces throughout the second
half of the 1930s reflected major changes in the lives of children, denoting the
transformation of their relationship with the state, as well as the state’s own
evolving sense of self-representation. Over time, these concepts spread to the
rest of society as well.

In engaging the concept of children’s space, the authors of this article refer to
a system of spaces (loci) produced for, utilized by, and assigned to children. Such
spaces can be both real, physical spaces and imaginary, socially constructed
spaces, sometimes created by children (often known as ‘secret spaces’), and
sometimes by adults'. In the later case, adults often take into consideration the
particularities of children’s ages and needs, as well as desired educational goals,
in designing learning, recreational, and other kinds of spaces.

Throughout the 1930s, the number of children’s spaces rapidly expanded
in Russia, particularly in cities. Environs previously considered only for adults,
such as hospitals, stores, and train stations, incorporated infrastructure that
would accommodate children, such as children’s rooms and playgrounds.
Naturally, these additions contributed to the evolving purpose and use of
inherently social spaces. Undoubtedly, though, the most important children’s
space during the 1920s and 1930s was the Soviet school. Particularly when
compared with its pre-Revolutionary counterpart, the Soviet school flourished
under the Bolshevik educational paradigm.

In utilizing school space as an organizing principle, we avoid reducing it to
a mere vessel for ideological views. Rather, we treat it as a site of interaction
between various political and social claims, projects, and ambitions. As Pierre

1 For more on this distinction, see: M.V. Osorina, Sekreinyy mir detey v prostranstve mira
vzroslykh [The Secret World of Children in Adult Spaces], 2" ed., Saint-Petersburg, Piter, 2011;
E.E. Sapogova, Kulturnyy sotsiogenez i mir detstva [Cultural Sociogenesis and the World of
Children], Moscow, Academic Project, 2004.
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Bourdieu argued, physical space is always a «social structure located in an
objectified state»2. In this regard, the Soviet school operated as a site of power
penetration into the locus of social life, as the state used its authority to introduce
new values and norms for children that in turn helped to restructure society.
From the earliest days of the Soviet era, the Bolshevik leadership devoted
careful attention to schools as part of a meticulously formulated strategy to
recreate the political and ideological foundations of society?. The Soviet state,
with its apparent ‘engineering ambitions’, as described by Z. Bauman, could
not help but design new schools that reflected the values and worldview of the
Bolshevik regime. From the inception of the Soviet Union, Party ideologues and
educators strove to develop and implement special educational strategies that
advanced the interests and adhered to the ideological contours of the regime,
broadly construed under the rubric of sotsvos (social education). Old, pre-
Revolutionary styles of schools were denigrated in favour of the new, Soviet
school that would serve as a «therapeutically useful space» in the formation
of a normative Soviet subject through the inculcation of Soviet values*. The
school, which functioned as a transitory space or a «crisis heterotopia» in the
formulation of Michel Foucault, embodied a range of disciplinary functions
that met the needs of the new political era’. The school came to be understood
as not just a place of gradual transition from one social stage to another (from
child to adult, or pre-schooler to student), but as one of the first loci in which
a person might gain a sense of his Soviet identity. Notably, the Soviet regime
considered schoolchildren particularly effective conduits for introducing the
values of the new era into the rest of the family environ. Especially during
the early years of the Bolshevik regime, authorities tested the extent to which
educational practices exerted on youth transferred to other segments of Soviet

2 P. Bourdieu, Sotsiologiya sotsialnogo prostranstva [Sociology of Social Space], Moscow,
Institute of Experimental Sociology, Saint-Petersburg, Aleteya, 2005, p. 53.

3 One of the Soviet government’s first decrees was to approve the reform of secondary schools
in a RSFSR Sovnarkom resolution from November 30, 1917. <http://www.lawmix.ru/docs_
ccep/8288> (accessed: August 4, 2014). For more on the first legislative decisions of the Bolsheviks
in the field of public education, see: G.I. Petrov, Osnovy sovetskogo zakonodatel’stva o narodnom
obrazovanii [Soviet Law Principles in Popular Schooling], «Pravovedenie» [Jurisprudence], 1973,
n. S, pp. 7-17.

4 M. Foucault, Nadzirat’ i nakazyvat’. Rozhdenie tur’my [Discipline and Punish: The Birth of
the Prison], Moscow, Ad Marginem, 1999, p. 211.

5 M. Foucault’s concept of heterotopia seems more methodologically suitable for the study of
school space than the work of A. Lefebvre, particularly from the point of view of everyday life (A.
Lefebvre, The Production of Space, Oxford, Blackwell, 1991). Far from all scholars of everyday
life would agree with the application of this category in the study of children and childhood,
though, particularly in terms of temporal and spatial consciousness (V.D. Leleko, Prostranstvo
povsedenevnosti v evropeyskoy culture [Everyday Space in European Culture], Saint-Petersburg,
Saint-Petersburg State University of Culture and Arts, 2002, p. 66).
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society, particularly as the «revolutionary masses» of the time remained childlike
themselves®.

As a site of discipline, Soviet schools required a perfect harmony of
organization, composition, and order, reflected not only in the images and
symbols that filled the educational space, but also in their physical construction
and architectural organization. Moreover, the location of the school, endowed
with special symbolic functions to help organize the social patterns of the local
community, was just as important as the appearance of the school building.

In our study, we focus on urban Soviet schools. Nowhere was the construction
of the new, socialist world as obvious and tangible as in cities. Particularly in the
1920s and 1930s, intense theoretical discussions and debates broke out between
‘urbanists’ and ‘deurbanists’ about the ‘socialist optimum’ of a city’s size and
shape. The city served as the primary experimental platform for introducing bold
social and cultural innovations, often of an architectural nature. These projects
evoked a range of reactions from both official organizations and the public,
which at times wholeheartedly adopted them, or completely rejected, censured,
and abandoned them. In our opinion, the Soviet Union’s urban landscape serves
as an effective framework for showing the scale, systematization, and versatility
of Bolshevik ambitions to create a uniquely Soviet culture of childhood. Studying
the architecture and topography of Soviet schools reveals and confirms the
importance of urban space not only as an aesthetic and visual aspect of the
new Soviet culture, but also as an effective locus for the socialization of both
children and adults. The Soviet school functioned as an incubator in forming
the ‘new Soviet man’ and the new Soviet reality as a whole.

In Russian historiography, the study of Stalinist architecture has traditionally
focused on monumental, large-scale projects’, while ignoring more common
and typical forms of architecture®. Our study breaks from this trend in studying

6 For more, see: A.A. Salnikova, Rossiyskoe detstvo v XX veke [Russian Childhood in the
20t Century]: Istoriya, teoriya i praktika issledovaniya, Kazan, Kazan State University, 2007.

7 Yu.L. Kosenkova (ed.), Arkhitektura stalinskoy epokhi [Architecture of the Stalinist
Era], Opyt istoricheskogo osmysleniya, Moscow, Komkniga, 2010; A.A. Vas’kin, Stalinskie
neboskryoby [Stalin’s Skyscrapers]: ot Dvortsa sovetov k vysotnym zdaniyam, Moscow, AST
Astrel, 2003; S.O. Khan-Magomedov, Arkhitektura sovetskogo avangarda [Soviet Avant-garde
Architecture]. Problemy formoobrazovaniya. Mastera i techeniya, Moscow, Stroyizdat, 1996; D.
Khmelnitskiy, Arkhitektura Stalina [Stalinist Architecture]. Psikhologiya i stil’, Moscow, Progress-
Tradition, 2007; and D. Khmelnitskiy, Zodchiy Stalin [Architect Stalin], Moscow, New Literary
Observer Publishing House, 2007.

8 One of only a few exceptions is a volume dedicated to the three hundredth anniversary of St.
Petersburg: V.V. Smirnov, Peterburgskie shkoly i shkol’nye zdaniya [Petersburg Schools and School
Buildings]: istoriya shkol’'nogo stroitel’stva v Sanki-Peterburge-Leningrade-Sanks-Peterburge.
1703-2003, Saint-Petersburg, Russian-Baltic Information Center Blits, 2003. However, the
search for a Soviet model of architectural and educational space is not the main subject under
investigation in this study.
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the everyday space of the Soviet school, whose architectural formation has been
described as the «dominant artistic form of the era»’.

We base our research on the close study of Soviet periodicals in the 1920s and
1930s that address these architectural and educational themes. First, we turned
to Soviet architectural journals, particularly those published by professional
organizations, which were actively engaged in debates over transformation
of urban space: «Sovremennaya arkhitektura» (Modern Architecture), 1926-
30; «Stroitel’stvo Moskvy» (Construction of Moscow), 1929-39; «Sovetskaya
arkhitektura» (Soviet Architecture), 1931-34; «Akademiya arkhitektury»
(Academy of Architecture), 1934-37; and «Arkhitektura SSSR» (Architecture
of the USSR), 1936-88. These publications treated the formation of school
space as an issue to be decided by fiat through the dissemination of tasks and
resolutions from above. Second, we devoted attention to Soviet children’s
journals, particularly «Pioner» (Pioneer). One of the oldest children’s journals,
published from 1924 to the present day, «Pioner» had a target audience of
children ages eight to thirteen. The pages of this journal presented debates over
the organization of school space in a form adapted for children’s consumption.
«Pioner» also engaged directly with children by publishing letters to the editor
and responses to questionnaires. These journals, unlike other mass media
forms such as newspapers and radios, featured direct communication with a
particular audience, which meant that messages could be shaped and modified
in a customized effort to influence and shape consciousness.

In researching this article, we adopted an innovative approach by using the
reference book Letopis’ zhurnal’nykh statei (Chronicle of Journal Articles) for
1929-39 to compile an exhaustive source base of every journal publication
related to our topic!®. This allowed us to ensure that we considered every
manifestation of the public discourse regarding Soviet schools.

9 M.M. Iskandarov, A.Yu. Mikhailov, Fenomen “stalinki” [The “Stalinka” Phenomenon]:
Metodologiya issledovaniya, «Izvestiya KazGASU» [Proceedings of Kazan State University of
Architecture and Building], vol. 14, n. 2, 2010, pp. 14-19.

10 Zh.A. Khamitova, Sovetskaya zhurnal’naya periodika 1930-kbh godov kak istochnik po
istorii formirovaniya detskogo prostranstva sotsialisticheskogo goroda [Soviet Journal Periodicals
as a Source for the History of the Formation of Children’s Space in the Socialist City], Thesis for
a Candidate’s degree in History, Kazan, 2013; Zh.A. Khamitova, Metodika otbora istochnikov
issledovaniya s pomoschyu “Letopisi zhurnal’nykb statey” [Methods of Sources Selection
Using “The Letopis’ of Journal Articles”] (na primere temy sovetskogo detstva 1930kh gg.),
«Istoricheskue, filosofskie i yuridicheskie nauki, kul’turologiya i iskusstvovedenie» [Historical,
Philosophic, Law, Cultural, and Arts Studies], vol. 9, n. 1, 2013, pp. 191-194.
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1. Soviet children’s educational institutions and architectural-social utopias

During the late 1920s and early 1930s, the architectural formation of
children’s spaces tapped into grand, socio-political movements encapsulated in
utopian dreams to remake the ‘land of the Soviets’ into a world of unparalleled
cultural experimentation.

Of course, the Bolshevik Revolution of 1917 completely altered the lives of
Russian children, first and foremost by destroying the old school system. Yet
the Bolshevik regime’s ambitious plans to rid schools of their traditional social
and class stratification were quickly stymied by a lack of economic resources
and the mundane realities of everyday Soviet life'!. Despite the adoption in
October 1918 of the Regulations on the Unified Labor School of the RSFSR,
for several years authorities neglected discussing the architectural formation
of Soviet educational infrastructure due to the outbreak of civil war in the
country. After the end of hostilities in 1921, the young Soviet republic was
too impoverished to begin constructing any schools. All financial and physical
resources were directed to surviving and overcoming the immense devastation
that permeated the country.

Consequently, children continued to study in pre-Revolutionary school
buildings, or in other environs haphazardly adapted for such use. In these
establishments, the regime reinforced its educational and cultural values
primarily through the large-scale decoration of school facades and interiors.
Symbols of the Soviet era could be seen everywhere: red flags and stars, garlands,
slogans, and portraits of revolutionary leaders, such as V.I. Lenin and others.
This approach to the ornamentation of educational spaces paralleled the plan
Lenin presented in 1918 for erecting monumental propaganda throughout
the country, which on a large scale included the decoration of streets, squares,
and building facades for revolutionary holidays, as well as mass public
demonstrations and theatrical performances'?. Still, most of the new, Soviet
architectural projects designed in the spirit of «romantic revolutionism» never

11 Gymnasiums and real schools, which educated children from wealthy backgrounds, were
typical kinds of schools in prerevolutionary Russia. While they adhered to all educational and
health requirements, these schools were not widespread; for example, there were only five in the
entire province of Kazan. However, the quality of their architecture was so high that, to this day,
many are used as buildings for Kazan’s higher educational institutions, such as the main building
of Kazan Federal University and the Kazan National Research Technical University, although they
have undergone thorough reconstruction and renovations. Other categories of schools included
parish schools, where classes took place in huge classrooms of 120 square meters, with children of
different ages and capabilities simultaneously studying in this space. For more on this topic, see:
Proshloe shkol’nykh zdaniy [The Past of School Buildings]: tipovye proekty, <http://www.forma.
spb.ru/Arch_project/project-history.shtml> (accessed: August 6, 2014).

12 Sovetskaya arkhitektura za 50 let [50 Years of Soviet Architecture], Moscow, Construction
Literature Publishing House, 1968.
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saw the light of day'3. Similarly, most school buildings of that time remained
organized around the traditional classroom system used in the prerevolutionary
era.
Between the mid-1920s and the early 1930s, the situation changed
dramatically. The synthesis of avant-garde thinking, civic indifference to
solutions of contemporary social problems, and a growing professional interest
in the search for new architectural forms led to the creation of bold architectural
projects specifically designed for educating and raising the new Soviet man.
These projects emerged during the discussions about ‘socialist resettlement’
in 1929 and 1930 in one of the most important constructivist architectural
journals, «Sovremennaya arkhitektura» (Modern Architecture). These plans
strove to create a ‘model socialist city’ that would meet all social, cultural,
and everyday needs of the Soviet citizen. Notably for this study, this city
would prioritize education and adhere to the Bolshevik doctrine of the «new
socialized, communistic way of life» through «collective education outside the
family unit» as its ideal model®*.

Two sides emerged in these debates!>. The ‘urbanists’, led by L. Sabsovich,
supported the construction of large-scale socialist cities comprised of enormous
communal houses'®. Their opponents, the ‘deurbanists’ led by M. Okhitovich,
advocated the creation of small, ‘non-stationary’ settlements, in which homes
could be easily disassembled and reassembled at another location!”. These
settlements would be established along a long belt of land in an effort to erase
the boundaries between city and countryside. Interestingly, though, in their
approach to the organization of children’s space, the urbanists and deurbanists
found common ground. Both proposed creating communal child-rearing spaces
in small groups that operated in almost complete isolation from adults (although

13 These architectural projects, known as ‘paper architecture’, were not undertaken for
various reasons, such as technical complexity, cost, scale, or censorship. For example, in the
Architectural and Art Workshop of the RSFSR Narkompros, several kinds of these ‘model” schools
were proposed: the school-monument to Leo Tolstoy in Yasnaya Polyana (1919) and a working
school (1920). For more, see: Khan-Magomedov, Arkhitektura sovetskogo avangarda, <http://
www.alyoshin.ru/Files/publika/khan_archi/khan_archi_2_109.html/> (accessed: August 9, 2014).

14 «This is our primary requirement, the ABCs of socialism. Nurseries, cafeterias, and
orphanages are all letters in this alphabet. But these letters must converge into one word, the
commune, and this is a difficult task. The proletariat must immediately work to destroy the family
as an organ of expression and exploitation» (V. Kuz’min, O rabochem zhilischnom stroitel’stve
[On the Workers’ Housing], «Sovremennaya arkhitektura» [Modern Architecture] (subsequently
cited as: «SA»), n. 3, 1928, p. 82).

1S For more on the contours of these debates, see: V.E. Khazanova, Sovetskaya arkhitektura
pervoy pyatiletki [Soviet Architecture of the First Five-Year Plan]. Problemy goroda buduschego,
Moscow, Science, 1980.

16 A, Pasternak, Spory o buduschem goroda [Disputes on the Future of the City], «SA»,
1930, n. 1-2, p. 57.

17 M. Okhitovich, Zametki po teorii rasseleniya [Notes on the Settlement Theory], «SA»,
1930, n. 1-2, pp. 7-17.
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after being criticized by an architect A. Pasternak, L. Sabsovich permitted a
child to live with her mother for a short time as a «transitional period»)'s.
For example, the deurbanist project «Green City» designed by M. Barshch
and M. Ginzburg, based on the principle of belt construction, incorporated
so-called «children zones» as well as small schools that could accommodate
150 pupils, on the opposite side of the road from the adult residential areas'”.
The same concept can be found in urbanist proposals for new Soviet cities such
as Magnitogorsk, Avtostroi, and Kominternovsk??. Children’s areas, including
school campuses, were either located across from the sectors designated for the
social and cultural life of adults, or placed between adult apartment complexes.
From infancy to eighteen years of age, children would live separately from
their parents and other adults, but could communicate and interact with them
in special classrooms or «zones for collaborative work». As one designer
elaborated, «The internal discipline and regulation of time required in [these
children’s institutions] means that direct contact with the living quarters of
adults is not only unnecessary, but even harmful»21.

The urbanist and deurbanist projects also reflected changes to the ideal
content and organization of school education. In the context of the rapid
industrialization of the country, the demand for ‘work schools’ (trudovaia
shkola) notably increased. The polytechnic school in particular emerged as a
popular form for incorporating mandatory child and adolescent labor in the
educational process, inextricably linking schooling with industrial production.
Introduced in 1928, the laboratory-brigade teaching method?? required a
fundamental change in the structure of the school building itself by replacing
traditional classrooms with industrial laboratories, workshops, and offices?3.
Every school in M. Barshch and M. Ginzburg’s Green City had its own technical
specialization, and children were to rotate through several different schools

18 L. Sabsovich, O proektirovanii zhilykh kombinatov [On the Design of Housing Centers],
«SA», 1. 3, 1930, p. 6.

19 M. Barsch, M. Ginzburg, Zelyonyy gorod [Green City], «SA», 1930, 1-2, pp. 17-29.

20 Poyasnitel’naya zapiska k rasseleniyu pri Magnitogorskom khimiko-tekbnologicheskom
kombinate [Explanatory Note for the Settlement near the Magnitogorsk Chemical and
Technological Industrial Complex], «SA», 1930, n. 3, pp. 1-4; M. Zhirnov, M. Sinyavskiy,
L. Komarova et al., Proekt goroda Avtostroy [Project of the City Avtostroy], «SA», 1930, n.
3, pp. 10-12; G. Vegman, M. Latysheva, Proekt goroda Kominternovska [Project of the City
Kominternovsk], «SA», 1930, pp. 12-14.

21 Vegman, Latysheva, Proekt goroda Kominternovska, cit., p. 14.

22 The brigade-laboratory method of teaching was based on students working together in
teams to complete independent studies projects rather than the traditional class-lesson system
under the close supervision of a teacher. The educational process of these groups took place in a
laboratory or office where students worked on assignments on their own.

23 «The new kind of school building should be based on the principles of: a) mass production;
b) active learning; ¢) rationality; and d) maximum collectivity» (M. Paushkin, Otvet na anketu
“Sovremennoy arkhitektury” [Answer to the «Modern Architecture» Questionnaire], «SA»,
1927, n. 1, p. 25).
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in order to receive a complete polytechnic education?*. The school campuses
included within some of the aforementioned designs for new Soviet cities often
included laboratories, workshops, and self-study classrooms for developing
adolescents’ technical skills.

In general, the wave of constructivist architectural plans that emerged during
this period paid only secondary attention to schools. Spaces designed for children,
often identified in the most general terms such as children’s zone, center, area,
and sector, faded into the background. The few children’s institutions identified
in these projects included traditional facilities such as nurseries, kindergartens,
and schools. As a rule, children’s lives were kept as spatially distant from adults
as possible, with little overlap. The generalized architecture of schools in these
projects did not feature any noteworthy design approaches. In developing
Soviet socialist utopias, project designers paid more attention to the location of
the school building within the city than its appearance and internal structure.
Still, one can assume that the interior and exterior of the school would have
mirrored the dominant constructivist aesthetics of the rest of the city.

Notably, even the children’s journal «Pioner» participated in the public
discourse concerning socialist resettlement. One science-fiction story published
in «Pioner» in 1930 described cities of the future, clearly combining the
deurbanist concepts of M. Okhitovich and the communal living proposals of
L. Sabsovich:

An hour later, the packed home was on a truck, leaving behind only a blackened bald spot
on the ground and some tire tracks in the sand. The trucks ... carried away the homes and
their occupants to new places. Roads off the right side of the highway led to huge factories.
On the other side of the highway [...] were multistory buildings, their countless windows
reflecting the dazzling, shining sun. There were schools, teaching laboratories, clubs,
libraries, public kitchens [...] This is how you should imagine the new city, surrounded by
parks, a few kilometers away from the factories. Fifty or sixty thousand people live there.
While there are not many houses, all of them are multistory, with five to ten floors each.
Every resident has his own room in which he sleeps. These rooms are very small, with the
majority of space devoted to common rooms that provide everything needed for the new,

cultured life. [...] School campuses are located in another park, closer to the factories, which
will be linked to the work of the school?>.

«Pioner» then invited its young readers to send to the editors their own
descriptions of how the city of the future should function, encouraging
particular attention to children’s spaces?®. In turning our attention to these
‘pioneer’ submissions, we concede that the question of authorship is beyond

24 Barsch, Ginzburg, Zelyonyy gorod, cit., pp. 17-29.

25 O kochyuyuschikh domakh, o gorodakh-parkakh, o tom, chto skoro nastanet [On Migrant
Houses, on Cities-Parks, and the Extent to which They will Soon Appear], «Pioner» (subsequently
cited as: «P»), 1930, n. 2, pp. 10, 20.

26 Kak nam zhit’ v sotsialisticheskom gorode? [How Will We Live in the Socialist City?]
Konkurs, «P», 1930, n. 4, p. 12.
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the scope of our study. Certainly, the journal’s editorial board made sure to
publish only ideologically correct proposals. If the submissions actually came
from children, we might conclude that these issues resonated with the young
readers as they dreamed of a fantastic future. On the other hand, if adults
created these allegedly child-produced responses, we would observe a desire
to convey the ‘correct’ view of the future Soviet city to young readers through
interesting and accessible texts and examples.

Responses to the call for submissions, regularly published in «Pioner» over
the course of 1930, were compiled so as not to contradict each other. Featuring
fairly uniform content, all of the proposals described children living isolated
from adults, some on separate streets?” and some in their own cities*®. Children
were assigned living quarters in specially constructed dormitories. Adults only
appeared as teachers and educators on a rotating basis. As one submission
described, «All adults must be taught how to raise children. For three months
they will work on raising and educating children, then for three months they
will go back to work in the factory, during which time they will be replaced by
others»?’. Any adults that children found «objectionable» (neugodnye) would
be subject to immediate removal from the children’s zones*°.

In one of the most radical and detailed submissions, the pioneer A. Seretskii
from Khar’kov described a vision of the new socialist city in which the only
acceptable citizens, besides children, were workers who had never been
convicted of a crime and were «not drunkards, but rather friends of Soviet
power»3!. The ‘well-organized’ lives of children, isolated from adults, would
be concentrated around the school campus, which consisted of two enormous
semicircular school buildings. With an astounding nine hundred classrooms
each, the schools would accommodate 70,000 pupils from ages twelve to
twenty. The proposal called for including a tram system inside the schools to
facilitate efficient movement between study areas.

These children’s proposals fully adhered to the Soviet regime’s vision for
educational space. Based on the principle of collective labor training, the
proposals reflected the growing interest in polytechnic institutions. Schools were
assigned an appropriate place in the city of the future, not far from plants and
factories®2. As one orator noted on behalf of the Commissariat for Education:

27 F. Mil‘kov, Kak nam zhit’? [How Must We Live?], «P», 1930, n. 15, p. 7.

28 A. Bogdanova, Kak zhit’ v sotsgorodakh [How to Live in Socialist Cities], «P», n. 12,
1930, p. 11.

29V novye goroda — novuyu zhizn’ [To New Cities, to New Life], «P», n. 4, 1930, p. 1.

30 Bogdanova, Kak zhit’ v sotsgorodakh, cit., p. 11.

31 A. Seretskiy, Proekt novogo goroda [Project for a New City], «P», n. 17, 1930, cover.

32 It is important to link theory with practice; for this regard, the factory should lead the
school» (M. Epshtein, Otchyot Narkomprosa pered rebyatami o stroitel’stve shkol [Narkompros
Report to Children on School Construction], «P», 1930, n. 1, p. 1).
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As with industrialization, so to for the school! ... I recently read the works of Lenin, who
said that only through the labour of workers and peasants can a person become a true
communist. Yet, when we go to factory workshops, we look at them as if they were in a
museum>>,

Although under the influence and supervision of adults, the image of the
school, as well as the entire ‘children’s universe’ constructed by youth in their
proposals to «Pioner», resembles the classic fairly tale trope in which children
exist as far away as possible from adults. In fact, proposals described a world
in which children were fully responsible for adult issues. In these scenarios,
children played an active role in creating and educating ideal Soviet subjects,
citizens of the great Soviet country heading into a bright communist future.
Most notably, even these illusory and fictitious proposals foregrounded the
disciplinary role of the Soviet school.

The projects published in «Pioner» were never destined for reality, though.
In June 1931, the Plenum of the Central Committee of the Communist Party
brought an end to the dreams of architectural utopias, strongly condemning
both urbanist and deurbanist trends as «deviations of Left-opportunist
phrasemongers who advance all kinds of fantasies»>*. M. Okhitovich and, likely,
L. Sabsovich subsequently perished in the dungeons of the Gulag. The April 23,
1923, resolution from the Central Committee of the Communist Party, On
the Restructuring of Literary and Artistic Organizations, dissolved all extant
architectural groups, creating in its stead a single Union of Soviet Architects?’.
Finally, in July 1935, the USSR Council of People’s Commissars and Central
Committee of the Communist Party jointly approved a new General Plan for
the reconstruction of Moscow, which reflected the official position of the state
in regard to the reconstruction and development of Soviet cities.

During this period, the People’s Commissariat for Education (Narkompros)
drastically revamped its school curriculum. In a joint resolution from August
25, 1932, On curricula and operation of primary and secondary schools, the
Sovnarkom and Central Committee instructed the Narkompros to «liquidate» the
«perverse laboratory-brigade method» and return to the traditional, classroom-
based learning process. On May 15, 1934, the resolution On the Structure
of Primary and Secondary Schools in the USSR ended all other educational
experiments®®. Subsequently, architects began receiving clearly defined orders

33 Perepiska za 1930 god [Correspondence for 1933], «P», n. 2, 1930, p. 18.

34 Postanovlenie Plenuma TSK VKP(b) “O moskovskom gorodskom khozyaystve i o razvitii
gorodskogo khozyaystva” [Plenum of the Central Committee of the All-Russian Bolshevik
Communist Party’s Decree «On the Moscow Municipal Economy and on Municipal Economy
Development in the USSR»], June 15, 1931, <http://www.1000dokumente.de/?c=dokument_
ru&dokument=0008_gen&object=translation&l=ru> (accessed: August 8, 2014).

35 Istoriyu — v shkolu [To School for History]: Sozdanie pervykh sovetskikh uchebnikov,
Moscow, [s.n.], 2008, p. 18.

36 According to the decree «In Interests of Ensuring a Clear Organizational Structure and
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for designing Soviet schools. They were to be built in the best parts of cities and
draw from the so-called Stalinist neoclassical style of architecture, a physical
manifestation of the ‘happy Soviet childhood’.

2. Schools and the spatial landscape of the socialist city: A case study of
Moscow

As we argue in this section, while construction in the Soviet Union generally
slowed during the late 1920s and early 1930s, school buildings continued to
grow in size, in part due to the popularity of the polytechnic and brigade-
laboratory pedagogical approaches, rooted in the perceived economic viability
of large institutions. The introduction of universal primary education for the
Soviet Union in 1930 also furthered the expansion of school space.

In Moscow, the construction of new school buildings began picking up
pace in 1926. That year, the Moscow Department of Education introduced its
polytechnic pedagogical approach. This new form of school organization was
utilized in creating seven-year factory schools that could accommodate 560
pupils at a time. The first of their kind, these truly Soviet schools fundamentally
differed from their pre-Revolutionary counterparts, which until that time had
dominated Moscow’s educational landscape. The new schools, around 25,000
cubic meters in volume, were equipped with sports facilities, laboratories,
workshops, and dining rooms®’. During this period, several seven-year schools
were built in Moscow based on the designs of B. Sidorov (1927); 1. Rybchenkov
and A. Zharkov (1928); and others®®. Most classroom spaces remained similar
in organization to their predecessors, though.

In 1928, the transition to the brigade-laboratory educational method
prompted the development of new school designs. For example, the ten-year
factory school model could accommodate eight hundred pupils, including ninety
children with absolutely no education. Designs for these schools expanded to
include eleven grade levels, three laboratories, and a range of offices, workshops,
libraries, recreation and fitness facilities, and cafeterias. In 1931, one draft plan
even proposed a 1,100-pupil school with an enormous volume of 41,000 cubic

meters>’.

Order in Schools», the USSR established elementary, junior high, and high schools, setting their
capacity at 880, 400, and 280 pupils, respectively (<http://www.bestpravo.ru/sssr/eh-dokumenty/
z2r.htm> (accessed: August 10, 2014).

37 For more on this project, see: I. Zvezdin, Ot primitivov-gigantov k dvortsam uchyoby
[From Primitive-Giants to Palaces of Education], «Stroitel’stvo Moskvy» [Construction of
Moscow] (subsequently cited as: «SM»), n. 7, 1933, pp. 5-7.

38 Khan-Magomedov, Arkhitektura sovetskogo avangarda, cit.

39 Zvezdin, Ot primitivov-gigantov k dvortsam uchyoby, cit., p. 5.
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At an all-Russian conference dedicated to discussing school construction in
1928, delegates debated the contemporary functions and objectives of schools,
as well as their social and aesthetic role in the Soviet city. The conference
recognized the need to create a plan so that the architecture of future schools
would better reflect their basic political and ideological function of training
new cadres to work in the country’s massive industrial enterprises*’.

Before too long, the disadvantages of these massive schools became
apparent, particularly given the difficulty of finding sufficient space to build
them in overcrowded cities. Architects had to temper their aspirations upon
assessing the size and location of available construction sites*'. Following the
abandonment of the brigade-laboratory method and the return to the class-
lesson pedagogical system in 1932, these impractically large school designs
were abandoned in favor of more realistic sizes.

Nonetheless, until 19335, architects continued to rely on what was described
as «obsolete and abandoned forms of pedagogy» in planning the structure
of the school building itself, as well as when designing interior and exterior
décor*?. These schools, overcrowded with ancillary facilities and laboratories
at the expense of classroom space, were filled with depressing and dark
interior hallways rather than uplifting, bright, and spacious corridors*}. The
‘impoverished” and minimalist constructivist design of the building’s interior
and exterior hindered school administrators’ ability to inundate pupils with
Soviet symbols and values.

The increasingly important Culture-2 of the Stalinist era demanded new
architectural forms**. Between 1933 and 1935, Soviet architectural publications
harshly criticized the design of existing Soviet schools. The famous Soviet
architect 1. Zvezdin, who also served as the head of preschool and primary
school construction for Mosproekt, raised this issue in the article, From
Primitive Giants to Palaces of Study. Zvezdin described the ongoing stylistic
shift in Soviet architecture from the laconic aesthetics of constructivism to
the monumentality and solidity, pathos and grandeur, and hierarchy and
dogmatization of Soviet neoclassicism*®. Zvezdin considered the school designs

40 A.S. Nikol’skiy, O novom shkol’'nom stroitel’stve [On New School Construction], «SA», n.
4,1928, pp. 114-116.

41 A.E Rodin, Planirovka goroda i deti [Urban Planning and Children], «SM», n. 17, 1936,
pp. 2-4.

42 A. Schelokov, Novye formy shkol’nogo stroitel’stva [New Forms of School Construction],
«Arkhitectura SSSR» [Architecture in the USSR] (subsequently cited as: «ASSSR»), n. 5, 1935,
pp. 25-26.

43 P. Tol’tsiner, K voprosy o tipe shkoly-kholla [On the Subject of Types of School-Halls],
«Sovetskaya Arkhitektura» [Soviet Architecture] (further cited as: «SA»), n. 6, 1933, pp. 36-39.

44 Papernyy contrasts two models and periods of Soviet culture against each other, the more
‘democratic> Culture One (1917-1920s) and the ‘totalitarian’ Culture Two (1930s-1953): V.
Papernyy, Kultura Dva [Culture Two], Moscow, New Literary Review, 1996.

45 Zvezdin, Ot primitivov-gigantov k dvortsam uchyoby, cit., p. 7.
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proposed between 1929 and 1931 ‘primitive’ in their architectural formation.
He contrasted them with newer, more compact proposals designed for 600
pupils and with a volume of 18,000 cubic meters. As Zvezdin explained, these
designs reflected a «rich architectural study of interior decoration», evidenced
by polished plaster, marble, marble paint styles, and interior sculptures and bas-
reliefs featuring Soviet symbols and ideological content.

For example, in the school designed by 1. Zvezdin and A. Antonov as part
of the Chemical Plant named for Voikov, located on Moscow’s Leningrad
highway, recreational facilities were lined with polished, fluted pilasters. Between
them, busts of revolutionary leaders and key figures of the Party, as well as of
science and technology, were placed on pedestals. Behind these busts were two
large decorative murals, and bas-relief over the doors depicted revolutionary
themes. Murals portraying the latest achievements of ‘socialist construction’,
including the Dnieper Hydroelectric Station, the White Sea-Baltic Canal, and
the Kuznetsk Basin, also lined the school’s corridors*®. Moscow’s School No.
201, also designed by Zvezdin, was decorated in an equally luxurious style*”.

These structures, however, were the exception to the rule. Most Soviet
schools of the time were poorly decorated, simple buildings. The journal
Stroitel’stvo Moskvy published the photo of a school in the Moscow suburb of
Fili, built from 1930-33 by architect A. Antonov. Commenting on the photo,
editors noted, “The building has a uniformly dull appearance, its architecture
more evocative of a bakery than a school. Such a depressing building is not
suitable for children»*3,

Debates about Soviet school architecture peaked on February 22, 1935, with
the adoption of the resolution On the Construction of Schools in Cities and
Admission to Higher Educational Institutions by the USSR Sovnarkom and
the Party Central Committee*’. The resolution contained clear instructions for
the design of school buildings throughout the Soviet Union, calling for their
quick design and construction. Marked by an «elevated and solemn form»,
these schools were to feature a more rational layout, with the percentage of
space devoted to classrooms increasing from 35 per cent, the previous norm, to
between 60 and 65 per cent. Enrolment was limited to between 280 and 880
pupils. Schools were to be built as close to their places of residence as possible.

A large-scale program for the construction of schools gripped the country.
In Moscow alone, 72 schools were built in 1935, with another 150 in 1936°°.

46 Ibid., cit., p. 6.

47 Ibid., cit., pp. 6-7.

48 V. Khandros, Iz opyta odnoy perekhodyaschey stroyki [From Experiences of One Transient
Construction Site|, n. 12, 1933, p. 8.

49 Narodnoe obrazovanie SSSR [Popular Schooling in the USSR]. Obscheobrazovatel’naya
shkola. [Collection of Documents]. 1917-1973, Moscow, Pedagogika, 1974, pp. 517-519.

50 D. Aranovich, Vioroy tur shkol’nogo stroitel’stva [Second Round of School Construction],
«ASSSR», n. 4, 1936, p. 26.
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Design and construction were carried out as quickly as possible’!. Yet architects
admitted that this backbreaking pace resulted in a number of design flaws,
particularly as many architects were designing and building schools for the first
time’2.

School staff actively discussed these new schools. The teacher L.M.
Malinovskaia criticized the inappropriate, ‘massive’ scale of her school, which
rendered it «difficult to create and implement a rhythm for school life».
EE Roshchin, the director of School No. 4 in Moscow’s Krasnopresnenskii
District, lamented the ‘crushing’ feel of narrow corridors and the lack of vents
in the windows, which made the winter feel colder and the summer unbearably
stuffy’3. V.V. Serpitskii, assistant director for instruction of Exemplary School
No. 2 in Moscow’s Frunze District, and A.D. Sergeeva, director of Exemplary
School No. 1 in Moscow’s Frunze Region, complained about the incorrect
balance between classroom space and other facilities, a holdover from the former
brigade-laboratory method of teaching. Sergeeva decried how the uniformity
of her school’s interior design led to disorientation and psychological trauma
among children. She wrote:

I remember one child walking down a third-floor hallway, weeping bitterly. He was lost and
did not know how to find either his floor or classroom. Of course, we could not accuse the
child of being inobservant. The floors, corridors, and classrooms are all too monotonous>*.

Criticisms about poor school construction ultimately fell on deaf ears, as their
structure and style were consistent at least on paper with the overall plan for
the city. These designs were included in the Master Plan for the reconstruction
of Moscow, approved on July 10, 1935, by the USSR Sovnarkom and Central
Committee. Known as the Stalin Plan because of the Soviet Union leader’s
direct participation in its development, the detailed project served as the overall
stylistic and ideological guide for the planning of all other Soviet cities as well.
The Stalin Plan even addressed the format and function of children’s spaces in
the Soviet state®.

Moscow’s General Plan of 1935 established quantitative indicators for
school construction, calling for 390 new schools to by 1938 and 530 schools
by 1945%¢. These schools were expected to play a large role in the creation of

51 D. Aranovich claims that 72 schools were built in Moscow over the course of 145 days,
ibid., p. 14.

52 Ya. Kornfel’d, Novye shkoly Moskvy [New Schools in Moscow], «ASSSR», n. 5, 1935,
pp- 27-35.

33 N. Kazantsev, Ne povtoryat’ oshibok proshlykh let [Do Not Repeat the Mistakes of the
Past] (shkol’nye rabotniki ostroitel’stve shkol), «SM», n. §, 19385, pp. 34-35.

54 Ibid., p. 36.

55 Khmelnitskiy, Zodchiy Stali, cit., p. 51.

56 <http://www.landscape-design.ru/articlex.php?c=Moscow-reconstruction 1935&p=4> (accessed:
August 10, 2014).
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new residential and social clusters. Located in the middle of neighbourhoods,
the schools would educate the children living nearby and also function as
community and recreation centres®’. In this manner the school regained its role
as a cultural locus for promoting communist ideals.

While not going into great detail about the construction of urban
children’s space, Moscow’s General Plan did denote a significant shift in the
conceptualization of schools. The massive increase in the number of schools
reflected the growing popularity of the state-endorsed ‘happy childhood’
concept, with its complementary spatial and visual elements. Architects faced
complex challenges in responding to this new ideological directive. In order
to support the development of Soviet children, the spatial planning of the
new schools needed to reflect the importance of children and childhood in the
Soviet urban landscape. The schools should utilize aesthetic forms to embody
the ‘happiness’ of Soviet children. As one critic explained, «The USSR is the
country of the happy childhood. Children’s architecture should also be as joyful
and full of life as our children»%,

Some experts, though, dismissed this design tack as leading to «boring,
unattractive, and unambitious» schools, particularly when compared with the
grandiose and epochal projects of the mid-1930s, such as Moscow’s Palace
of Soviets. Yet that era was quickly drawing to a close, in accordance with
the Party’s line «on children’s architecture, with its own style and character»,
which should «speak about the importance of cultural and social institutions
in the same serious tone as industrial and residential architecture»’. Typical
school buildings were to adopt a solemn appearance without the «exaggerated
monumentalism» often «mechanically» assigned to public buildings. Such a
monumental approach would look absurd in small towns, workers’ settlements,
and regional centres®’. Instead, the architect should imitate the facades of
surrounding residential buildings, weaving the school into the fabric of the
domestic and social environment.

Widespread construction of these new types of schools began in 1936. Soon
after, architects began to report on the remarkable achievements enabled by the
«true and complete Stalinist care for children» evident in Moscow’s Master Plan,
which allocated the most desirable urban areas for construction to schools and
other children’s institutions®!. In reality, the Master Plan did more to establish
and ideological approach than provide any specific directives for construction.
Still, the ‘breakthrough’ in the construction of schools can be dated to 1936,
after which new schools also began appearing in other cities, following the

57 1bid.

38 Pochyotnaya zadacha [Honorable Task], «SM», n. 17, 1936, p. 1.

39 L. Kashkarova, Stalinskaya zabota o detyakh [Stalin’s Concern for Children], «ASSSR»,
n. 10, 1937, p. 60.

60 Kornfel’d, Novye shkoly Moskvy, cit., p. 31.

61 Ibid., pp. 56, 58.
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example of Moscow. A Plenum for the Leningrad City Economy, held in March
1936, noted the rapid change in pace of school construction as compared to
the previous year. By March 10, 1936, construction had begun on 68 of 106
planned schools in Leningrad, with 30 of those scheduled to be roofed by April
1, 1936°%. Of course, the most progressive changes in school design did not
take place in provinces or Leningrad, the ‘cradle of the revolution’, but rather
in Moscow. The Soviet capital, represented in Stalinist culture as the ‘city of
design’ and the ‘capital of the world’s first socialist state’ was to serve as an
example for the transformation of all other cities in the country.

The school designs recommended for use by the Union of Soviet Architects
in 1935 and 1936 developed in response to contemporary political and
pedagogical challenges.

Conclusion

As we have argued, the design for the new Soviet school emerged over the
course of the first decades of the Soviet era through a complex and inconsistent
process. Historians often describe the 1920s in Russia as a period of quicksand.
On one hand, everything was in motion. Ideas of what was normative and
non-normative were up in the air; everything was contradictory, chaotic, and
changing with rapid speed. On the other hand, Sovietization began to change
the country in a persistent and energetic manner. Within the conditions of
relative liberalization, even the most daring of projects seemed possible. This
is seen in the ‘communal child raising’ proposals advanced by revolutionary
and utopian urbanists and deurbanists during the late 1920s and early 1930s.
These projects sought to destroy the old, pre-Revolutionary worldview and
replace it with new Soviet values, behaviours, and lifestyles. Soviet schools were
to play a critical role in this process. Ultimately, though, these projects were
not implemented not only because of a lack of financial resources, but due to a
drastic shift in ideology. In the early 1930s, Soviet culture began to transition
from revolutionary to statist. In line with these trends, by the mid-1930s, the
architectural composition of Soviet schools had adopted more standardized
features, shifting away from monumentality toward a plain, solemnly decorated
fagade, as well as richly decorated interior sacred spaces. Pioneer Corners and
Rooms, as well as assembly halls and recreation areas, hosted the most important
educational events in the lives of Soviet children, including the celebration of
Soviet holidays, receptions for Pioneer and Octoberist children’s organizations,
and meetings with noteworthy guests and heroes. Most importantly, the children

62 «Leningradskaya Pravda», 1936, March 14. For more on this topic, see: Smirnov,
Peterburgskie shkoly i shkol’nye zdaniya, cit., p. 110.
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were trained to read and understand Soviet symbols and paraphernalia, such
as busts of revolutionary leaders, murals with revolutionary themes, slogans,
Soviet posters and banners, and quotations from classic Marxist-Leninist texts.

The place of the school of the Soviet city changed as well, becoming a more
organic component of each residential complex. The school functioned as the
centre of a neighbourhood’s political and educational life; for this reason, polling
stations for central and local elections were often set up in schools. By the mid-
1930s, schools had acquired all of the components of a ‘useful therapeutic space’
within the Soviet urban landscape. Soviet schools retained these characteristics
until the period of ‘Khrushchev utilitarianism’ that emerged in the late 1950s
and early 1960s. Moscow had a paradoxical role throughout this process. On
one hand, the capital set the tone for the construction of schools throughout the
rest of the Soviet Union. On the other hand, Moscow existed on a unique and
inimitable plane as the epitome of socialist construction.

The efforts of this era had tangible effects, as students and teachers began
to understand their obligation to obey the behavioural standards enforced
by the cultural space of the new Soviet school, which added to the totality
of Soviet rituals. The new schools of the 1930s significantly improved the
learning and work environment for students and teachers, as well as their
overall living conditions. In moving out of old, dilapidated pre-Revolutionary
school buildings, students and teachers found themselves in new, spacious, and
bright facilities built in accordance with contemporary sanitary and hygienic
standards. The improvement of schools was the key factor in implanting Soviet
values in the minds of both students and teachers.
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Introduction

Civic education revolves around the concept of the nation and its citizen’s
natural affinity with it. The spirit of citizenship and national identity has long
been absent in most sub-Saharan African countries, as a result of a lack of a
national collective awareness. Anderson observed that in most democracies,
civic education draws on the liberal idea of related rights and equal participation,
but this has been marred in less developed countries such as in sub-Saharan
Africal. Kabwegyere noted that a national narrative has never been taught to
pupils in schools, yet the school context and school work constitute the central
domain of a student’s life experience to determine who they are and who they
would like to be?.

What then is national identity? The phrase national identity is closely linked
to the concepts of nation and identity. It is important therefore to begin with
defining these concepts and showing how they finally give rise to the idea of
national identity. It should however be noted at offset that there is a lack of
consensus amongst scholars who have attempted to define the above concepts.
The notion of ‘Identity’ in itself refers to an individual’s conception of the self.
It is the response to the question: «Who am I?» Every individual embodies
many different identities; social theorists like Tajfel and Turner observed that
every identity is fundamentally linked to a social group, which ties people
together with a certain set of values, norms and ideals associated with the group
identity®. Thus, having an identity means being part of a social group with its
own level of cohesion. This view presupposes that the group’s identity differs
from the national one in an important respect: the idea of a nation has recently
obtained enormous emphasis with nationalists working to ensure that the
nation comes first before all the other social groups that individuals belong to.
According to Smith a nation is a named human population sharing an historic
territory, common myths and historical memories, a mass public culture, a
common economy, common legal rights and duties for all members*. It is this
sense of common sharing and belonging, which brings the question of national
identity to the fore, implying that national identity has therefore, to do with
the collective identity of a group of people within a given territory. Similarly,
Marshall defines citizenship as being not only about rights and responsibilities,

1 B. Anderson, ‘Imagined communities’ reflections on the origin and spread of nationalism,
21d ed., London, Verso, 1991, p. 61.

2 T.B. Kabwegyere, The politics of the state formation: the nature and effects of colonialism
in Uganda, Nairobi, East African Literature Bureau, 1974, p. 145.

3 H.Tajfel, J.C. Turner (edd.), The social identity theory of inter-group bebhaviour, Chicago,
Nelson-Hall Publisher, 1986, p. 20.

4 A.D. Smith, Ethnic election and national destiny: some religious origins of nationalist I1deals,
«Journal of the Association for the Study of Ethnicity and Nationalism», vol. 5 n. 3, 1999, pp.
331-355.
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but also about the expression of a ‘shared identity’; citizenship is then not only
a static universal value narrowly related to democratic regimes, but also a
volatile notion related to the dynamics of belonging. It is about being a member,
or not, of a political community, irrespective of whether this community is
democratic®. In my opinion however, a meaningful sense of belonging in the
form of national identity exists only if individuals who comprise the group are
willing to take action on behalf of others.

Anderson observed that the perceptions of such commonalities are often
unfounded; leading him to call such nations ‘imagined communities’®. In this
context, one’s birthplace determines one’s citizenship in the nation. These
requirements for citizenship do not necessarily demonstrate that an individual
shares a common history and common interests with the rest of the nation.
Even if people strongly believe that they belong to a community with other
nationals, most of them will never meet each other and thus will never discover
whether they indeed do have more in common than they do with nationals.

This article discusses how education has shifted this perception to the
transformation of true citizenship in Uganda. The paper is divided into three
sections: (i) pre-colonial, (ii) colonial and (iii) post-colonial education. Each
section elaborates on a specific aspect of education and examines to what extent
it contributed to the building up a spirit of citizenship and national identity.

1. Pre-colonial education in Uganda

The Ugandan educational system has gone through different phases and with
different actors, which had a significant influence on the general population.
Pre-colonial education was centred on the native communities. It was referred
to as traditional education that was imparted to natives before the coming of
the missionaries. Ocitt asserted that Uganda was comprised of various ethnic
communities each with specific social and cultural educational features, which
were passed on to future generations’. Bray, Clarke and Stephen concurred
with Ocitt that there were varied communities, but they also acknowledged
that African traditional education shared significant fundamentals with regard
to philosophical, sociological and educational features®. Based on this, part of

5 T.C Marshall, Class, citizenship and social development, Garden City, N.Y., Doubleday,
1964, p. 75.

6 B. Anderson, Imagined communities, New York, Verso, 1983, pp. 141-142.

7 J.P. Ocitt, An Introduction to indigenous education in East Africa, Nairobi, East African
Publisher, 19735, p. 45.

8 M. Bray, P. Clarke, D. Stephen, Education and society in Africa, London, Arnold Ltd, 1998,
p. 21.
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the work in this section will be discussing the shared common core values in
Uganda as far as social and educational realities are concerned.

Traditional education aimed at developing ethnic identity and solidarity. The
ethnic group discussed here is one «whose members share a common identity
and affinity based on a common language and culture, myths of common origin
and a territorial homeland»®. Also in this context ethnicity is considered as a
primordial group characteristic that scholars argue is biologically based. The
two key points in the primordialist thesis are (a) that ethnicity is derived from
birth and (b) that the nature of ethnicity is fixed and permanent. It has also been
observed that ethnicity has been conceptualized as a tool used by individuals,
groups, or elites to obtain some larger, typically material end'®. Some scholars
have refuted this view however, it is not to the interest of this paper to enter
into such detailed debate. Nevertheless, the primordialist view suggested that
ethnic identities carried more weight and could easily pose a challenge towards
national integration.

The social and educational activities of these ethnic groups were carried out
informally within the context of family and community for example; all adult
members, particularly the parents and elders were responsible for teaching the
children how to live and appreciate their roles as members of the family, clan,
and ethnic group. The methodology of handing down these skills was based
on oral forms of literature through storytelling, proverbs, riddles, poems and
songs'!. This oral literature played a significant role in preserving the history of
the ethnic groups. Mbiti observed that such literature served various purposes:
some pieces served as a warning, some taught morals, and others were told
as a commentary on the people’s lives in a given period, while others served
as entertainment'?. This implied that despite the dynamic nature of ethnic
identities, each was perceived to be firmly rooted in the past and had a powerful
potential for guiding behaviour, and each social group transmitted its collective
narrative to future generations to bolster its social identity. This was in
contrast to Western educators, who defined this education narrowly. To them,
‘education’ meant instruction in reading and writing with a specialised group of
teachers. The absence of this formal structure must have meant, therefore, that
there was no educational system. This idea was not acceptable to Won Nyaci
[a traditional ruler] of Langi District in the northern part of Uganda, who had
argued that education was not essentially introduced to Uganda by Europeans.
He added that the introduction of the European educational system was not

the same as introducing education because not all education was European's.

9 D. Rothchild, Inter-ethnic conflict and policy analysis in Africa, «Ethnic and Racial Studies»,
vol. 9, n. 1, 1986, pp. 66-86.

10 Ibid.

11 Qcitt, An introduction to indigenous education, cit., p. 45.

12 J, Mbiti, Introduction to African religion, Nairobi, East African Publisher, 1996, p. 8.

13 K.T. Ado, Missionary teachers as agents of colonialism: A study of their activities from
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Marah however, observed that this system of education lacked codified
records and the ability to preserve its wisdom for future generations. He argued
that it was confined to its own ethnic identity, and that its recipients lacked
contacts with the wider world'. Also, Levy opposed this education system,
stating that education should lead to open-mindedness, should accept other
societies, and should weaken ethnic attachments'. Levy’s view appealed more
for inclusivity. While it is true that the pre-colonial education was considered
relevant and beneficial to all members as it fostered unity and productivity.
On the other hand, however, psychologically good it might be to educate
children to confine to their ethnic groups; doing so could do little to broaden
their intellectual horizons, to facilitate communication outside their home
area, or to assist in developing the stability of larger administrative units.
Moreover, such educated young Ugandans will exclusively not be well equipped
to take positions of responsibility outside their own environment. Although,
this traditional form of education was suitable and relevant in its own time,
education itself had to change according to the present social, political and
economic circumstances. Consequently, in spite of the fact that this form of
education still exists, it nevertheless, lost its considerable influence with the
advent of colonialism during the 19™ Century.

2. Education during the colonial era

During the 19™ Century the Christian Missionaries altered the traditional
education system. Some indigenous leaders encouraged the introduction of
European missionary education into their society in order to pursue their
objectives of ensuring the continued existence and expansion of their ethnic
group. In Uganda, the King of Buganda (Kabaka), had welcomed various visitors
into his Kingdom. The first of the foreigners he welcomed, were the Arab and
Swabhili traders from Zanzibar who were encouraged to stay near the palace of
Kabaka [King] Muteesa. In 1877, Protestant teachers of the Church Missionary
Society arrived from Britain, and in 1879 the French Catholic Missionary
Society, also known as White Fathers, were welcomed into the Kingdom'®. By
building relationships with the powerful foreign powers associated with each
group, the Kabaka wanted to protect his Kingdom against foreign invasion.

1877-1925, Kampala, Fountain Publishers, 1998, p. 1.

14 1 K. Marah, The virtues and challenges in traditional African education, «Journal of Pan
Africa Studies», vol. 1, n. 4, 2006, pp. 15-20.

15 M. Levy, Modernisation & structures of society, Princeton, Princeton University Press,
1966, p. 35.

16 J.C. Ssekamwa, History and development of education in Uganda, Kampala, Fountain
Publishers Ltd, 1997, p. 25.
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This implied that before the coming of the missionaries and colonial ventures,
there were internal and external threats in Uganda. Internally, the rivalry and
the war between Buganda and Bunyoro had reached its height and externally,
Khedive Ismail of Egypt had started to expand southwards thereby, threatening
to invade Buganda and Bunyoro in order to control the source of the River
Nile, which was the lifeline to Egypt!”.

These new religious groups spread their ideology and influence by educating
the indigenous population, beginning with the Baganda people. The Protestant
and Catholic missionaries instructed the Baganda chiefs and servants primarily
on Christianity and taught them reading, writing and arithmetic, commonly
known as the 3Rs.They taught history through a religious and European
lens. The Christian missionaries educated them to change their beliefs too.
The introduction of Western education in Uganda aimed at enhancing the
evangelization of Ugandans and thus converts them to Christianity. The need
to train Black clergy, who would become agents of the missionaries among
their own people, led to the establishment of formal schools'®. The main source
of their training centred on the inculcation of biblical knowledge as far as
Anglican missionary teachings were concerned, while the Catholic missionaries
concentrated more on catechetical instruction. This they hoped would liberate
Ugandans from their tradition and spirituality. Fafunwa of Nigeria observed
that being able to read and write, the missionaries foresaw that the converts
would be able to read the Bible and understand the word of God. Thus, the
knowledge of the Bible, the ability to recite the catechism, as well as the ability
to communicate orally and in writing was considered essential in the education
of good Christians'®. This fact was also considered as proof of the sincerity of
their newfound faith. While that may have been viewed as a positive gesture,
it should nevertheless, be noted that these schools were not in any way geared
towards helping Ugandans towards self-assurance and confidence building.

The schools established by the missionaries were boarding schools and the
young Ugandans were isolated from traditional education. Watson confirmed
that many schools were boarding institutions so that at secondary level, the
missionaries could ensure that there was an actual physical separation from
their families. Based on this, the teaching methods and the type of curriculum
would create a new outlook for the pupils, which was conditioned by European
teaching and culture rather than by traditional teaching?’. This implied that the
missionaries were convinced that if Ugandan children stayed at home they would

17 J.A.R. Wanetosi, Mastering East African bistory for O’level, Kampala, Liso Printers, 1998,
p. 136.

18 Ssekamwa, History and development of education, cit., p. 29.

19 A.B. Fafunwa, A history of education in Nigeria, London-Boston-Sydney, George Allen &
Unwin, 1974, p. 81.

20 K. Watson, Colonialism and educational development, in K. Watson (ed.), Education in the
third world, London-Sydney, Croom Helm, 19835, pp. 1-39.
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be exposed to the evil influences embedded in the Ugandan traditional culture.
Notwithstanding the fact that the disparagement of traditional education,
which had sustained people from time immemorial and which had been the
source of remedies for multiple societal anomalies, had a negative effect on
indigenous people. Ngugi Wa Thiongo, lamented this colonial education:

The process annihilate[s] a people’s belief in their names, in their languages, in their
environment, in their heritage of struggle, in their unity, in their capacities, and ultimately in
themselves. It makes them see their past as one wasteland of non-achievement and it makes
them want to distance themselves from the wasteland. It makes them want to identify with
that which is furthest removed from themselves?.

What Wa Thiongo is probably saying here is that the missionaries’ formal
education system in itself would have done well if it incorporated some of
the values of traditional education. However, the ethos of their schooling
betrayed and denounced some of the traditional beliefs and practices, with no
consideration of local knowledge or local people’s everyday experiences. In
doing so, they destroyed some relevant and good beliefs. From this perspective,
Kelly P. Gail and Phillip G. Altbach were right in their assessment that colonial
schools sought to extend foreign dominion throughout the colonies. They
observed that this process was an attempt to strip away the indigenous structure
and thus force the colonized to conform to the cultures and traditions of the
colonizers??. What the promoters of this new type of education did not spell out
was that the internationalization of the curriculum would be skewed toward
Eurocentric paradigms, particularly, British. The dominance of Eurocentric
education over indigenous ways of education undoubtedly created inequality,
which resulted in conflict and failure of the education system, which failed to
shape the indigenous people’s identity and destiny.

Another feature of colonial education was that schooling was minimal at the
higher level in comparison with the primary level of education, in the sense that
the number of those who attended high schools was small and selective. The
colonial government supported the education of the sons of kings and chiefs,
groomed for ruling positions?3. Bishop Streicher’s educational report of 30
June, 1910, indicated that Lubaga School was founded for the sons of chiefs
and other promising Catholic boys to prepare candidates for chieftainship
and clerical work within the administration?*. Also, they wanted to minimise

21 N. Thiongo, Decolonizing the mind: the politics of language in African literature, London,
Currey, 1994, p. 45.

22 PL. Van Den Berghe, Education, class, and ethnicity in Southern Peru: revolutionary
colonialism, in P.G. Altbach, G.P. Kelly (edd.), Education and the colonial experience, New
Brunswick-London, Transaction Books, 1984, pp. 181-203.

23 S.ML.E. Lugumba, J.C. Ssekamwa, A history of education in East Africa, Kampala, Fountain
Publishers, 2002, p. 25.

24 White Fathers’ Achives (from now on cited as: WFA), C.13, Henri Streicher, educational
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costs and avert the possible danger of arousing nationalism among the masses.
Kumar observed that such a school system mirrored the British schools
based on 18™ Century English political ideas, which consisted of Bourgeois
individuality, equality and security of property?’. The implication was that by
controlling the educational system the traditional ruling class had been able
to preserve its power. A similar programme was upheld in British colonies to
train a small number of property holders. As such it appears to suggest that one
of the objectives of colonial education in Uganda was to divide and weaken
the subjects, by making them subordinate to their rulers. Education was
therefore meant to facilitate the ultimate goal of political domination, economic
imperialism, and social subjugation.

The rising tide of sectarianism in Uganda was brought about by missionaries;
this was witnessed in the pattern and structure of their schools. Although these
schools were all founded by missionary bodies, Catholic missionaries did not
allow Catholic converts to attend Protestant schools and vice versa. This view
was expressed in the words of Bishop Streicher, when he encountered Mr.
Tomkins, sub-Commissioner at Kampala, who had communicated to him his
plan to make sixteen year olds to spend a year’s apprenticeship at a technical
school, he replied as follows:

As soon as the Government Protectorate opens a technical school, under the direction of
European or Indian teachers, paid by the Government, and unconnected with missionary
work, our Catholic youth will be happy to be admitted to it and will attend its courses
assiduously. But so long as there are in Uganda technical schools of the kind founded at
Namirembe by the Church Missionary Society, a school under the immediate and exclusive
control of the Protestant Mission, I shall feel bound as a Catholic Bishop to continue to
forbid my converts to attend it?°.

This showed that the White Fathers forbade Catholic children from mingling
with Protestant children in schools. Similar remarks were also extracted from the
printed conclusions of the synod of 10% October 1909 and 3¢ October 1913,
respectively; they indicated the White Fathers’ stance forbidding Catholics from
attending the Protestant hospitals and even any use of their literature?’. This
pattern, therefore, revealed that education was viewed at a denominational
level. Professor Low concluded by stating that: «if born of Protestant parents,
and therefore baptised in the Protestant church, an aspirant was educated at
a Protestant school, and thereafter found himself a member of the Protestant

report, 30 June, 1910.

25 K. Krishna, Political agenda of education a study of colonialists and nationalist Ideas, New
Delhi, Sage Publication, 2005, p. 23.

26 Rubaga Archives Kampala (from now on cited as: RAK), E22, report on educational
progress of White Fathers in Uganda, 1902.

27 RAK, F.22, Synodaux number 392-3, 593-622: 55-59 and 75-94, 1909 &1913.
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political party»2. From the close observation of this study what Professor Low
said of Protestants equally applied to Catholics. This also suggested that some
of the major political parties in Uganda continue to reflect the major religions
that Ugandans fall into. It equally reflected that much as religion can enhance
national identity, it can also be used instrumentally to cause conflicts in much
the same way as others have analyzed the instrumental role of ethnicity in
conflict. There is no doubt that the seed of sectarianism in Uganda was planted
by the missionaries. This rivalry created unhealthy relationships leading to
unseemly behaviour like discrimination in society, the promotion of people in
the offices of the civil service was done on the basis of religious affiliations. The
Christian teachings which were supposed to promote love and unity among the
people were used to promote mutual enmity between one another. This attitude
of the missionaries towards one another was in sharp contrast with the gospel
message. This suggests that although education was a source of a positive move
in the direction of progress, it was also a source of conflict and division.

In 1925 the British Colonial administration, which had established itself
gradually from 1894, finally assumed an active role in education. They formed
a partnership with the missionaries and adopted the policy of running schools
through the missions. In the same year the Department of Education was
established in order to coordinate and provide financial support to the churches’
educational activities whilst increasing state control over education. They
further supported the missionaries’ work whilst seeking to change the focus of
education: it encouraged primary schools to emphasize technical training over
literacy education in order to serve economic interests?’. In the same year the
British developed a document education policy in British tropical Africa. Its
aims were to adapt education to the local environment, to strengthen the feeling
of responsibility among tribal communities and to raise moral standards®’. This
meant that the common policy running through all the versions of adapted
education was an emphasis on ‘industrial education’. This idea originated from
the British Privy Council of Education in 1847 regarding ‘coloured education’,
which stated need for «securing better conditions of life and development of the
African as a peasant on the land»3!. In general terms this meant manual work.
The concept of ‘adapted education” was not only visible in the philosophy of
British education, but was also in the curriculum, in textbooks and in the content

28 D.A. Low, Political parties in Uganda 1949-1962, London, Athlone Press, 1962, pp. 11-12.

29 Ssekamwa, History and development of education, cit., p. 27.

30 Colonial Office, Education Policy in British Tropical Africa: Memorandum submitted to
Secretary of State for Colonies by Advisory Committee on Native Education in British Africa
Dependencies, London, His Majesty’s Stationary Office (from now on cited as: HMSO), Cmd
2374, 1925.

31 Brief practical suggestions, on the mode of organizing and conducting day-schools of
industry, model farm schools, and normal schools, as part of a system of education for the coloured
races of the British Colonies, Foreign and commonwealth Office Collection, London, 1847.
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and methods of teaching in all the subjects, especially history and geography>2.
Such an educational system was put in place to justify the aim of colonial -
mission education, which aimed at building character and teaching good
manners, and promoted loyalty to masters as it emphasised manual work?33,
Hattersley, the pioneer of Church Missionary Society Elementary education
in Uganda had confirmed that the process of civilising the nation would be
incomplete without the formation of the Christian character®*. In this way, by
focusing on agricultural and manual training, adapted education resulted in
preventing Ugandans from pursuing life outside their rural environment. This
makes it clear that with the emergence of the colonial administration in the
field of education, the Ugandan graduates were not suitably trained to address
Ugandan challenges to the development and improvement of their citizens’
welfare. They were rather to become intermediaries in advancing colonial rule
and moral education through labour. This further manifested that the interest
of the missionaries in Uganda was centered not so much on intellectual training
and growth, but rather on moral education.

As part of their divide-and-rule policy, the British implemented policies
to increase the influence of local ethnic groups on missionary education. For
example, the Thomas Education Committee of 1940 reviewed Uganda’s
education system and made recommendations which eventually led to the
adoption of policies that increased local control over education. The system of
a Board of Governors was established in order to promote local involvement
in school administration and in local governments who were given the
responsibility over the financing of primary education®. This support for the
enhancement of ethnic identity runs parallel with the colonial regime’s other
policies that increased hostilities among the different ethnic groups of Uganda.
By encouraging the indigenous people to remain as fragmented ethnic groups,
the colonial regime implemented educational policies to prevent the Ugandans
from identifying and collaborating with each other to oust the colonizers.

The colonial regime further divided Uganda into administrative provinces and
districts, each representing the dominant ethnic group of the region that would
act as the local government and extension of colonial rule. In the education
sector there was similar alignment: the Director of Education and his assistant,
who operated at headquarter through provincial education officers, whilst at
the district level there was the District Education Officer, who worked closely
with the District Commissioners in each district. The district encompassing the

32 A.l. Madeira, Portuguese, French and British discourses on colonial education: Church-
State relations, school expansion and missionary competition in Africa 1890-1930, «Paedagogica
Historica», vol. 21, n. 1/2, 2005, pp. 31-60.

33 A. Wandira, Early missionary education in Uganda: A study of the purpose of the missionary
education, Kampala, Makerere University Press, 1972, p. 45.

34 RAK, F.21, education meeting held on 13 April 1894.

35 WFA, C.13, education report of the year ended 315 Dec 1940.
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Buganda Kingdom’s geographical domain of rule became the centre of colonial
administration, while the other districts were brought under colonial control
through the Baganda chiefs*®. On the other hand, the members of ethnic groups
in the northern region, such as the Acholi and Langos, were considered as
skilled warriors, and were recruited for positions in the police and the army?’.
This indicated that army officers were recruited along ethnic lines and on the
basis of physical strength, rather than on educational criteria. This inequality
based on selection process, created problems later on for Uganda as those who
dominated the military there after controlled the politics of Uganda. The British
education policies deliberately discouraged the formation of unified nationals
and patriots among the indigenous people. As a result, most students retained a
strong identity with their clans and even those who went to the mission schools
remained loyal to their ethnic roots. Twaddle observed that even at the demand
for independence, the students at the State Run University at Makerere worked
to progression towards decolonisation through university associations linked
with their ethnic backgrounds?®.

It was Lugard who invented the British policy of indirect rule in Africa, a
policy that attempted to govern Africans through their own ‘native authorities’
at its face value this system suggested that there was a reciprocal benefit here,
in that the natives to have responsibility for themselves, and in that it further
reflected the British values of liberty. However, scholars like J.Comaroff and
L. Comaroff argued that the British colonial rule used indirect rule rather than
direct rule because it made it easier for them to dispossess the indigenous people
of their land, extract labour and legitimize their subordination®. In short,
the motive behind this system was to sustain tribal identities and continuous
confrontation with their neighbours as they extracted land from them. Indeed
far from the supposed objective, this encouraged local people to remain as
fragmented ethnic groups, and such policies were meant to prevent Ugandans
from identifying and collaborating with each other. It was therefore, a political
strategy whereby, the traditional leaders were used as an instrument to curb
political and social unrest.

The government also continued to support missionary education to alter
aspects of ethnic identities in order to bring them into line with British and
Christian values. For example, Ado revealed that in the mission schools,

36 B. Charles, African education: A study of educational policy and practice in British Tropical
Africa, Oxford University Press, 1953, p. 61.

37 E.A. Brett, Neutralising the use of force in Uganda: The role of the military in politics, <The
Journal of Modern African Studies», vol. 33, n. 1, 1995, pp. 129-152.

38 H. Dinwiddy, M. Twaddle, The crisis at Makerere University, in H.B. Hansen, M. Twaddle
(edd.), Uganda now: between decay and development, London-Athens, J. Currey-Ohio University
Press, 1988, pp. 195-204.

39 J. Comaroff, J.L. Comaroff, Of revelation and revolution: Christianity, colonialism, and
consciousness in South Africa, Chicago University Press, 1991, p. 45.
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children were not only taught catechism and knowledge of the Bible, but they
were also repeatedly told that Ugandan customs and traditions were wrong and
unacceptable to the ‘new God*°. Moreover, Ssekamwa pointed out that the
colonial-mission schools taught about European personalities like Speke who
discovered the source of the River Nile, but not about Ugandan heroes. They
taught European history, not Ugandan history*!. Various research studies based
on this Eurocentric view have firmly claimed that there was only European
history in Africa and that the rest was darkness. According to Zachernuk
remarked:

That until about 1950s those whose opinion on the study of the human past mattered, held
firmly to the view that Africa had no history before Europe made contact with her, and that
even with the coming of Europeans to Africa one would still not talk of African history
properly so called, but of the history of European activity in Africa*?.

This implied that Africa and indeed Uganda was a dark ‘Continent’ with
no history. This view however, contrasted sharply with the early pedagogical
activity in ancient Africa. Rodney observed that in Egypt, there were different
educational systems; one was for the scribes and the other for the priests and that
they taught many subjects, in addition to reading and writing*3. This supports
the idea that the African process of education was transmitted throughout
the continent before the advent of the missionaries and the colonial powers.
Missionary, colonial education gave a negative image of Ugandan traditional
education to Ugandans. Okoth of Uganda asserted that the colonialists
concentrated on the process of negating the personality, identity and dignity of
the colonized people**. Abgiboa concurs with Okoth as he argued that ethnicity
persisted because it was used as a mechanism for adaptation to the imperialist
system to ensure effective dominance over the colonized*’. While this assertion
may be true to a large extent, it was not applicable to all Ugandans. For example,
from an educational point of view these discussions revealed that Buganda
enjoyed considerable advantages, because the early missionaries concentrated
more in Buganda than in any other region. Although, some Baganda adopted
Christianity and chose to wear Western clothing, they nevertheless, managed
to maintain their Buganda identity. For example after attending the missionary

40 Ado, Missionary teachers as agents of colonialism, cit., p. 35.

41 Ssekamwa, History and development of education, cit., pp. 169-170.

42 P.S. Zachernuk, African history and imperial culture in colonial Nigerian schools, «Journal
of International African Institute», vol. 68, n. 4, 1998, pp. 484-505.

43 W. Rodney, How Europe underdeveloped Africa, Washington D.C., Howard University
Press, 1982, p. 240.

44 P.G. Okoth, The creation of dependent culture, in J.A Mangan (ed.), Imperial curriculum:
racial images and education in the British colonial experience, London, Routledge, 1993, pp.
134-145.

45 D.E. Agbiboa, Ethno-religious conflicts and elusive quest, for national identity in Nigeria,
«Journal of Black Studies», vol. 44, n. 1, 2012, pp. 3-30.
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schools some Baganda wrote about Buganda emphasizing their own pride
about their culture, including their own history*®. However, in 1948 the attitude
towards education changed and a memorandum for responsible citizenship was
signed and it stated that:

His majesty’s government has often proclaimed that responsible self-governance is the goal
at which all colonies should aim. The central purpose of the British Colonial administration
was to pledge to guide the colonial peoples along the road of self-governance within the
framework of the British Empire, to build up their social and economic institutions, and to

47

develop their natural resources™ .

This meant that self-governance was the aim which all economic and social
development, and particularly the development of education, should have in
view. In this regard education for responsible citizenship meant that there were
some ideals to be followed in order to educate the Ugandans along this line. For
example at primary level, the ideal required to promotion of certain subjects
like: history and geography. Meanwhile at the secondary level there was an
introduction to democratically run societies in order to break autocracy, which
led to the development of clubs and societies in schools. Debates were promoted
at secondary schools in view aimed at inculcating the young citizens against the
common deception of argument and propaganda. This would help them to
scrutinize the documentations, which had emotional contents*®. The question
arises as to why the British suddenly changed their tone to focus on education
for citizenship. Was this education different from other colonial programmes?
Some scholars argue that the British changed their tone to ensure their colonial
influence by placing educated Ugandans, who remained loyal to the colonial
power. One thing which is clear from this study is that British government
policies on Ugandan education could not possibly have been designed to go
against colonial interests. They were formulated in the interest of the British
colonial office by colonialists without involving one single Ugandan. Pearce
noted that the statement of July 1943, made by Oliver Stanley, Colonial
Secretary of the State, when he pledged «Britain to guide colonial peoples along
the road to self-government within the framework of the British Empire», had a
note of insincerity and unreality in his declaration: it was very much designed for
international consumption, to appease American critics of British imperialism,
and Oliver himself doubted that the majority of the colonies would ever be
capable of full self-governance®. It is therefore evident that the policies which
governed the development of education in Uganda between 1925 and 1961

46 J. Roscue, The Baganda: an account of their native customs and beliefs, London, Frank
Cass, 1965, p. 78.

47 Ssekamwa, History of education development, cit., p. 164.

48 Ibid., p. 164.

49 R. Pearce, The colonial office and the planned decolonization in Africa, «African Affairs»,
vol. 83, n. 330, 1984, pp. 77-93.
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were not intended to promote the interest of Ugandans. The motive behind the
promotion of education for citizenship, would guide the domestic policy along
lines supportive of the society’s dominant, social and economic interest>’. This
suggested that the reforms in the Ugandan educational system were conceived
and implemented within the framework of this relationship. Although, there was
a lot of enthusiasm on the part of the Ugandan public, there were nevertheless,
strings attached to this educational programme.

In conclusion, the fact that education is meant to make a real difference
in life by instilling knowledge, skills, attitudes, and values into students, who
can use these assets to gain a higher status in society, this was to some extent
under-valued by both the colonial administration and the missionaries. The
Western educational system undoubtedly helped in creating and maintaining
the colonizing system, with its glaring disparities and inequities structured
along lines of ethnicity, culture, and class.

The study has documented that the form of adapted education was as result
of the fear of colonial officials, who believed that new Ugandan leadership would
endanger their existence. In this sense, by focusing on agricultural and manual
training, adapted education was restricted in limiting Ugandans to pursue life
within their rural environment. Consequently, the British government kept
within the scope of the education system it desired. It should however, be noted
that within these limits, its education was quite productive. By emphasising the
study of agriculture (manual labour), hygiene, and the strong moral values, the
teachers and their pupils were instilled with awareness of their local environment
and good discipline. Moreover, by establishing higher education colleges, it
raised highly educated Ugandans. However, only a small number of students
attended such schools. This restrictive factor was later to create tensions in the
Ugandan society.

It should nevertheless, be noted that even if the missionary educational
activities left much to be desired, they ought to be viewed on the merit of their
own time and circumstance. We cannot therefore, attribute all the present
problems in Uganda to the failings of missionaries and the colonial educational
system without considering the enviroment they were working in. It should
however, be acknowledged that such contemporary problems date back to the
colonial past.

50 E. Berman, Foundations, philantbropy and neo-colonialism, in P.A Gail, PK Gail (edd.),
Education and colonial experience, New Brunswick & London, Transaction Books, 1984, pp. 253-256.
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3. Education during post-colonial Uganda

Uganda regained independence from the British on 9™ October 1962, under
the leadership of Milton Obote as Prime Minister and Kabaka Edward Muteesa
I (King of Buganda) as the President. During the colonial period and the
early period after independence Buganda as a Kingdom enjoyed considerable
autonomy from the rest of Uganda and this almost took on the shape of a state
within a state. In 1966 Obote overthrew Edward Muteesa II, and changed the
constitution to enable him to become the president of Uganda’!. Unlike Kenya
and Tanzania, Uganda did not gain its independence through a nation-wide
movement that unified the indigenous people against their common oppressor.

Obote’s priority was to use education as a pillar to consolidate the national
sovereignty of the country, to foster unity among the masses and to produce
wider human resources capable of transforming society and safeguarding
national ideals and beliefs. The new Ugandan government also pursued the
Africanization and the nationalization of the school curriculum’?. Just as
traditional education continued to reinforce ethnic identity at the family level,
and the missionary education continued to promote the Christianization
and Westernization of local ethnic identities. So now, the post-colonial state
sought to bring Ugandan and African identity to the fore by revamping the
Anglo-centric curriculum to suit the needs of the Ugandan people. Nyerere of
Tanzania noted that although educational policies had often been motivated by
political views, during the post-colonial period most African leaders were more
concerned with promoting education for the purpose of national identity and
integration®?.

In 1963 Uganda appointed the Castle Education Commission to review
the educational system in Uganda. The recommendation of this Commission
provided the framework for reform, which also involved public participation
through written memoranda. In this way, the curriculum and other aspects of
the educational system became stronger or more relevant to the challenges of
the time*4. In 1964, the education act was passed and all the grant aided schools
which belonged to religious groups were nationalised by the state. By doing so,
this government control was meant to offset any further grip of the missionary
and racial segregations and paved the way for greater unity under national
unity®>’. Once under government control, the schools were prohibited from

51 E.A. Brett, Neutralising the use of force in Uganda: The role of the military in politics, «<The
Journal of Modern African Studies», vol. 33, n. 1, 1995, pp. 129-152.

52 W.S. Kajubi, Education for national integration and development: Report of education
review Commission, Ministry of Education, Kampala, 1974.

33 J. Nyerere, Freedom and development, Dar-es Salaam, Government Press, 1973, p. 56.

54 [bid.

55 Ssekamwa, History and development of education, cit., p. 170.
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barring children of the local area, who were not of the same race or religion,
from to attending their school.

Also, 1973 saw the dawn of curriculum reform, which was meant to unify
the curriculum and inculcate the formation of national identity®. In spite of
the reforms in education, the progress made in the promotion of national ideals
was slow and insignificant. It suffered a setback due to the political chaos, civil
strife, and economic stagnation that engulfed the country during the regimes of
Idi Amin from 1971 to 1979 and Obote, from 1981 to 1985. Amin eventually
fell out with Obote on 25™ January 1971 while Obote was out of the country
attending a Commonwealth Summit. He staged a coup d’Etat as far as a change
of government was concerned. Ethnicity became more pronounced as Amin
recruited for the army his own tribesmen from North Western Uganda — the
Kakwa, at the expense of the Acholi and the Langi who had dominated the
army during Obote’s tenure®’. The infrastructure of educational institutions
was run down and the country lost most of its trained manpower>®. Besides, the
Bantu speaking people of the south and the non-Bantu of the north continued
to struggle for power. Scholars attribute the failure of democratization in
African countries to the strength of ethnic identity. Horowitz argues that the
more ethnically divided a country is, the more difficult it is for democratization
to succeed. Since in his view, the democratic system encouraged inclusivity and
excluded ethnicity®®. It is thus clear that the new Ugandan leadership could not
use diversity as a source of their strength.

All in all, these conflicts reflected that the 19 Century nationalistic attitude
in Uganda fostered the sense of ethno-cultural superiority for fear of insecurity
from both within and without. It also manifested that the leaders at the
time were not equal to the task intellectually; politically and morally, hence,
independence was seen as a concession for the purpose of tribal grouping,
instead for unification.

It can further be noted that decades of self-rule and independence have not
succeeded in empowering Ugandans to determine their educational framework.
In part, this difficulty was/is as a result of the continued social and economic
ties between Uganda and its former colonising powers. Although, Uganda
was/is politically independent, it remains technologically and economically
dependent on countries that colonised it. During both the Obote and Amin
regimes educational structures were meant mainly to foster this bond, rather
than reduce it. For such reasons they did not go far enough to develop and

56 Ibid.

57 Brett, Neutralising the use of force in Uganda: The role of the military in politics, cit.

58 1. Karinijabo, Curriculum Development and Educational Innovations: The problems of
quality and relevancy in Ugandan Secondary Schools, Doctorate in Sciences of Education, Faculty
of Science of Education, Roma, Pontifical Salesian University, 1995.

59 D.L. Horowitz, Democracy in divided societies, «Journal of Democracy», vol. 4, n. 4,
1993, pp. 19-25.
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foster a common culture. Under the current president Museveni however, the
education system is trying to take on different direction.

4. Under the Umbrella of the National Resistance Movement: Education for
National Unity

In 1986 Museveni took over from Milton Obote II. The country was tattered
by the effects of colonialism, and post-colonial mismanagement. People were
largely illiterate, culturally diverse and divided on religious grounds. In contrast
to the Obote and Amin regimes, Museveni’s government took steps to increase
access to education with the enhancement of national identity as a central
objective. He advocated for broad-based policy to encourage the inclusion of
all Ugandans, regardless of ethnicity, ideology, or previous political affiliation.
The ten point program of the NRM (National Resistance Movement) is the
defining document of Museveni’s regime, which includes the consolidation
of national unity through the elimination of all forms of sectarianism®. This
clearly demonstrated that through the nationalisation of education, and the call
to national unity, the government of Uganda fosters the development of a well-
defined national identity and reduced its citizens’ previous allegiance to ethnic
groupings.

In 1997 and 2006 the government, supported by international donors,
made tremendous strides towards achieving a universal primary and secondary
education. The government has taken responsibility for providing and
administering a standardized nationalized education for Ugandans throughout
the country. Thus far, remarkable progress has been made in the area of
education in terms of increased access, equity, and quality. One such area is
the democratisation of education, inclusive of female students through funding,
advocacy, and affirmative action. In fact most educated women in Uganda feel
empowered and are able to make their voices heard in contrast with traditional
laws and customs®!. Today some of these women participate actively in various
matters of national issue at parliament

In a bid to promote science and technology, policies have been adopted
aimed at encouraging boys and girls to venture into information and technology.
According to the recent report, 25 years of nation building and progress
in Uganda from 1986 to 2011, people’s access to the telecommunication
sector has increased to 86% in terms of geographic coverage. Consequently,

60 Report on 25 years of nation building and progress in Uganda from 1986-2011, <www.
statehouse.go.ug/.../files/departments/25.years.2pdf> (accessed: September 21, 2014).

61 Ministry of Education and Sports, development of education in Uganda in the Last Ten
Years: the 46™ Session held at Geneva, May, 2001, <http://www.ibe.unesco.org/International/ICE/
natrap/Uganda.pdf> (accessed: October 21, 2014).
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the advancement of hi-tech has increased communication within different
ethnicities, thus enabling exposure to national issues and to a call for collective
responsibility where need arises®?.

In promoting national unity and eliminating all forms of sectarianism,
citizenry education known as chaka-mchaka was introduced to all graduating
senior six students of secondary schools. Chaka-mchaka education included
self-defence training and political education. This education was especially
meant to create awareness of the national consciousness and the need to
defend it. This move however, was opposed by the opposition parties and some
human rights observers, who viewed it as political indoctrination®3. Although
heavily criticized by opponents of the ruling government as a tool of political
indoctrination, chaka-mchaka education helped raise national consciousness
and facilitated the formation of a coalition among various ethnic groups in
southern Uganda against northerner rule.

Grooming young people to fulfil their civic duties to the nation necessitates
fostering a spirit of national pride. In Uganda unlike other nations like
Britain and the United States of America, schools teach civic education as a
separate subject to inculcate national values and patriotism®*. On the other
hand, Uganda use history lessons at higher and social studies at lower levels.
Currently, elements of Ugandan civic education have been incorporated into
the primary schools’ social studies curriculum. This curriculum attempts to
promote democratic values and ideas of a national Uganda, as opposed to ethnic
identity. The syllabus of social studies for primary schools at fourth to seven
level, are designed to enlighten the pupils on matters both local and national
leadership. It also discusses the influence of foreigners, the formation of Uganda
and postcolonial Uganda®.

Meanwhile, the history of Uganda for form one to four (high school)
students is taught how to promote and appreciate the value of national unity
and patriotism®®. So far, education has remained the cornerstone of the NRM’s
efforts towards national integration.

In Uganda however, no national language exists, which could unite all
Ugandans. English is spoken as the official language, but many people in Uganda
especially the elderly do not speak English thereby limiting communication
across the different ethnic groups. With Swabhili being spoken widely in
Tanzania and Kenya, Uganda will have, but limited option to popularise and

62 [bid.

63 P. Bouckaert, Hostile to democracy: The movement system and political repression in
Uganda, New York, Human Rights Watch, 1999, p. 66.

64 J.J. Cagan, ‘Civic education in United States’: A brief history, «International Journal of
Social Education», vol. 4, n. 1, 1999, pp. 52-64.

65 Telephone interview to department of education Kyambogo University, Uganda on 22
January, 2014.

66 [bid.



A LABORATORY FOR NATIONAL IDENTITY AND CITIZENSHIP EDUCATION: THE CASE OF UGANDA 213

effect Swahili in their educational system since the leadership in Uganda seems
to be very interested in reviving the idea of regional integration in East Africa®’.
In doing so, Kiswahili language, will help to a great extent to weaken ethnic
identity and strengthen national unity.

Whilst a great effort has been undertaken to promote national identity, there
are still some loopholes in the curriculum where no mention whatsoever is
made of its conflicts-ridden post-independence history. Despite the prominence
accorded to national unity in the curricular objectives, Ugandan schools do not
provide a glorious national narrative about the unification of the different ethnic
groups into one nation in a joint struggle against colonialism, as compared to
Kenya’s Mau Mau’s struggles for self-independence. Students are taught that
the Ugandan nation was a product of the colonial rule. Surprisingly however,
the curriculum barely touches on the History of post-colonial Uganda after
independence, for example Amin’s brutal rule is virtually left untouched and
taught. Additionally, teachers do not detail the current President Museveni’s
rise to power through guerrilla warfare against his opponents and its impact
on the nation. This is in stark contrast for example with Germany, who after
World War II, revisited issues of its historical past during the Nazi regime to
accurately portray the brutality of its regime toward minorities. By so doing,
they reduced the bias associated with their History curriculum by incorporating
more perspectives about the country’s violent past into its national narrative®s.
The importance of such study of common experiences of the past bonds people
together and creates a feeling of community and eventually closes some gaps
by means of a reconciliation. In addition to sharing these past experiences,
people share the present and future as they move forward together as a group.
By pushing such past experiences under the carpet is to perpetuate the conflicts,
which could easily be resurfaced from time and again.

Conclusion

This article attempted to demonstrate the different forms of the educational
system in Uganda, and how diverse actors used education to manipulate different
identities as far as national indentity was concerned. Notably, traditional
education manifested that members of the group were bound together by the
values, beliefs, and ideals associated with the groups’ identity. The mission-

67 B.O. Oduor, Prospects of Kiswahili as a Regional Language in a Socioculturally
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colonial education used the method of divide-and-rule policy, which pitted
indigenous ethnic groups against each other in their pursuit of the social and
economic advantages offered by the colonial bureaucracy. This clearly reveals
that the colonial policies served to increase competition among different ethnic
groups. In part, because of this colonial legacy of division, Uganda and many
countries in sub-Saharan Africa have suffered from internal fragmentation and
conflict. This suggests that when knowledge is introduced by an external actor
and imposed on an education system of a particular society, it becomes biased
and has a negative influence on the indigenous knowledge of the people.

The study manifested that the missionaries shifted sides by co-operating
with the colonial power in promoting this form of education. The fact that they
did so, was a clear indication that the missionaries had compromised with their
Christian message. It has been shown that religion is another defining aspect of
identity that some authors have argued can be used instrumentally to prosecute
conflicts in much the same way as others have analyzed the instrumental
role of ethnicity in conflict. Moreover, this study has fully revealed that the
development of the colonial educational system was related to the historical
orientation of the Western economic, political and cultural transmission, which
was at the centre stage for the missionaries and colonial government. Due to
their limited ability to meet their own ends however, the missionaries and the
colonialists had to follow the ideals prevailing in their home countries.

After independence however, the state-sponsored nationalized education
gained greater influence over the youth. This study revealed that a comparison
of interethnic and international relations in Uganda during the Obote (1966-
1971,1980-1985) and Amin (1971-1979) years and under the current President
Museveni’s regime (1986-present) illustrates how the Museveni regime’s strong
commitment to national unity along with the promotion of universal education
has enhanced Ugandans’ sense of citizenship and national identity and reduced
the occurrence of ethnic conflict in the country.

The system as a whole has increasingly become more open and inclusive.
Although, Uganda has made significant strides in promoting a national identity
and citizenry spirit, challenges like tribalism have persisted, which reflects
that the end of colonialism did not completely bring about the end of ethnic
divisions, thus posing challenges for national integration.

Also, manner of authoritarian rule not marked by openness, transparency
and accountability are likely to water down the above efforts. Finally, the oral
histories of ethnic groups still remain hanging in a dilemma, whilst the post-
colonial brutal history with references to power struggles between different
factions is hardly covered in the current curriculum. This study has however,
shown that greatly fragmented ethno linguistic groups, can gain a path to
nationhood through education as a unifying tool for all citizens under its rule
of law.
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Introduction

One of the conflicts that currently still exist in Spain is that caused by the
non-recognition by the Spanish State of Spain as a plurinational and plurilingual
State. Catalonia, the Basque Country and, to a lesser extent, Galicia, are historic
and linguistic realities that have, over the years, found their niche within the
Spanish State!. The Constitution of 1978, with the creation of the «State of
the Autonomous Regions» aimed to resolve this question, granting all the
autonomous communities «privileges» that were thought to have been reserved
for these historic nations Nevertheless, over recent years, and especially in the
educational field, already 17 educational systems corresponding to the number
of existing Communities could be spoken of, due to the powers devolved from
the State in educational matters. This current situation had its roots in the
process of construction of the Spanish educational system and the role that
has been played by the various nationalisms; particularly Spanish, Basque and
Catalan ones?. In the field of the history of education there exists abundant
bibliography about the construction of national identity and its relation to
education?.

The objective of this article is to show how Basque nationalism based its
discourse on religion as the fundamental premise around which Basque national
identity would be constructed. For Sabino Arana, founder of the Basque
Nationalist Party (PNV) in 1895, the Basque Fatherland would only make sense
if it was orientated «to the greater glory of God» (AMDG), paraphrasing the
motto of the Jesuits. Based on this premise, one can understand other substantial
themes of Basque nationalism, such as the Fatherland, race or the language.
Despite the permanence of the original discourse of Sabino Arana, in the second
part of this work we analyse the contributions of other ideologues of Basque
nationalism — after the death of the founder —, noting continuities and ruptures
in this discourse. In opposition to this ideological position were its declared
enemies — secularism, Spanish nationalism and the Spanish language. But as
these enemies had no life of their own other than that which their transmitting
agents (the school, teaching staff, text books, etc.) could give them, the targets
of attacks by Basque nationalism at the beginning were to be precisely these

for Historical and Comparative Studies in Education — Garaian, recognized by the Basque
Government, registry number I'T 603-13 and of the Unity of Education and Research Education,
Culture and Society (UFI 11/54) of the University of the Basque Country UPV/EHU.

1 R.Lo6pez, M. Cabo (edd.), De la idea a la identidad: estudios sobre nacionalismos y procesos
de nacionalizacién, Granada, Comares, 2012. This work includes important contributions on
theoretical aspects of nationalism and the processes of identity referring to the Spanish case.

2 P. Davila, Las politicas educativas en el Pais Vasco durante el siglo XX, Madrid, Biblioteca
Nueva, 2004.
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players. The representative schema of this nationalism follows the canon of any
nationalist ideology: choosing a viable world that enabled emphasising one’s
own identity, interpreted in terms of positive values, and confronting another
world, inhabited by the enemy and with its negative values.

This architecture of nationalist representation had a relevant importance in
the educational field, as this was the element which would sustain the national
construction of Euzkadi (neologism created by Sabino Arana). Euzkadi was
a nation made up of the seven territories in which Basque was spoken (four
depending to the Spanish State and three in the French Republic), and for which
the players were to be Basque patriots, under the auspices of Catholicism, that
is, the territory historically known as Euskal Herria (literally, the land of the
Basque language)*. The analysis of Basque nationalist ideology in this article
is focused on written texts by Sabino Arana describing a political-religious
doctrine that has lasted almost unaltered since its inception up until the 1970s.
After the Spanish Civil War (1936-1939) the PNV went into exile and did
not resurface on to the political scene until the death of the dictator Franco.
The emergence of radical nationalism in the 1960s, led by ETA (Euskadi and
Freedom), marked a rupture with these positions, on focusing its discourse on
the importance of the language in order to construct an independent Euskal
Herria. Consequently the PNV had to adapt its discourse to the new reality,
without losing sight of its traditional one.

But Basque nationalism did not involve itself solely in the field of discourse
but, when it gained some measure of power, locally or at a provincial or
national administration level, it strove to put into practice these principles
through educational experiments (creating Basque schools (ikastolas), training
Basque teachers and creating school texts in Euskera). In short, what Basque
nationalism discovered, as with other nationalisms, is that the school is the best
agent for the processes of nationalisation, although not the only one.

1. Sabino Arana — architect of the Basque Fatherland (1895-1903): «For
God and only for God»

Most conservative nationalisms resort to religion as a fundamental principle
of their system of ideas and beliefs. The same occurred in the case of the Basque
Country, if we consider the principles of the founder of the PNV, Sabino Arana
Goiri®. This credo is summed up by the motto «Jaungoikoa eta Lege Zarra»

4 In this text the names FEuskal Herria, Euskadi, Euzkadi or Pais Vasco are employed
indistinctly to refer to all the geographical territory in which Basque is spoken.

5 Sabino Arana (1865-1903) went through three distinct phases throughout his life. The
first from 1893 to 1898, marked by intense political radicalism and religious fundamentalism; the
second until 1902, when he became close to the industrial bourgeoisie of Vizcaya; and the third,
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(God and Ancient Laws)®. For Arana religion was the central pillar around
which the construction of the Basque Fatherland turned, as is well explained
by the ideologue of nationalism, Aranzadi, after the death of the founder: «for
him religion was everything»’. In this sense Arana placed religion at a superior
level, being «a religious mission»® that the PNV was destined to fulfil. Thus, the
end goal aimed at by nationalism was to Christianise all of Euskal Herria: «my
patriotism is not based on human motives, nor is it aimed at material ends: my
patriotism is founded on, and each day that passes is founded on my love for
God, and the end pursued therein is that of guiding towards God my brothers
and sisters of the same race, my grand family — the Basque people»°.

In this sense, Basque nationalisms are based on the umbilical connection
between the Basque Fatherland and God, expressed in a nutshell with the motto
«Gu Euzkadi'rentzat ta Euzkadi Jaungoioa'rentzat» («We for Euzkadi and
Euzkadi for God»), a Messianic message also detected in other political parties,
although not necessarily Christian!®. But the ideas of Arana only continued a
long tradition of the Church in the Basque Country. The role of religion has
been anchored in Basque society since the Catholic Counter-Reformation, to
the extent that being Catholic and Basque were perceived as the same, this
equivalence giving rise to one of the most frequent clichés regarding the Basque
people!!. Thus, Arana perceived in political terms a widespread and traditional
Catholic reality!? and, in this way, could closely connect to a Catholic
fundamentalism that constituted the fundamental pillar for the legitimation
of his political ideology!'3. This traditionalist ideology, manifesting itself in
various political parties and levels, would play a role as a cohesive element
of a society going through a crisis of values and transformations that was the
industrialisation which occurred at the end of the XIX century in the Basque

in the last year of his life, in which a shift to Spanish nationalism is observed. He was the founder
and ideologue of the Basque Nationalist Party and President until his death.

6 During the Middle Ages the Basque provinces had special administrative privileges or
rights («fueros») that lasted until 1876 in some cases. After the Second Carlist War (1872-1876)
this ‘fuerismo’ re-emerged with the aim of recovering these rights and the motto of which was
«Jaungoikoa eta Foruak» (God and Our Rights). C. Rubio, La identidad vasca en el siglo XIX:
discurso y agentes sociales, Madrid, Biblioteca Nueva, 2003.

7 E. Aranzadi, Sélo por Dios, «Euzkadi», 20% November 1930.

8 J.C. Larronde, El nacionalismo vasco. Su origen y su ideologia en la obra de Sabino Arana
Goiri, San Sebastidn, Txertoa, 1979, p. 79.

9 S. Arana, Tres Cartas, La Patria, 12 January 1902.

10 F. Garcia de Cortazar, J.P. Fusi, Politica, nacionalidad e Iglesia en el Pais Vasco, San
Sebastian, Txertoa, 1988, pp. 69-70.

11 J, Caro, Los vascos, Madrid, Itsmo, 1971, p. 268.

12 F, Letamendia, Euskadi, Pueblo y Nacidn, San Sebastidn, 7 vols., Kriselu, 1990, vol. 1, p.
172.

13 F. Garcia De Cortazar, La iglesia vasca. Del carlismo al nacionalismo (1870-1936), in ]J.C.
Jimenez de Aberasturi (ed.), Estudios de Historia Contempordnea de Pais Vasco, San Sebastian,
Haranburu Editor S.A., 1982, p. 219.



THE CONSTRUCTION OF THE BASQUE FATHERLAND: RELIGION, NATIONALISM AND EDUCATION (1895-1931) 219

Country'*. In this context, Arana longed for a mythified tradition that was out
of place and time's.

Within his nationalist ideology, a required union between «Euzkadi» and
Catholicism would be established, with the aim of Christianising Euskal Herria.
The political project that underpinned Sabino Arana was that of a confederated
Basque State, based on the unity of the race and Catholic unity!®. Victory for
national liberation makes sense if this contributes to the victory of religion!”. As
Arana himself stated «the cry of independence HAS BEEN HEARD ONLY BY
GOD»!3. Thus, the fundamental features of Arana’s nationalism (independence,
Euskera, defining the Basque nation, etc.) is directly connected to religion:
God and Fatherland make one'?, and the Fatherland must be subordinated to
God: «I proclaim Catholicism for my Fatherland, because its tradition and its
political and civil nature is essentially Catholic; if this were not so, I would still
proclaim it; but if my people resisted, I would deny my race; without God we
do not want anything»2°,

With this ideological approach it can be understood that, carried by this zeal,
both liberalism and Spanishism were targets of attack for Arana, as both were
against the work of God. This attitude connected liberalism and Spain in such
a way that both came to be considered enemies of Euskal Herria?'. Liberalism,
as understood by Arana, was an atheistic and anticlerical ideology and a «sin».
The freedom that it defended brought moral degradation and secularisation
and, in consequence, the situation of domination that religion suffered from.
If this was unpardonable in itself, it was more so coming from the hand of the
Spanish.

It can be understood in this context, thus, the reaction against the «maketo»
(racist expression against anything Spanish and linked to immigration caused
by industrialisation)??. Anything Spanish was the reflection of the many evils

14 L. Castells, Modernizaciony dindmica politica en la sociedad guipuzcoana de la Restauracion
1876-1915, Bilbao, E.H.U.-U.P.V./Siglo XXI, 1987, p. 6.

15 J. Juaristi, El bucle melancolico: historias de nacionalistas vascos, Madrid, Espasa Calpe,
1997.

16 J.L. De la Granja, Sabino Arana: de creador de los simbolos de la nacién vasca a simbolo del
nacionalismo vasco, in Lopez, Cabo (edd.), De la idea a la identidad: estudios sobre nacionalismos,
cit., p. 16.

17 Garcia de Cortazar, Fusi, Politica, nacionalidad e Iglesia en el Pais Vasco, cit., p. 66.

18 S, Arana, Efectos de la invasién, «Baserritarra», n. 11, 1897.

19 J. Corcuera, Origenes, ideologia y organizacién del nacionalismo vasco 1976-1904,
Madrid, Siglo XXI, 1979, p. 320

20 S, Arana, «Discurso de Larrazabal» (1893), en L. de Guezala, El pensamiento de Sabino
Arana y Goiri a través de sus escritos, Bilbao, Partido Nacionalista Vasco, 1995.

21 A. Elorza, Ideologias del nacionalismo vasco, Zarautz, Itxaropena, 1978, p. 134.

22 Corcuera comments on this phenomenon: «there exist objective conditions such that
autochthonous sectors of a population that has grown disproportionately consider that an authentic
‘invasion’ has taken place». Corcuera, Origenes, ideologia y organizacion del nacionalismo vasco
1976-1904, cit., p. 81.
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causing the lack of religiosity. As a consequence, on mixing with the Spanish,
the Basques were losing their virtues. Thus, in the view of Arana, «amongst
the morass of terrible scourges afflicting our beloved Fatherland, none is more
terrible and afflictive [...], as our children being in contact with the children
of the Spanish nation»?3. This is why independence was the only path to save
Euzkadi and guarantee the Catholic religion.

1.1. Attack on liberal education

Within this discourse, under the auspices of God, the educational question
is present, based on the criticism that nationalism makes of two central themes:
the liberal education system and Spanish teaching. And within this educational
field, the pedagogic goal feeding the Aranist discourse is the following: «young
people well educated for God and for the Fatherland»2*. As regards the first
question — the Spanish educational system — the very fact that it was liberal
means it was an enemy of God and beholden to «secular or freethinking
schools», meaning that the training thereby received by young Basques was
harmful to them. It is true that the educational system was liberal, but there also
existed a Concordat, signed with the Vatican in 1851, that maintained certain
privileges for the Church. Nonetheless, Arana understood that, in this regard,
the Church was relegated to the State.

In any case, the State guaranteed the education of the Christian doctrine
in the schools and reserved the last word over what was to be taught in the
schools?’. The State was liberal and so denied obedience to God. Arana was
not the only one to see things as such — in the Congress of Spanish Deputies,
Campi6n?® railed against liberalism as he believed it would bring terrible
consequences: masonry would ensconce itself in educational fields, there would
be heresy in the universities and High Schools, and in text books, schools, and
so on. Arana knew perfectly well that public education was not secular and he
would praise the work carried out by the Church-run schools, given that it was
these that guaranteed a fundamental (i.e. Christian) education.

Arana apparently defended the independence between State and Church,
arguing that men of the Church could not participate in politics. Nonetheless,
he stated that the State should always be subordinated to the Church. As this

23 Arana, Efectos de la invasion, cit.

24 S, Arana, Educacién moderna, «Bizkaitarra», 25™ January 1895.

25 A. Vifiao, Confesiones y educacion religiosa en la escuela piblica: tradiciones histdricas y
situacion actual en Espana, in ]. Pintasilgo (ed.), Laicidade, Religies e Educacdo na Europa do
Sul no Século XX, Lisboa, Universidade de Lisboa, 2013, pp. 255-276.

26 A. Campion, Discurso en el Congreso de los Diputados el dia 24 de Mayo de 1893, in
Discursos Politicos y Literarios por Arturo Campion, Pamplona, Imprenta y libreria de Erice y
Garcia, 1907, pp. 72-79.
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was not, in fact, the case, Basque children were condemned to fall into the
clutches of the «maketos» or «philomaketos», given that the schools were in
their hands: «Yours is our people [...] yours our sons and daughters in the
schools»?”. The figure of the schoolmaster that Arana described approaches
this idea of the «possession» of Basque schoolchildren. It is precisely the
schoolmaster who is presented in Arana’s discourse as the main target for his
attacks and as the didactic embodiment of all the evils emanating from the
liberal and Spanish school.

1.2. The schoolmaster — agent of ‘Spanishization’

The second theme underlying Aranist thinking on the educational question is
the role of teaching. Spanish domination, in Arana’s view, has the schoolmaster
as the fundamental protagonist within the framework of the school. The
reaction that the Spanish educational system provoked in him occurred because
he believed that the essence of all that was defective about what was Spanish was
the figure of the master. The attacks on the «foreign» schoolmaster were radical
in the discourses of Arana, although the fueros (territorial rights) had referred
to the presence of a teaching that was alien to the traditions and language of
the Basque Country. In other words, the schoolmaster was to be the priority
objective of Arana’s attacks on who was considered as a soldier in the invader
army of the State?$.

Thus, and within what we can refer to as a simple schema, Arana believed that
the welfare of the people had three fundamentals pillars: the priest, the doctor
and the schoolmaster. Arana took it that the doctor and the priest «fulfilled»
their function, but not the schoolmaster, because he was a person alien to the
country, and who «sought to infiltrate into the hearts of children a hatred for
our Fatherland and scorn for Euskera»?’. What was more, «it is not the Spanish
government that orders Euskera and the ‘Euskerian’ race to be destroyed so
that this people [...] cannot lift up their heads, but it is the schoolmasters in our
schools that seek this end»3°. In this sense, the schoolmaster is not a submissive
agent, but consciously labours in favour of Spain. Thus the foreign schoolmaster
hits directly at the heart of the personality of the Basque children through his
teachings?!. The attitude of Arana with respect to the schoolmaster is clear: «it

27 S. Arana, jAu da aukera!, «Bizkaitarra», 315 March 1895.

28 P. Davila, La profesién del magisterio en el Pais Vasco, 1857-1930, San Sebastidn, UPV-
EHU, 1994. In an analysis of Basque Teacher Training of this period, it can be shown that a high
percentage of schoolteachers came from provinces adjoining the Basque Country, given that the
open public examinations for teaching posts emanated from Valladolid, which was the capital of
the university district.

29 S, Arana, Causas del mal, «Bizkaitarra», 25 July 1895.

30 S. Arana, Nuestros maestros, «Bizkaitarra», 30® November 1894.

31S, Arana, La protesta Pedagégico-maketil, «Bizkaitarra», 17™ February 1895.
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is necessary for us to see the maketo schoolmaster as one of the fiercest enemies
of our beloved Fatherland»32. Beyond prejudices, Arana would make sure to
interpret things in a political context and point to the fact that the schoolmaster,
being a «maketo», was an evil in itself, when referring to morality and religion:
«Basque-speaking children being schooled by maketo schoolmasters not only
politically harmed Vizcaya, but equally seriously harmed religion and morality
amongst the Bizkainos»33.

Arana realised that this situation required a solution, as to continue along this
path; Euskal Herria would lose God, Euskera, the race, its national character,
and the virtuous beliefs and customs of the Basques. The question was asked
whether the Church schools might be able to provide a solution. Arana’s response
made subtle caveats: Do not the Church schools have «maketo» schoolmasters?
The submission of Arana to the Church reached such extremes that he refrains
from referring to «maketo» schoolmasters in the confessional schools, at least
explicitly. It could be thought that, in exorcising the ghost of liberalism, these
schoolmasters, even while being «maketos», worked with the goal of training
young people for God and, in this sense, there should be no reason for attacking
them (given that they were guaranteeing a Christian education). Nonetheless,
he aims a mild criticism at education of doctrine in Spanish: «we could ask
in which school run by priests is teaching doctrine in Spanish carried out for
Basque speakers who have learnt Euskera in their childhood?»3%.

1.3. Confessional schools for an independent Euskadi

To conclude with the arguments regarding the educational question, the
logical consequence of the discourse of Arana would be to create a confessional
educational system within the framework of an independent Euskadi. However,
we found no manifestation of Arana expressly formulating this proposal. In fact,
in the rules of what was the first batzoki (a local social and political centre for
Basque nationalists), we can find this interesting and clarifying article: «Bizkaya
will be established on a complete and unconditional subordination of the political
to the religious: of the State to the Church»35. This complete subordination
and without conditions would mean that any kind of educational policy would
be reverential and submissive to the Church. The confederation that, in the
nationalist vision of Arana, the Basque territories would have to construct,
would not therefore have anything more than an educational framework of

32 S, Arana, Carta de un Maestro, «Bizkaitarra», 17t February 1895. It would seem that
Arana limited himself to publishing a letter written by a schoolmaster, but we have serious doubts
about its authenticity and we would venture to say that the author was Arana himself.

33 S. Arana, A los maestros, «Bizkaitarra», 17™ February 1895.

34 S. Arana, Epilogo, «Bizkaitarra», 315 December 1894.

35 Estatutos del Euskaldun Batzokija, Art. 6.
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a confessional nature, with no room for any kind of secular school which, in
itself, places the complete Christianisation of Euskadi in danger.

Nevertheless, this independence, and the break with this liberal Spain,
would not resolve the problem of contact with the Spanish that live in Euskal
Herria. We imagine, following Arana, that there would be an independent
Euskadi and that the dream of an educational system of a confessional nature
would be beyond reality. If the dangers that liberalism and secularism entail
were to disappear, the star of God would be the only one illuminating the sky
over Euskal Herria. But no: Spanish residents in the country would cause to
rupture this species of «mystical harmony» about which Arana appeared to
dream; because «it’s well known» that the Spanish are not easily permeable to
Catholicism. The best solution, according to Arana, is to segregate the Spanish
«as foreigners, to be always isolated from natives in [...] worship, associations,
education, customs and friendship, and relations»3°,

This isolation of those who are of a non-Basque race would also be applied
in the field of education. It is true that Arana argued in favour of a confessional
education, but he did not offer any kind of precise explanation as to how this
separate development would be put into practice. Would special schools be
created? If so, under whose control would they be — the Basque State that he
envisaged — and how would such control of such schools be managed? Would
they be included within the framework of a hypothetical Basque educational
system or be side-lined? What is certain is that, from the point of view of hard
proposals, Arana’s ideas were extremely weak. On the one hand, and spurred
on by a vehement Catholicism, he strongly attacked the liberal school, for being
liberal and Spanish (an enemy of God, therefore). On the other, inspired by the
defence of religion, and within the political objective of independence, there
would only be room for a school of a confessional nature (because politics,
including educational policy, had to be subordinated to religion)®’. Finally,
it cannot be said that he considered an educational system for all of Euskal
Herria, but that he called on the unity of Basques to create Basque schools®.

Even when Arana put forward the need to structure a national Basque
educational system, it should be underlined that the idea never went beyond a
generalised formula; any clear signs of true political will in this sense were not
present. He simply limited himself to pointing out the advantage of creating
Basque schools, that being such they would necessarily have to be staffed by

36 Arana, Efectos de la invasion, cit.

37 As pointed out by Luis Arana — brother of and inspiration behind Sabino — the hypothesis
of a non-confessional State from the perspective of «Jaungoikoa eta Lege Zarra» would be «the
height of aberration», and in fact the history of the PNV in its first decades did not give credence
to formulating such a hypothesis (L. Arana, Formulario de los principios esenciales o bdsicos del
primitivo nacionalismo vasco contenidos en el lema Jaun-Goikua eta Lagizarra, Abando-Bilbao,
Artes Gréficas Grijalmo S.A., 1932, pp. 46-47).

38 S, Arana, Regeneracién, «El Correo Vasco», 11 June 1899.
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and enrol patriots (and, thereby, Christians). What, in our view, behoves us to
see how exaggerated his position was on secular schools, knowing now that
they had little significant presence in the Euskal Herria of his time. Nevertheless,
although the secular school was practically non-existent, his attacks can be
explained in a purely ideological context, aspiring to have effects in the political
field: he would have a formidable excuse, another weapon, to concentrate all
his energies against liberalism and against the Spanish State.

2. State and Church at the beginning of the XX century (1903-1930)

The death of Arana in 1903 opened the doors to two processes: the first,
linked to the nationalist discourse, which would be adjusted over the years
until the Second Republic (1931-1939), and the second, the expansion of the
PNV in a political context of modernisation, transforming itself into a modern
movement of masses. As we are analysing Basque nationalist ideology from an
educational perspective, we are not going to refer to the political achievements
of Basque nationalism during the first third of the XX century, that concluded
with the approval of the Statute for the three Basque provinces and a coalition
government presided by the PNV?’. In this context, nationalism spurred a
series of educational experiments overseen by its own ideology: schools in
poor neighbourhoods (1919-1938); Basque schools controlled by the Basque
association of women, and so on*°.

This situation occurred within a Spanish context in which two processes
emerged: the growing presence of the State in education and the latter position
of the Church in developing united action*!. The position of the State became
structured from the beginning of the XX century, with the creation of the
Ministerio de Instruccién Publica (1900) and the development of basic tenets
regarding the educational system: extending the school age, changes in primary

39 E. Lopez Adéan, Nacionalismo vasco y clases sociales, San Sebastidn, Txertoa, 1976; L.
Mess, Nacionalismo vasco, movimiento obrero y cuestion social, Bilbao, Sabino Arana Kultur
Elkargoa, 1992; S. De Pablo, L. Mess, El péndulo patridtico: historia del Partido Nacionalista
Vasco (1895-2005), Madrid, Critica, 1999; J.L. De La Granja, El nacionalismo vasco: un siglo de
historia, Madrid, Tecnos, 2002.

40 G. Arrien, Educacién y Escuelas de Barriada de Vizcaya (Escuela y autonomia 1898-1936),
Bilbao, Diputacion de Vizcaya, 1987; P. Davila, Las politicas educativas en el Pais Vasco en el
siglo XX, Madrid, Biblioteca Nueva, 2004.

41 P. Davila, Las 6rdenes y congregaciones religiosas francesas y su impacto sobre la educacion
en Espana. Siglos XIX y XX, in J.M. Hernandez, Ensayos sobre las influencias francesas en la
educacion espaniola e Iberoamericana, Salamanca, Universidad de Salamanca, 1989, pp. 124-
169; P. Davila, L.M. Naya, La ensefianza privada religiosa en Esparia: instituciones, politicas e
identidades, in Pintasilgo (ed.), Laicidade, Religides e Educacdo na Europa do Sul no Século XX,
cit., pp. 367-392.
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education curriculum, reforms in the teacher training colleges, teachers’ pay,
reforms in secondary education, the imposition of Spanish in the education of
the Christian doctrine, etc. All this with a political instability between 1902
and 1923, when there were 32 presidents of government and 53 ministers
of Instruccién Publica*?. But the most relevant question was the anticlerical
measures of the liberal governments, considered as hostile enemies of the
Church. Against this policy the data was quite clear as regards the religious
orders dedicated to education given that, of the religious communities existing
in 1923, 56.59 per cent of the congregations of men dedicated themselves to
education, while only 35.14 per cent of women devoted themselves to this end*’.
As regards the unified action of the Church, this was to develop in the face
of political secularism, throwing off its traditional isolation**, The Church
then began to organise on the basis of Congresses and, above all, with Accién
Catolica which, from 1903 on, began to bring together the forces around its
prelates and outstanding personalities in Catholicism, such as the Marqués de
Comillas* and which, with the passing of time, would constitute a movement
for the defence of the Church and for the decided Catholic right to organise
the masses*®. The appearance of Catholic circles or unions of a Catholic bent,
complemented this complex organisation of the Church, and which would also
be complemented with other kinds of organisations, amongst them being the
Federacién de Amigos de la Education in 1930%7, in which a number of clerics
belonging to religious orders and congregations played an important role.

2.1. Basque nationalism and the religious problem

Looking into the internal workings of nationalism from 1903 until 1930,
it can be said that the legacy left by Arana was confusing. A number of
different tendencies can be detected, although all of them sought to follow

42 M. Puelles, Educacion e ideologia en la Espania contempordnea, Barcelona, Labor, 1986.

43 Ddvila, Las érdenes y congregaciones religiosas francesas y su impacto sobre la educacion
en Espana. Siglos XIX y XX, cit., p. 101.

44 V. Faubell, Educacion y érdenes y congregaciones religiosas en la Esparia del siglo XX,
«Revista de Educacién», Num. extraordinario, 2000, pp. 137-200; B. Bartolomé (ed.), Historia
de la accién educadora de la Iglesia en Espana, Vol. II: Edad Contempordnea, Madrid, Biblioteca
de Autores Cristianos-BAC, 1996.

45 W.]J. Callahan, La Iglesia catdlica en Espania (1875-2002), Barcelona, Critica, 2003, pp.
100 and ff.

46 F. Montero, Del movimiento catdlico a la Accion Catélica. Continuidad y Cambio, in J.
De La Cueva, F. Montero, La secularizacion conflictiva. Espana (1898-1931), Madrid, Biblioteca
Nueva, 2007, pp. 169-186.

47 C. Labrador, Federacién de Amigos de la Ensefianza, in D. Delgado (ed.), Historia de la
Educacion en Espasia y América, Madrid, Morata/SM, 1992, Tomo III, pp. 823-826; A. Vifao,
Escuela para todos: educacion y modernidad en la Espana del siglo XX, Madrid, Marcial Pons,
2004.
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the «schoolmaster» (Sabino Arana). All this was due to the ideological
confrontation for the control of the party. The defenders of independence and
home rule began a heavy battle but which did not end in a split. Nonetheless,
it has to be pointed out that the renovation of structures and the creation of a
wide network of organisms were to remain practically unchangeable in the first
two decades. This allowed the party to become a modern movement of masses,
taking a pragmatic line, both on the ideological plane as the organisational. In
this sense, leaving aside ideological disputes, the clear commitment in favour
of achieving a statute of home rule has to be stressed, expressing itself as a
bourgeois and moderate nationalist project*s.

In this period, the PNV, which arose as a Catholic body, would maintain
this character after Arana’s death. It was Catholic with regard to faith and
also in its party members. This fervent Catholicism went beyond the area of
beliefs, not tolerating any non-confessional or secular perspective. The attempts
to create the Partido Nacionalista Liberal Vasco, the Partido Nacionalista
Republicano Vasco or the Union Federal Nacionalista Republicana turned out
to be absolutely sterile*’. In few words, Basque nationalism is either Catholic or
it is no Basque nationalism. The patriot party is confessional or, if not, it is not
worth being considered nationalist. What is more, the non-confessional party
that aimed to appear nationalist, besides being an enemy of religion, was also
an enemy of the Fatherland.

In this sense the legacy of Arana remained immaculate and the religious
question was taboo within Basque nationalism. A clear example of this is the
work Ami Basque, a book of a doctrinal character in the form of a catechism,
and also used in a number of schools, where it was proclaimed: «God comes
before the Fatherland [...] The prime duty, the capital duty of a nationalist
Catholic is, thus, to maintain their Fatherland in the knowledge of Christ,
through the subjection to the authority and the teachings of the Church»>°,
Thus, a position of nationalism submissive to the Church is observed. There
was no margin for vagaries of any kind; no place to be tolerant and the attitude
of the party had to be necessarily inflexible, with a «radical exclusion of any
heresy, any schism, any rational or liberal spirit, of any non-Catholic cult, of
any public or official tolerance towards error»31.

Thus there existed a clear harmony with the master», now dead. The
manifestations of the principal actors of Basque nationalism make up a
continuous rosary in the defence of Catholic orthodoxy. Standing out in this
sense is the figure of Aranzadi, ideological protagonist of nationalism after the
death of Arana, with whom he maintained a devoted conformity: the «master»

48 De Pablo, Mess, El péndulo patridtico, cit.

49 Mess, Nacionalismo vasco, movimiento obrero y cuestion social, cit., pp. 123-353.
50 E. Ibero, Ami vasco, Bilbao, Imp. De E. Arteche, 1906, pp. 23-24.

SUIbid., p. 42.
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was a «perfect Basque» because he was a «perfect Christian»32. In his view, the
religious question was and always is the fundamental one, the only thing that
really interests man: «God first, above all that exists, above all things, above the
Fatherland of the Basques. Then, subordinated to God, is Basque nationality»*3.
The spirit of Arana remained alive and the nationalist movement transformed
into a religious one: «the mission of the Basque nationalists is to save the people
for what God wished us to form part of, save them from national dissolution
and save them from Latin impiety, and for the reintegration of their rights for
being racial — always identifying with Catholicism»>*.

Effectively, «for God only» could be understood as Arana’s cry for liberty.
In this sense, Aranzadi did not allow for the possibility of being able to
think otherwise, and patriots would have to staunchly defend this principle,
at the risk of being accused of being fanatics®’. Nonetheless, the examples
of intransigence were seen in all walks of life: «horrendous blasphemy», the
«wanton abandonment» that sullies public life, the «lewd» dances*®; all a
product of the «Latin impiety» that was the enemy of Christian religion and
morals and that poisoned the «clean habits and customs» of the Basques. All
this occurred, according to the new ideologues of nationalism, because of the
existence of socialism, atheist republicanism and liberalism®’.

2.2. The enemy of the Basque Fatherland: the phantom of the secular school

On the ideological plane, nationalism committed to being a confessional
party, but also to being a confessional Euskadi. This proposal meant a combative
attitude against secularism that was also reflected in education. Thus, a clear
line of continuity with Sabino Arana’s founding proposals is seen. It is easy to
conclude that Basque nationalists were in favour of confessional education.
In general, it can be said that Basque nationalism rebelled from the moment
when the State showed any sign of enacting laws that affected religion’®. For
example, the presence of Basque nationalism against the Bill on Religious

52 Aranzadi, Sélo por Dios, cit., p. 170.

53 Ibid., p. 172.

54 Also Eleizalde, to highlight one more example, while not talking of religious organisation,
believes — after underlining the theistic nature of what is Basque, Christian and Catholic - that the
political-social doctrine of Basque nationalism should be based on Christian doctrine (L. Eleizalde,
Cuatro conferencias, Bilbao, Editorial Vasca, 1918, p. 21).

55 Ibid., p. 174.

56 E. Aranzadi, La unidad de fe y la nacionalidad vasca, «Euzkadi», 30™ August 1916.

57 E. Aranzadi, Ante todo y sobre todo, «Euzkadi», 8™ August 1916.

38 As reflected in the manifestations of a discourse that in its day achieved great social
resonance «Jaungoiko gabeko, Jaungoikuaren kontrako eskolak badatoz» («Godless schools are
coming, the schools against God»). Cf. J.B. Larreta, Las Escuelas Ldicas. Jaungoikorik gabeko
eskolak, San Sebastidn, Est. Tip. De “El Pueblo Vasco”, 1910, p. 12.
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Associations presented in the Cortes (Spanish Parliament) by the State in 1906,
when the PNV joined various Catholic forces (Carlists, fundamentalists, etc.)
and in the context of which the clergy played a fundamental role of social
mobilisation®”. We must remember that the anticlerical crisis that the French
State went through (1901-1905) would have powerful consequences in the
Basque Country®. Although it cannot be said that it was a mere reflection of
this®!, the consequences were to be felt on this side of the frontier.

In this context of secularisation, Euskal Herria lived through a period of
conflict, where the presence of nationalists was felt in an outstanding way.
Basque nationalists participated in the defence of religious congregations,
although not jointly with the rest of the political forces of the right®?; or they
adopted a passive attitude when involved in those acts organised against the
secular school®3. Clear evidence of this is in the very intense press campaign
deployed against the secular school. In the view of Basque nationalism, it is in
the school that the fundamental reasons for falling out of God’s «grace» are
found, as can be appreciated in the following verses published in Bizkaitarra:

Where are the clean customs / of this beautiful Euskal Herria, / where are the men of peace
/ where are the wonderful laws? / Just mentioning this and my eyes / are filled with copious
tears; / because the peoples that were doing well / are now not at all well; / we lived in
peace / in the grace of God; / amongst Basques / There was not the confusion of today. / But

since the devil has insinuated himself / amongst the angels / there has been no good / in our
beloved Euzkadi®*.

Basque nationalists adopted a moralising attitude towards the spectre of the
secular school. To this end, and with a very clear didactic proposal, a number
of different situations and scenes were used. For example, who would say they
were in favour of secular schools? Answer: the drinking father who spends
his time in the socialist tavern. In this line, fear was one of the most valued
weapons of the nationalist press, a weapon which, in our view, is a measure of
the ideological perspective of Basque nationalism at the time: «Look what your
secular school has brought upon us! / — The education of liberty / — Of freedom

59 L. Castells, Modernizaciony dindmica politica en la sociedad guipuzcoana de la Restauracion
1876-1915, Madrid, UPV-EHU/Siglo XXI, 1987.

60 D4vila, Las drdenes y congregaciones religiosas francesas y su impacto sobre la educacion
en Esparia. Siglos XIX y XX, cit.

61 Y. Turin, La educacion y la escuela en Esparia de 1874 a 1902, Madrid, Aguilar, 1967, p. 331.

62 Castells, Modernizacién dindmica politica en la sociedad guipuzcoana de la Restauracion
1876-1915, cit., p. 273.

63 Mess, Nacionalismo vasco, movimiento obrero y cuestion social, cit., p. 101. Mees
appreciates, referring to the thesis upheld by Castells, the difference between the Basque
nationalism and the other right-wing forces.

64 Jaun-Goikoa eta Euzkadi, «Bizkaitarra», 23™ January 1909.
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for evil. / Liberty for the perdition of the young; / The perdition of our children;
/ the perdition of families»®°.

Socialism was, in or view, the real reason that gave rise to fears amongst
Basque nationalist circles. The complicated political situation of the time obliged
the liberal governments to give way, limiting their aims of secularising education
and stepping back from control by the State. As regards Euskal Herria, private
education enjoyed stupendous health, compared to the practically inexistent
problem of the secular school®®. Apart from reasons of an ideological nature, it
has to be understood that the provision of education by religious congregations
adapted perfectly to urban contexts, quite capable of responding to demands
from disparate social sectors®’. That is, Basque nationalism — and the political
right in general — not only defended confessional education for ideological
principles; but also because the provision was completely satisfactory. It can
also be seen that there was concern about the education that the working class
would receive directly. Thus, secular schools could favour the flourishing of the
revolution; while Christian education aimed at the working classes could put
an end to socialism. Thus, and while not being dependent on nearby events,
nationalists would remind us of the benefits of the school of Ferrer i Guardia®®
in order to highlight the harm that the secular school causes. According to the
nationalists, nothing justifies the existence of these schools which were contrary
to faith and incited the lack of beliefs in the hearts of the children. Accepting
them would be an insult to the honour of Catholics.

In any case, Basque nationalism denounced that the risk of secular schools
was one of a political nature. The right defended the principle of freedom of
education against the monopoly that the State was trying to impose and, in this
sense, the position of Basque nationalism was similar to that of the parties of the
Spanish right. Nonetheless, there was an element that marked out the difference:
the belief that secularism found its raison d’étre within the framework of the law,
in Spanish laws that regulate education and which caused a problem in Euskadi
that was not of their making. That is, the Spanish educational system and the
State made possible the unthinkable — the loss of religiosity in education. In this
sense, Belaustegigoitia drew no difference between liberals and conservatives,
as Spanish politicians had a clear aim: to conquer and assimilate the Basques,
which labour would be effected through a centralised education aimed at the

65 E. Aranzadi, Escuelas laicas, «Bizkaitarra», 2°d March 1910.

66 M. Ostolaza, Entre religion y modernidad, Leioa, Universidad del Pais Vasco, 2000.

67 This thesis can be contrasted in the following works: A. Yetano, La ensefianza religiosa en
la Espana de la Restauracion (1900-1920), Barcelona, Anthropos, 1988; P. Davila, L.M. Naya,
H. Murua, Bajo el signo de la educacion. Cien arios de los Hermanos de la Salle en Gipuzkoa, San
Sebastidn, Hermanos de las Escuelas Cristianas. Distrito de Bilbao, 2009; Ostolaza, Entre religion
y modernidad, cit.

68 P. Sola, Ferrer Guardia, pedagogo y hombre de accion: la mirada apasionada de Alban
Rosell sobre el fundador de la escuela moderna, Barcelona, Clavell Cultural, 2011.
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death of the ethnic, social and political personality of what is Basque. With
this end in mind, all the Governments of the State were taking steps aimed at
absolute control, at the monopoly over education, this being a fundamental arm
for the strengthening of the State itself. The attitude of the State is transparent
for Basque nationalism: centralisation to ensure control of education in order,
amongst other objectives, to take firm steps «towards secularist monopoly». As
can be appreciated, and as Belaustegigoitia himself referred to, hovering over
this discourse was the fear of what was happening in France at the time, and the
possibility of something similar happening in the peninsular Basque Country®’.

What was at stake was a determined way of understanding the principle
of freedom of education. The Spanish liberals and radicals defended liberty of
education, demanding the right of schoolmasters to defend positions contrary to
the doctrine of the Church. Nevertheless, all that could be questioned regarding
the State — textbooks, educational content, etc. — had to be subject to the strictest
control. That is, in the name of freedom of education, the State defended the
liberty of teaching, making it clear that the doctrines of the Church did not have
an untouchable status. However, there was no place for the freedom of teaching
when the State was involved; when the «constitutional regime» that imposed the
hegemonic position of the State was attacked. Meanwhile, Basque nationalism
defended the principle of liberty of education, meaning it did not tolerate that
the doctrine of the Church could be called into question. In Belaustegigoitia’s
opinion, the monopoly of education by the State was completely irrational,
whatever State was involved and thus, this same position would be defended in
the hypothetical case of a Basque State.

2.3. In favour of a Basque school: the Basque language (Euskera) and reli-
gious education

The position of the PNV at this time, with regard to education, was clear:
defending any kind of school in which Basque and religion were taught, given
that Spanish laws in educational matters had pernicious effects. For such a
situation there was a solution: «intelligent and organised patriotism»’°. That is,
the recipe was as follows: Basque nationalism and a well organised nationalist
movement to act as a bulwark against falling into the nets of the Spanish right,
or into that of the Spanish Church.

It is our view that this perspective is worth highlighting, especially because
it enables responding directly to the question: is there a reason for drawing a
difference between Basque nationalism on the one hand and, on the other, the

69 F. Belaustegigoitia, Las leyes espaiolas sobre la enseianza y Euzkadi, «Euzkadi», 5™ July
1918.
70 Ibid.
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Spanish political right and the Spanish Catholic Church? In our view, Basque
nationalism, within the schools’ system, made another demand — the defence of
Basque was a basic defining element of the Basque personality and the safeguard
of Basque religiosity. Euskera was the temple-refuge of the Catholic faith. The
attitude opposing Euskera of the Spanish political forces, including Catholic
ones, was well known. Thus, from the religious perspective, it was a source of
harm and the damage to the Basque language was very deep. But, in the field
of education, what was the role that the Church played, given that it was the
main guarantor of the faith? Belaustegigoitia could not have been more clear:
«the majority of schools that we can see today are prejudicial for Euskera; both
the enemy government (of little faith), as well as those schools created amongst
us, whether dressed in red, white or even the colour of the priest’s cassock»”!.
Nor white nor red — Spanish or Spanishist political forces —, nor the clergy
either. Within the framework of the State, the Church acted as if it were Spanish
and in this sense its lack of responsibility was terrible. It is true that Basque
nationalism often favoured schools belonging to religious congregations and
defended the right to support the clergy, in the name of the need for a Christian
education, first and foremost; and, secondly, making an issue of the principle
of the freedom of education. The PNV considered two fundamental tenets
when defending this position: on the one hand, its intransigent Catholicism for
ideological reasons; and, on the other, the intensification of its confrontation
with the State. Basque nationalism was in favour of the Church, but only when
it did not manifest itself as Spanish. The PNV was submissive to the Church
in as much as the latter was the representative of God on Earth. In this sense,
the difference between the attitude towards the Church of Rome — absolute
submission — and that which Basque nationalism showed to the Spanish Church
should be stressed. It accepted the authority of the latter provided it did not go
against the faith — in short, it was Rome who set orthodoxy as regards the faith.
From this perspective the PNV was contrary to many of the schools in the
hands of religious orders — those that went against the Basque personality, and
also because they went against Christianity, although perhaps unconsciously.
This situation, Basque nationalism denounced, was fairly widespread in
Euskal Herria and examples were not lacking that bore witness to a veritable
persecution which can only be regarded as reprehensible: persecuting the
Basque language is persecuting the faith. Basque nationalists expressed their
dismay and surprise many times: «not a few religious communities continue in
their incomprehensible labour of bringing down the sanctified wall of defence
of the still profoundly religious Basque popular conscience»’?. The schools,
that had had such an excellent welcome in Euskal Herria — on many occasions

71 F. Belaustegigoitia, Euskerazko Eskolak, in Lenengo euskalegunetako itzaldiak, Bilbao,
Euzko-Argitaldaria, 1921, p. 109.
72 F. Belaustegigoitia, Persecucion indigna, «Euzkadi», 4 March 1916.
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thanks to help from Basque nationalists —, did not show the least minimum sign
of Basquism.

Bustinza, Basque nationalism ideologue and defender of Euskara, was critical
of the Church and the position of many religious congregations with regard to
Euskera. Thus, for example, the Marists, besides being enemies of the Basque
language, were doing a disservice to the faith of Basque speakers on obliging the
pupils to learn Spanish, including the Christian doctrine”3. The same could be
said of those brothers that made use of punishment with the ring (symbol of the
repression of Euskara)”* or, in general, those elements belonging to the Church
that undervalued, perhaps due to fear of Basque nationalism, the importance
that Euskera had from the perspective of religion, more so when many were
Basque speakers”®. With the goal of stirring the conscience of the Basque clergy,
Basque nationalists constantly called for reflection on the situation of the faith
and the attacks on Euskera’®. Of course there were clerics who endeavoured
to radically transform the situation; although it cannot be said that it was a
phenomenon that was widespread. Basque nationalism deemed it essential
to do the impossible so that (professional) Christians be aware of what was
happening and thus have a key element in achieving the vital goal: bringing
Euskera to the school in favour of Catholicism””.

In this vein, we can highlight the schools of the Christian Brothers in Gipuzkoa
for the presence of activities that defended a certain Basque identity. Thus, the
Brother Visitor showed his concern at a number of schools attended by Basque-
speaking children who did not know Spanish, and called for the Brothers to
know Basque in order to educate Euskaldun pupils. From the 1930s on it began
to be observed, not so much this kind of recommendation or observation that
demonstrated the language situation, but the fact that classes were being taught
in Basque — such as in the Escuela de los Angeles in Donostia-San Sebastian,
in Zarautz and also in Zumarraga. Besides these situations, we can also find
examples involving the presence of a certain identification with Basque culture
in out-of-school activities or in extramural ones within the school. In this sense,
we see the day of Euskera was held in Zumarraga in 1931. But it was also more
common to find that, at prize-giving ceremonies, or on the occasion of a visit to
schools, poetry in Basque being recited, songs with a «Basque air» being sung,
or Basque dance groups performing — all activities very particular to Basque
nationalism.

Finally, in the field of the publication of books in Euskera, the De La Salle
Brothers contributed to the creation of text books in Euskera to be used in their

73 E. Bustinza, Euskeraren arerioak (22" June 1915), in Edo geuk edo ifiok ez, Bilbao,
Labayru Ikastegia, 1915, pp. 114-115.

74 Bustinza, Oinatiko mutikoei, in Edo geuk edo ifiok ez, cit., pp. 141-142.

75 Bustinza, Euskal abadeak, zain!, in Edo geuk edo inok ez, cit., pp. 143-144.

76 E. Bustinza, El clero vasco y el Euzkera. Ejemplos y meditacion, «Euzkadi», 7 March 1916.

77 Dunixi, La instruccién religiosa del euzkeldun, «Euzkadi», 22" March 1918.
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schools. In this sense, the Zumarraga School encouraged a number of Brothers
to become involved in this task, the schools in Azkotia, Beasain and Zarautz
also being involved’s.

In the following illustration, we can synthesise Basque nationalist ideology
throughout the period of the study, and its relation with the Church and
education.

Criticism of the Spanish Educational System Defence of Basque Identity
Sabino Arana (1895-1903) Moderate Nationalists (1903-1930)
+ Ideological bases: « Ideological bases:
- Defence of the Catholic religion (Feature - Permanence of Arana’s discourse
of Basque identity) - Pragmatic defence of Euskera
- Spanishization (the school and Teacher |¢  Proposal: Decentralisation of education
Training as agents) and Basque schools.
*  Proposals: School for Basque patriots

Pic. 1. The nationalist discourse in the first third of the XX century

As can be observed, the ideological basis of Sabino Arana was based on
criticism of the Spanish educational system, its teaching, etc. Against this,
moderate nationalists did the same on the basis of the defence of Basque
identity, based on religion and Euskara.

Conclusions

Within the nationalisms in Spain, the nationalist ideology held by the PNV had
certain identifying features, such as the defence of the race, the Basque language
and, above all, the Catholic religion. The founding father of this nationalism was
Sabino Arana, who defended from the beginning the inextricable link between
the Catholic religion and the construction of a Fatherland of the Basques. This
position was so strong that it could not be understood in any other, dissociated
way. In this way, the ideologue of Basque nationalism understood that the
Catholic Church should be subordinated to the creation of a Basque State.
As a consequence, there was a hierarchy where all values depended on this
fundamental objective. This social representation played a role that binded the
militancy of the PNV together, but also transmitted and spread a discourse that

78 Davila, Naya, Murua, Bajo el signo de la educacion. Cien anios de los Hermanos de la Salle
en Gipuzkoa, cit.
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identified the keys of Basque national identity: the formation of a patriot in the
service of the Catholic religion. Basque nationalism was based on a motto that
was greatly loved by its card-carrying members: «for God and only for God».
With this the idea was to cement political action based on the option of the
Catholic religion.

Based on this basic premise of Sabino Arana, the pedagogic discourse gels,
and follows the model of a political ideology, highlighting the positive values
and rejecting or attacking the negatives elements that they opposed. In this
sense, he proclaimed arguments in favour of the Christianisation of Euskadi and
the construction of the Basque Fatherland and, against secularism and Spanish
imposition, the transmitting agents being the liberal school and the «maketo»
schoolmaster. From this analysis of the content of Arana’s texts we have been
able to observe two outstanding dimensions: the attacks on liberal education
and the teaching profession, both inextricably linked given their Spanish origin.
In this way, in the ideological drawing up of Sabino Arana’s nationalism, these
attacks and rejection were justified given that the targets were representatives of
a Spain that criticised and placed obstacles to implementing the political project
of an independent State.

The death of Sabino Arana did not deaden the rigour and strength of this
discourse, but a moderate and pragmatic interpretation thereof arose, especially
amongst those who had responsibilities in political positions. Nonetheless, the
ideologues of nationalism maintained a discourse along similar lines. So, during
this second stage the pragmatism of a moderate and continuous discourse can
be observed. In this way the attacks against secular schools and the non-use of
Euskera in education were two points of confrontation, as they did not favour
the process of learning and the religiosity of the children. Nevertheless, the
confessional schools that could also have undertaken the task proposed by the
PNV were also object of criticism, as the teaching staff of these schools did
not defend the education of Euskera. An exception is the case of the de la Salle
Brothers who, towards the end of the period studied, became more decidedly
involved in the defence of the Basque language and culture, drawing up texts
and developing ‘Basquist’ activities.
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Introduction

After the dissolution of the Austro-Hungarian Empire and with the
foundation of the Czechoslovak Republic, two distinct school systems merged
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into one. From the very beginning, there existed differences at all levels of the
educational systems — for instance in the length of compulsory education, in
the institutions of school administration, the language of education, content
of school subjects and in other spheres!. This paper explores the discourse
on the building and strengthening of national identity in the context of the
creation and use of history course books during the Czechoslovak Republic.
The article surveys the legislation and offers detailed characterization of course
book publication. As a case study, ‘Slovak’ history course books for secondary
schools by Czech historian Josef Pekaf are analysed.

1. History course books after 1918 and major legislation

The question of course books, and particularly the lack of proper
educational materials in the Slovak territory, was a major problem of the early
years of the new state. According to the Language Act n. 122/ 1920 (Jazykovy
zdkon 122/1920), the official language in the Czechoslovak Republic was
‘Czechoslovak’ (¢eskoslovencina). However, Section 4 of the act stated that in
the Czech, Morava and Sliezsko regions the language of administration should
‘usually’ be Czech and in the Slovak part ‘usually’ Slovak. While the option to
use Slovak in official communication was thereby supported by law, preference
for the use of the Czech language in practice was evident. This was determined
primarily by the presence of Czech clerks and teachers in the Slovak part of the
state.

History course books published before the foundation of the Czechoslovak
Republic did not meet the requirements of the new statehood, especially
regarding their content. Already in October 1918, a special committee for
course books discussed the urgency of the situation. The committee consisted
of FrantiSek Drtina?, Jaroslav Vlgek?®, Karel Kalal*, Stanislav Klima®, Jozef
Sedlacek and Bohumil Vavrousek®. Their uneasy task was to come up with
concrete suggestions as to how to provide course books for all types of schools

1 In the Slovak territory, the school system was initially based on the former Austro-
Hungarian legislation taken over by the Czechoslovak legal framework. This was formally
established by Act n. 11/ 1918.

2 FrantiSek Drtina (1861-1925) was a philosopher, university professor and an assistant
secretary at the Ministry of Education until 1921.

3 Jaroslav Vl¢ek (1860-1930) was a literary historian, university professor and one of the
major representatives at the Ministry of Education until 1923.

4 Karel Kalal (1860-1930) was a writer and an officer at the Ministry of Education.

5 Stanislav Klima (1878-1944) was a writer, author of Slovak language course books and an
officer at the Ministry of Education.

6 Bohumil Vavrousek (1875-1939) was a writer.
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in the territory of the new republic’. Though former Czech course books were
used provisionally in the Slovak territory®, it was expected that they would be
shortly replaced by Slovak course books/course books in Slovak.

In 1919, Referat ministerstva Skolstva (School Office of the Ministry of
Education) in Bratislava prepared and distributed to schools a list of course
books, mostly written by Hungarian authors, which were recommended not
to be used. On the other hand, the schools also received lists of recommended
literature and guidelines for implementation of Slovak course books in the
educational process.

Initially, according to a decree of the Ministry of Education and National
Public Education, course books published outside Czechoslovakia were not
allowed to be used’. While former course books might still be used to teach
natural sciences and foreign languages, subjects such as history, geography
and civics were placed in a different category, since one of their educational
goals was to create a positive attitude towards the Czechoslovak Republic. Due
to this, the Ministry of Education and National Public Education organized
courses for teachers designed to re-qualify them in the school subjects most
influenced by the change of the state system. These included history as well as
geography, and Slovak and Czech languages'®. Simultaneously, the Ministry
in Prague encouraged Slovak teachers to participate actively in the preparation
of Slovak course books, an initiative which met with a very positive reaction.
Slovak teachers started to write new texts, but they also translated existing
Czech books!!. The Ministry reminded the authors to limit the content as much
as possible and to follow the requirements of a specific type of school. They

7 See O. Johnson, Slovakia 1918-1938. Education and the making of nation, New York,
Eastern European Monographs, 19835, p. 91.

8 They were already in use in education practice in September 1919 as a result of the activity
of the Minister of Education, Gustav Habrman (1864-1932), who initiated collecting of course
books in Morava, Silesia and the Czech territory for the use in national and town schools in
Slovakia.

9 On 16 December 1919, a meeting focusing on course books for Slovak folk and town schools
was held at the School Office in Bratislava. The meeting was attended by school inspectors Jelinek,
Macenka, Rapos, Bucenec, Cerny, Storch, Zikmundik, Ulrich, and administrators of folk schools
Perra and Randysek. They concluded that schools would prepare lists of course books which they
would either use or need, together with written assessments of the quality of course books and
suggestions for possible exclusion of problematic parts in the books. On 20 September 1919 Anton
Stefanek sent an instruction to school inspectors and headmasters of secondary schools according
to which geography and history should be taught exclusively according to the curricula approved
for Czech schools, and not according to the previous Hungarian model. See State Archive in Nitra,
Topolcany branch, School Inspectorate in Topol¢any 1919-1949, box 1.

10 Participants of the courses were financially supported (accommodation, meals); they could
also apply for financial assistance to cover other expenses. Courses were organized by the Ministry
as well as by Matica slovenskd. See A. Magdolenova, Slovenské skolstvo v prvych poprevratovych
rokoch [Slovak Educational System after 1918], «Historicky ¢asopis», n. 4, 1981, p. 488.

11Regardless of their efforts, due to the lack of books the content of teaching had to be
dictated during the first years.
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were also to consider the age of learners and avoid too detailed texts. The
authors were advised to bear in mind the goals specified for the subject in the
educational plans and curricula. A course book which was thick was too heavy
for children to carry and was obviously more expensive to print. The guidelines
specified that a course book which did not follow the recommendations of
the Ministry would have to be rewritten'?. From the overall perspective, the
increase in the number of course books was evident in the second half of the
1920s, when 52 books for Slovak schools were published'?.

According to a directive of the Ministry of Education from October 1920
distributed to school inspectorates and schools, all course books which did not
meet the official requirements of the new state system were to be eliminated from
the school year 1920-21. From 1921-22 all course books published abroad were
to be excluded from use, though the Ministry had the right to allow exceptions
and reconsider special cases. The decree further stated that course books for
secondary schools were not satisfactory as regards the new state system and
therefore should be changed. The decree established re-authorization of course
books which should be written following the ideology of the Czechoslovak
Republic. It explicitly cautioned that the course books used in schools at the
time of the edition of the decree contained passages loyal to the former state
and were not adjusted to the “spirit” of the new republic and altered political-
geographical situation. As a result, the publishers were asked to remove all
references to the monarchy from course books and present new editions for
approval as soon as possible.

Regulations of the decree of December 1919 were amended by the decree of
the Ministry of Education of 15 October 1923 n. 121.648-1I which observed
that despite previous regulations, course books written by foreign authors
and published abroad were still being submitted for approval by the Ministry.
It warned that such publications would not be approved!. From the end of
the school year 1920-21 a list of approved course books with their prices
(valid for the school year 1921-22) was published as an attachment to the

12 Vynos ministerstva skolstva z 10. janudra 1923 ¢ 123.151 [Decree of the Ministry of
Education of 10 January 1923, n. 123.151]; Vésinik ministerstva Skolstvi a ndrodni osvéty
1923 [Newsletter of the Ministry of Education and National Public Education of 1923]. Véstnik
ministerstva skolstvi a ndrodni osvéty [Newsletter of the Ministry of Education and National
Public Education] as a bulletin of the Ministry was published in its modified form from 1 January
1921. It was published monthly and its subscription was compulsory for all school offices and
schools. Issues of the newsletter were archived. See State Archive in Nitra, Topol'¢any branch,
School Inspectorate in Topol'¢any 1919-1949, box 1.

13 21 books were for folk schools, 12 for town schools and 19 for secondary schools. 22 course
books were published by the state-owned publishing houses, 30 were published independently.

14 The directive was based on the decree of the Ministry of 18 December 1919, n. 55.900.
See Véstnik ministerstva Skolstvi a ndrodni osvéty 1920 [«Newsletter of the Ministry of Education
and National Public Education of 1920»].

15 State Archive in Nitra, Topol@any branch, School Inspectorate in Topol¢any 1919-1949,
box 1.
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Véstnik ministerstva skolstvi a narodni osvéty («Newsletter of the Ministry of
Education and National Public Education»)!®. In this way, course books which

were not approved or mentioned in the list by the Ministry were to be gradually

eliminated from use!”.

2. Course books in Slovak

The lack of Slovak course books was discussed in parliament when Gustav
Habrman, the Minister of Education tried to explain the complexity of the
situation'®. After a parliament interpellation by an MP, Dr Karol Kmetko, on 15
June 1920, the Minister suggested that to accelerate the distribution of Slovak
course books, an affiliated branch of the state publisher should be established in
Bratislava and a special sum was reserved in the state budget for the publication
of Slovak course books.

Spolok profesorov Slovakov (The Society of Professors of Slovakia)!® also
became actively involved in the process of the introduction and distribution

16 See the decree of the Ministry of 8 October 1920, n. 63.238.

17 The information was mentioned in the section called «schvilené ugebnice a uéebné
pomdcky» [“approved course books and teaching aids”] of the newsletter. The text was divided
according to the type of school. See Archive in Nitra, the Topol'¢any branch, School Inspectorate
in Topoléany 1919-1949, box 1.

18 The Minister argued that a lack of paper was one of the reasons for the unacceptable
situation in course book publication and distribution.

19 The society was founded in 1921. Its regulations were authorized by the decree of
Ministerstvo s plnou mocou pre spravu Slovenska [Ministry with the Supreme Authority for the
Administration of Slovakia] n. 24.961/21 of 2 December 1921. Membership was allowed only
to applicants from the teaching profession and of Slovak nationality. The aim of the society was
to «defend the general, national, material, moral and class interests of Slovak professors». It
promoted Slovak nationalism at Slovak secondary schools, specialized schools and pedagogical
institutes. The society had 86 members in December 1921; in 1932 the membership increased
to 300. The chairman in 1921 was Karol Murgas, the headmaster of the grammar school in
Kosice; his deputies were Milos Ruppeldt, the headmaster of the music school in Bratislava, and
Jan Kovalik, a professor of the grammar school in Trstend. The society met four times a year.
See Slovak National Archive, The Society of Professors of Slovakia 1921-1941, box 1 and 2. On
the regulations see Shornik spolku profesorov Slovdkov [Proceedings of the Society of Professors
of Slovakia] 1934-35 pp. 81-84. The society addressed several resolutions to the Ministry
of Education (e.g. in 1922). They required a change in the name of the Slovak schools from
‘Czechoslovak’ to ‘Slovak’. In October 1924, the society sent a memorandum to the president T.
G. Masaryk which asked that the language in pupils’ reports at the end of the school year should
be either Slovak or Czech, not Czechoslovak. See Slovak National Archive, Society of Professors of
Slovakia 1921-1941, box 1. To disseminate their thoughts, the society founded a journal «Sbornik
spolku profesorov Slovdkov» [Proceedings of the Society of Professors of Slovakia] issued five
times per year. The journal was a communication platform for educators to discuss — among other
things — the situation regarding course books. The language quality of course books was specified
as a major problem. See «Sbornik spolku profesorov Slovdkov» [Proceedings of the Society of
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of course books in Slovak. According to the 1925 report of the society, the
process of preparation of Slovak course books for secondary schools was
extremely slow. Many Slovak professors responded to the 1921 call of Skolsky
referat Ministerstva Skolstva a narodnej osvety (School Office of the Ministry
of Education and National Public Education) to write or ‘Slovakize’ course
books, yet the results were unsatisfactory and the society criticized the passivity
of the process and repeatedly warned of a critical situation at Slovak secondary
schools, pedagogical institutes and business academies. The lack of Slovak
course books was strongly felt in the subject of history, especially in higher
grades, where the books were necessary. The society appealed for Slovak course
books to be edited and their language proofread by Slovaks?®. At the meeting
held on 9 January 1927, the society unanimously agreed that they would try to
publish Slovak course books and handbooks?!'. However, in the memorial book
of 1932 the society admitted that only limited success had been achieved??.

The situation concerning the course books and their distribution was
criticized also by Zemsky ucitel'sky spolok (Regional Teachers’ Society) in the
society’s journal Slovensky uditel' (Slovak Teacher). They objected that the
available sample of Slovak course books was poorer than before 1907. The
society further criticized the fact that the manuscripts of course books had
been waiting for months at the ministry and many of them might have been
approved within a week??.

Professors of Slovakia], 1930-31 pp. 99-103.

20 The following history course books for secondary schools had been approved by the
Ministry of Education and National Edification by 30 April 1925: K. Hlavinka, Strucné dejiny
ndroda ceskoslovenského pre niZsie triedy slovenskych strednych $kél [A Short History of the
Czechoslovak Nation for Lower Grades of Slovak Secondary Schools] (published by private press);
J. Pesek, Z doma a cudziny. Diel I1. (starovek a stredovek) II1. (stredovek a novovek) [From Home
and from Abroad. Part II (ancient and medieval history). Part III (medieval and modern history)]
(published by private press); J. Vlach, A. Krecar, M. Bzdusek, J. Svatik, Dejepis obecny pre nizsie
triedy strednych $kol. I diel (starovek) [General History for Lower Grades of Secondary Schools.
Part I (ancient history)]. See «Sbornik spolku profesorov Slovdkov» [Proceedings of the Society of
Professors of Slovakia], vol. 1925, pp. 28-30.

21 Slovak National Archive, «Spolok profesorov Slovdkov» [Society of Professors of
Slovakia], vol. 1921-1941, box 2.

22 The failure and responsibility were rather unfairly ascribed to the reviewers. See M. Horidk,
Zprdva o desatrocnej ¢innosti SPS [A Report of the Ten-year Activity of the Society of Professors
of Slovakia], in P. Florek (ed.), Pamdtnica Spolku profesorov Slovikov 1921-1931 [Memorial
Book of the Society of Professors of Slovakia], Tur&iansky Sv. Martin, Spolek profesorov Slovakov,
1932, p. 54.

23 «Slovensky ucitel'> [Slovak Teacher], vol. 1924, n. 1, pp. 8-11. See also: L. Novik,
Spisovnd slovencina a skolstvo v CSR [Standard Slovak Language and Educational System in
the Czechoslovak Republic], in A. Zitavsky, Pamdtnik slovenského $kolstva [Memorial Book of
Slovak Educational System], Bratislava, Vydavatel'stvo pamitnika slovenského skolstva, 1936,
pp. 71-75.
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2.1. The decree of 1928

Regulations for the preparation of course books were specified by the decree
of the Ministry of Education and National Education of 3 July 1928 n. 41.260-
II, issued as an instruction for the content and formal requirements of course
books. The decree submitted for approval from the school year 1928-29 was
valid for the course books of national schools, folk schools (obecné skoly),
business schools and specialized schools. Previous findings of the inquiry
initiated by the Ministry had clearly indicated the need to modify not only the
course books but also the guidelines for their preparation which would then
serve as an aid for authors, publishers and reviewers.

The decree specifically discussed four major aspects of course books:
scientific, educational, didactic and formal.

Scientific aspect

A course book should present current scientific knowledge, without
erroneous and fallacious information and should be primarily based on the
essential facts of general knowledge. Details which a professional might be
interested in were to be omitted. It was also emphasized that the content of the
course book of individual subjects should be composed ‘in harmony’, i.e. in a
cross-curricular and cross-referential way so that learners acquire consistent
and integrated education.

Educational aspect

This aspect focused on the questions of state, politics and ideology. This
concerned primarily the course books of history, geography and civic education.
Course books should instil patriotic sentiments in a fully objective, matter-of-
fact and well-articulated way so that they would not arouse animosity and
hostility against other states or nations, yet they would promote emotional
attachment of learners to their homeland and nation.

Didactic aspect

The extent of the presented material should correspond accurately to the
prescribed curricula. Special attention was given to terminology; new terms
should be introduced consistently and foreign terms should be reduced in order
not to overload learners’ memories. The course book should address the mental
ability of learners. Tasks, exercises and questions should develop independent
learning and support self-study.

Formal aspect

This aspect prescribed the technical requirements of a course book from its
title page to the exact specification of the grade for which the course book was
designed. The scope of the course book should reflect the number of lessons
recommended for the subject. The decree specified the rules which should be
observed in the case of course books in Czech and German. Course books
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in Czech, for instance, should be written in accordance with the most recent
edition of Pravidld ceského pravopisu (Grammar Rules of the Czech Language).
Interestingly, no specialized consultation of grammar rules was suggested
for the course books written in the Slovak ‘version’ of the Czechoslovak
language, neither for books in Polish, Ruthenian and Hungarian. In the case
of course books written in the Slovak ‘version’ of the Czechoslovak language
the question of language transferred to the area of terminology. According to
the recommendation, special terms should be as close to Czech equivalents as
possible; the only exception being if a Slovak term was already in use and firmly
established, or a term taken from the Czech language contradicted the standard
rules of Slovak.

Other formal requirements were the following:

- each course book should have a complete alphabetical index;

- illustrations should be closely related to the text;

- typefaces and fonts should be easily legible;

- paper should not be too glossy;

- specific book size 15 x 21 cm was recommended24.

2.2. The decree of 1932

In April 1932, representatives of the Society of Professors of Slovakia visited
the minister of education Ivan Dérer concerning the question of publication and
approval of course books. They noted that according to the former procedure,
the Ministry of Education and National Edification sent the manuscript to two
professors whose reviews were published. According to the new procedure,
there was only one reviewer whose review was not published and thus was
not available for criticism. The society demanded that the former practice
should be adopted again. The minister responded that there were actually still
two reviewers, but due to economic reasons, however, the reviews were not
published in the Office newsletter?® and were sent only to the author(s) of the
manuscript?®.

On 6 December 1932 the Ministry of Education and National Edification
following the former legislature-issued decree 136.546-1 on the introduction,
use and approval of course books and teaching aids. It specified that the
approval of a course book was valid only for one edition; further editions —
even if there were no changes — had to be submitted for re-approval by the
Ministry. To prevent frequent changes of course books, the Ministry allowed a

24 An exception was for atlases, which had a bigger size.

25 «Utedni list republiky Ceskoslovenské» [Office Newsletter of the Czechoslovak Republic]
was published monthly from 1920 to 1961.

26 Slovak National Archive, «Spolok profesorov Slovdkov» [Society of Professors of
Slovakia], vol. 1921-1941, box 4.
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new edition of the already approved course book only after five years from its
latest edition (if the course books had been already in use for five years) or if
there were other important reasons (for example, concerning the subject of the
course book or methodology, a significant discovery, a change in the law, etc.).
When the course book was submitted for re-approval, the applicant had to state
specific reason(s). New course books could be put in use until the end of May of
the school year on the basis of the approval of school inspectors for Slovakia.
Before that, however, the inspector considered suggestions/recommendations
of teachers’ meetings. The decree explicitly warned that the choice of course
books (or teaching aids) for school had to be based on objectivity and pragmatic
reasons. Personal relations, preferences and benefits were to be avoided?’.

Manuscripts of new course books were submitted to the Ministry of
Education in three printed copies?®. If the submitted version met all the formal
requirements, it was sent for review to specialists*®. The review assessed the
content, form, pedagogical-didactic qualities, language as well as the state-
educational aspect of the publication. Subsequently, a specialist submitted
the review with the recommendation to approve or reject the manuscript.
The reviews of Slovak course books were submitted to the School Office in
Bratislava which prepared and attached an additional statement concerning
the book and sent it to the Ministry in Prague. The Ministry of Education
made a final decision on the approval or rejection of the reviewed book. In
case the approval process were successful, the type of school and the language
of teaching was determined as well as the time period during which the book
might be in use. The approval was published in the newsletter of the Ministry.
Each recommended course book contained a special statement as the evidence
of the Ministry’s approval°.

27 Proposals for new course books were submitted to the inspector at the latest from 1 April
of the concerned year. The school administration was obliged to prepare a list of suggested course
books for the following school year to the school inspector 90 days before the end of the school
year at the latest. The list was publicly available so that learners’ parents could see it in advance.
After the school year started, the list could not be altered and new course books could not be
introduced.

28 Handwritten manuscripts were not accepted.

29 The course book reviewers were specialists in the selected scholarly field, with no personal
or professional connections (e.g. as employees) to the author of the course book. The reviewer
could not be an author of a course book of a related type and language as the reviewed title. In
terms of the state-civic aspect, the reviewer had to be of good moral character and reliable. The
School Office in Bratislava modified and updated the list of reviewers of course books for national
schools annually. The list was submitted to the Ministry of Education in Prague by the end of
January (at the latest) of each year. It was subsequently published in the newsletter of the ministry.
L. Kdzmerova, Spolok profesorov Slovikov v rokoch 1921-1941 [Society of Professors of Slovakia
from 1921 to 1941], «Historicky ¢asopis», n. 3, 2008, p. 468; Slovak National Archive, The
Society of Professors of Slovakia 1921-1941, box 4.

30 Schvaleno vinosom MSaNO ze dne... &.... jako u&ebnice (pro obecné, Fudové, mestianske,
pomocné, narodné, materské skoly) s vyu€ovacim jazykem.... [Approved by the decree of the
Ministry of Education and National Edification, date..., n.... as a course book for folk schools,
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Despite all the effort, even in 1933 the Ministry of Education learnt that
non-approved course books or course books approved by the Ministry though
not yet announced in the newsletter were in use. The problem was mentioned
in a circular letter®! of 27 October 1933 issued by the Ministry>2. It particularly
stated that the use of such course books must not be allowed (whether in
manuscript of printed form), even though the use might have been explained by
the need to test the book at school. However, exceptions by the Ministry were
allowed?3. The situation did not improve significantly and on 26 May 1936
the Ministry of Education issued regulation n. 45.386-II about the purchase
of teaching aids of domestic (Czechoslovak) production. The schools should
purchase only such aids which were approved by the Ministry in Prague or
the Schools Office in Bratislava. The regulation repeated that teachers and
professors should not use foreign aids** if domestic aids of appropriate quality
and price were available. They were expected to inform the learners why it was
necessary to prefer domestic materials over foreign ones.

3. History course books and promotion of Czechoslovak identity

Regarding language, schools in the Slovak territory initially used three kinds
of course books: course books in Czech, course books which were ‘re-Slovakized’
(translated into Slovak mostly from Czech) and course books in Slovak written
by a Slovak author?’.

As far as the content was concerned, national and world history were taught
separately®®, and course books emphasized the formation of Czechoslovak
awareness and collective identity. The basic attitude was that Czechs and
Slovaks represent two ‘branches’ of one nation, related via ethnic affinity,

town schools, schools for handicapped children, national and kindergartens) with .... as a language
of teaching].

31 A circular letter was issued monthly. It was not an official publication.

32 Regulations of the decree and their observance were discussed in a circular letter of §
April 1935. The School Office in Bratislava repeatedly issued reminders that the launching of
new course books should be in accordance with the regulations of the decree of the Ministry of
Education of 6 December 1932, n. 136.936/1.

33 State Archive in Nitra, Topol'¢any branch, School Inspectorate in Topol'¢any 1919-1949,
box 15.

34 In case foreign materials or teaching aids were needed, the approval of the Ministry was
required.

35 The only original Slovak course book for secondary schools was the Karol Hlavinka’s
Strucné dejiny ndroda ceskoslovenského pre niZsie triedy slovenskych strednych $kol, cit. (1926).

36 See S. Ot&enasovd, Schvdlend minulost. Kolektivna identita v Cceskoslovenskych
a slovenskych ucebniciach dejepisu (1918-1989) [The Authorized Past. Collective Identity in the
Czechoslovak and Slovak History Course Books (1918-1989)], Kogice, Filozoficka fakulta UPJS,
2010, p. 37.
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language affinity and cultural heritage’”. Course books depicted Czechs and
Slovaks as ‘fighting’ together and supporting each other against the mutual
enemy represented by Germans and Hungarians. The Austro-Hungarian Empire
was compared to the prison of both nations*® and Hungarians had always been
major oppressors of Slovaks®’.

History course books focused mainly on Czech history, to which were added
(usually at the end of a chapter or subchapter) selected parts about the Slovak
past. As a case study, a ‘Slovak’ history course book for secondary schools
written by Czech historian Josef Pekaf is presented here. Two editions with the
same title D&jiny/Dejiny &eskoslovenské*® were published in 1921 and 1938
respectively*!. The first edition was published in Czech, the second was ‘re-
Slovakized’.

The 1921 edition of 198 pages was divided into eight chapters: 1. The
Czech lands in the Migration period; 2. The Czech lands at the beginning of
the Slavic age; 3. The Czech lands from 900 to 1200; 4. Czechoslovak history
in the Gothic age; 5. Czechoslovak lands during the Renaissance and Counter-
Reformation; 6. Enlightenment and revolution; 7. The era of Franz Joseph;
8. The foundation of the Czechoslovak state*?. Regarding Slovak history, the
course book mentions it only marginally, paying attention only to the arrival of

37 A circular letter of the School Office in Bratislava from 8 January 1934 which addressed
the question of the teaching materials stated that all illustrations related to history and geography
which did not represent historical events according to the Czechoslovak ideology of nation and
state should be removed from national schools (State Archive in Nitra, Topol€any branch, School
Inspectorate in Topol'¢any 1919-1949, box 17).

38 According to Czechoslovak ideology, historical circumstances before 1918 separated
Czechs and Slovaks. The foundation of the Republic united them again.

39 Decree of the Ministry of Education and National Edification 57.170 of 21 November
1919 focused specifically on the use of the terms «Uhor» and «uhorsky». It is important to note
that in Slovak there is a distinction between the noun and adjective describing the Hungarian
nation and nationality before («Uhor» and «uhorsky») and after («<Madar» and «mad’arsky»)
1918. There is no such distinction in the English and Hungarian languages. The aforementioned
decree stated that due to the changed political conditions, there was no reason to use the pre-1918
term «Uhor» in a political sense any more. The decree therefore ordered that in all educational
documentation, official documents, in course books and in the educational process, the term
«Mad’ar» and «madarsky» should be used instead.

40 D¢jiny [History — in Czech] / Dejiny [History — in Slovak] deskoslovenské.

41 ]. Pekat, Déjiny ceskoslovenské pro nejuyssi tridy skol stiednich [Czechoslovak History for
Highest Grades of Secondary Schools], Praha, Nakladem historického klubu, 1921. Approved
by the Ministry of Education by the decree of 2 August 1921, n. 68.887. J. Pekat, D¢jiny
Secondary Schools], Praha, Historicky klub, 1938. Approved by the Ministry of Education by the
decree of 25 July 1938 n.106.993/38-1I/1. The course book was ‘re-Slovakized” by Cyril Chorvit
and edited by Josef Klik.

4 «1.Zemé &eské v dobg stehovani narodii; 2. Zemé Eeské na poéatku doby slovanské; 3. Rise
Seskd v dobé od r. 900 do 1200; 4. D¢jiny Ceskoslovenské v dobé gotické; 5. Zemé eskoslovenska
v dobg renesance a protireformace; 6. Doba osvicenstvi a revoluce; 7. Doba cisafe Frantiska
Jozefa; 8. Vznik Ceskoslovenského statu».
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the Slavs on the Slovak territory, Samo’s tribal union and Svatopluk’s kingdom*3.
A separate sub-chapter focused on the ‘Hungarian invasion’** and the conquest
of the Carpathian Basin at the turn of the 9™ and 10t centuries. Hungarians are
described as a «wild nomadic nation», whose invasion caused that «Slovakia lost
its national unity for more than ten centuries» and the settlement of Hungarians
is described as «a great tragedy for the future of the Slavs»*. Hungarians are
mentioned as the reason for the fall of Great Moravia which was presented
as the first common state formation of Czechs and Slovaks. Another common
historical point was the activity of the Hussites, especially the deeds of Jan
Zizka (c. 1360-1424) and the invasions of the Hussites of the Slovak territory*®.
Another mutual point was the period of the Reformation. Pekaf on one hand
presents the conflicts of the time, and on the other hand he describes how the
Reformation brought Czechs and Slovaks together, especially in the form of
the spread of the Czech language into the Slovak territory through religious
activity*’. Germans are presented in the course book as colonizers although
without further negative connotations*®. Regarding the period of the National
Revival in the 19% century, Pekai writes that «Prespurk (Bratislava) became
the centre of the patriotic Czechoslovak reform movement»*. Hungarians
are repeatedly described as initiators of all problems. For instance, in chapter
seven, in relation to the educational policy against non-Hungarian nations in
Hungary (Uhorsko) the author claims that «Slovak dioceses were forced to
accept Hungarian bishops whose task was to suppress national spirit and to
spread magyarization from the pulpit and the altar»°°. In the last chapter of the
course book, the foundation of the republic in 1918 is described as an inevitable
consequence and culmination of a mutual effort by Czechs and Slovaks. The
course book pays specific attention to T.G. Masaryk as an influential statesman
for the common state. The course book maps the history until 1921.

The 1938 edition published in Slovak consisted of nine chapters: 1. Earliest
settlement of our lands; 2. Czechoslovak lands at the beginning of the Slavic
age; 3. Czechoslovak history from 900 to 1200; 4. Czechoslovak history in the
Gothic age; 5. Czechoslovak lands during the Renaissance and the Counter-
Reformation; 6. Enlightenment and revolution; 7. The era of institutional life;
8. The foundation and history of the Czechoslovak Republic; 9. Development

43 Pekat, Déjiny ceskoslovenské pro nejuyssi tiidy skol stiednich [Czechoslovak History for
Highest Grades of Secondary Schools], 1921, cit., p. 5, 7, 11.

44 «madarsky vpad».

45 Ibid., pp. 13-14.

4 Ibid., p. 53.

47 Ibid., pp. 82, 85, 90, 96.

48 E. Bakke, Cechoslovakizmus v skolskych ucebniciach (1918-38) [The Concept of
Czechoslovakism in Course Books], «Historicky ¢asopis», n. 2, 1999, p. 249.

49 Pekat, Déjiny ceskoslovenské pro nejuyssi tridy skol strednich [Czechoslovak History for
Highest Grades of Secondary Schools], cit., p. 125.

50 [bid., p. 136.
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of domestic and foreign historiography®!. The titles of the chapters indicate
the shift and emphasis given to the idea of a common Czechoslovak history
and Czechoslovak nation. In comparison with the 1921 edition, there were
distinct changes in the tone of the discourse and inner arrangement of chapters.
Again, the course book presents the fall of Great Moravia as a catastrophe
for Czechoslovak unity and sees the Hungarian invasion as its major reason’2.
The course book promoted a mutual cultural heritage, for «the Czech cultural
influence was noticeable also in the period of Hungarian rule and contributed
to the establishment of the Hungarian Kingdom»>3. A special section at the
end of each chapter in the course book was dedicated to culture and art and
mentioned people of significance for Slovak cultural history, such as Jan
Kollar (1793-1852), Pavel Jozef Safarik (1795-1861) and Anton Bernolik
(1762-1813)>*. The course book emphasized national unity and the fact that
«mutual penetration of both national branches contributed to the maintaining
of national unity»>°. The question of language was mentioned as well and the
course book suggested that «a separate standard language should be the most
powerful weapon of Slovaks against magyarization»>°, Magyarization in the
form of educational policy in Hungary was documented also by reactions from
abroad®’. The penultimate chapter presented the efforts to create the common
state of Slovaks and Czechs, and the Martin Declaration of 30 October 1918
is mentioned. A separate chapter focuses on T.G. Masaryk’$. We may conclude
that the 1938 edition pays more attention to the Slovak past, though the
ideology of a mutual Czechoslovak identity is clearly maintained.

Conclusion

The subject of history in general and history course books in particular
had a special significance in the development and promotion of the ideology
of Czechoslovak identity. From the very beginning, statesmen and educators

51 «!Najstarsie osidlenie nasich zemf; 2. Ceskoslovenské zeme na poéiatku slovanskej doby;
3. Ceskoslovenské dejiny v dobe od r. 900 do r. 1200; 4. Ceskoslovenské dejiny v dobe gotickej;
5. Ceskoslovenské zeme v dobe renesancie a protireformacie; 6. Doba osvietenstva a revolicie;
7. Doba tstavného zivota; 8. Vznik a dejiny Ceskoslovenskej republiky a 9. Vyvoj dejepisectva
cudzieho i doméceho».
VVVVV dy skol stiednich [Czechoslovak History for
Highest Grades of Secondary Schools], 1938, cit., p. 14.

53 Ibid., p. 18.

54 1bid., p. 116.
5 Ibid., pp. 79, 94, 95.
6 Ibid., p. 117.
57 Ibid., pp. 133-134.
8 Ibid., p. 145, 156, 160.

[
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realized that history course books played a major role in the formation of the
ideological background of the newly founded Republic. As the paper shows, the
legislature strongly supported the use of domestic teaching aids and materials
and the promotion of attachment to the Republic was a natural part of the
strengthening of patriotism. In retrospect, we may conclude that the course
books used during the Czechoslovak Republic were notably different from
modern and current books. In terms of content, Slovak history had a marginal
place within the Czechoslovak discourse presented in the course books. An
important reason for this was that course books were originally written in
Czech and mapped Czech history; the Czech original was partially modified
only later to deal with the lack of course books in the Slovak area. It is evident
that the themes of the mutual past of the Slovaks and Czechs were promoted in
order to support the legitimacy of the existence of the new state. This was done
mainly through the discourse of ‘the common fight for freedom’ in the face of
oppression.
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Introduction

The origins of concepts of national and civic education in Central Europe
differ markedly as they are based not only on professional, pedagogical
discourse, but much more via general social and political debate which took
place at the end of the nineteenth century and beginning of the twentieth
century. The different meanings of the terms ‘national’ and ‘civic’ education
were dependent on whether they were developed from Czech or German
pedagogical discussion, as this would mean they were the result of work and
actions by Czech or German teachers living and working in the Czech lands
and speaking their respective languages. This link to language(especially at the
end of the nineteenth century)also meant a broader connection to culture and
society complete with all their subtexts, meanings and codes. These cultural
frameworks were the complex and problematic result of two major forces and
movements for national recognition and autonomy, the goals and dynamics of
both the Czech and German movements were mutually determined, reactive to
one another and ultimately dependent upon one another.

In the first instance,a key element was the emergence of Czech nationalism in
the first half of the nineteenth century and the rapidly developing professional
activities of scientists, cultural and literary figures in society which led to the
public enlightenment efforts of the top leaders in Czech cultural, political and
civic life during the latter part of the nineteenth century.

The second factor was the growth of the German national movement which
was, for the most part,a reaction to demands for Czech national emancipation
and the result of nationalistic liberal tendencies on the part of the German
population in the Czech and Austrian lands in the Habsburg Empire?.

After the defeat of the Austro-Hungarians and Germany at the end of the
First World War and the founding of the subsequent states — in our case the
Czechoslovakian Republic in 1918 — there was a radical revision of the map
of Europe. This was mostly negotiated between multi-ethnic states or those
‘burdened with the problems’ of the co-existence of national minorities.
As a result, Europe found itself with a new series of national problems and
expectations in the post-war period.

Several new democracies and republics were founded in Europe in 1918,but
culturally, socially and politically, most of the citizens of the new countries were

2 After defeat for Prussia and the dissolution of the German lands, the Austrian Germans lost
their previous cultural and linguistic power-base and they became an ethnic minority in the Czech
lands of the former Austro-Hungarian Empire. Even though they were still leading and monitoring
the old way of the Empire, they felt increasingly insecure and endangered by the strengthening
demands of the non-German nations in the Empire — mostly Czechs — in public, societal and
political levels. After the defeat of Prussia in 1866 it was clear that Emperor Franz Josef I had to
decide if he would continue with centralised rule or if he would allow the model of federation and
dualism to be pursued. In 1867 the Austro-Hungarian Empire was founded.
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still anchored in the state-of-mind and prevailing models of the old Empire. The
situation was difficult in the newly constituted Czechoslovakia which carried
from its inception the ‘burden’ of attempting to integrate national minorities
which refused to accept the new order and, at the same time,to meet the needs
of others with a strong attachment to the new political structure in the middle of
Europe. Although by 1938 Czechoslovakia was one of the last true democracies
in Europe, its origins were far from easy. Czechoslovakia was geographically
neighboured by Germany, Austria, Poland and Romania®.The state was
composed of the Czech lands, Moravia-Silesia, Slovakia and sub -Carpathian-
Ruthenia. The borders of the state were defined by the graduated peace treaties.
The territorial compact was agreed by international guarantees from 1920 but
it was only completed in 1924* The situation was also difficult from the point
of view of the national element of the population or from the different national
groups within the newly-founded Republic. The new nation was established
on what was supposed to be ‘natural’ evidence of a Czechoslovakian state, but
in reality in Czechoslovakia there lived(according to the first census of 1921)
a population totalling 13,374,364. In this figure there were less Slovakians
(1,941,942) than Germans (3,123,568 — which was 23% of the population —
in the Czech lands alone there lived 2,983,000 Germans). In Slovakia there
was a large Hungarian minority (745,431 or 5.5% of the population). Other
minorities were Rusyns (461,849 or 3.45% of the population). The Polish
minority was also significant (75,873 or 0.56% of the population).

The new Czechoslovakia not only allowed the Jewish faith, but also
acknowledged those Jews as a part of the larger Jewish nation (they represented
1.3% of the population). Although Jews for meda low percentage of the total
Czechoslovakian population, their cultural and social influence on Czech society
was much stronger. The important part Jews played in Science or professional
discussion was especially significant. They were engaged in the spheres of Law,
Literature, Medicine, Science and the Natural Sciences, though less so in Social
Sciences and pedagogical debate. If Jewish intellectuals were dealing with
questions of education then there arose the issue of assimilation, but with this
factor came a form of disorientation from the reality that the Jewish population
was also engaged in the continuing search for its own identity under the growing
cultural and political influence of Zionism.

«Slovakian pedagogical development in public schools was strongly subdued
by Hungarian pressure at the beginning of the twentieth century when [...].

3 The Czechoslovakian Republic shared the borders with Germany for a total of 1,545
kilometres, with Poland for 984 km, with Romania for 201 km, Hungary for 832 km and Austria
for 558 km. The full length of the borders was 4 120 km.

4 From the point of view of foreign political analysts, the allies of Czechoslovakia during
the whole inter-war period were France and Great Britain. Although foreign politicians expressed
concerns with regard to the international developments in Europe and the emerging political
situation in neighbouring Germany.
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Hungarian became the official language in all schools»’. Czech pedagogues
defended the results of the revolution — their own state and the concept of
state-civic education. This was certainly linked to the concept of Czech
national education in the nineteenth century and only in a very limited way
was it sensitive to the needs of the German speaking areas of Czechoslovakia,
which saw the new state as an element endangering the national aspirations of
Germans in Czechoslovakia. This situation pertained in the inter-war period,
an arena of various national endeavours which was very often at odds with
the state-civic concept, where without accepting their linguistic and cultural
identities, each citizen was tied to the state by the unilateral decision to call
itself Czechoslovakia and to protect its national goals and principles, from the
perspective of the ethic or cultural heterogeneity.

The following study analyses the thematic concepts of national, state-civic
and volkisch education, their roles and meaning at the cusp of the nineteenth
and twentieth centuries, their influence and goals in the pedagogic discourse
of this period. Attention is also given to contemporary sources which were;
teachers and their views, pedagogical magazines and groups known as national
protection organisations. In another section the study focuses on changes to
national rhetoric, the national discourse after 1918, the newly constituted
concept of state-civic education and the Republic’s education policy. The
experience of both nationalities are examined, the problems of co-existence
between Czechs and Germans, as well as Czech, German and Jews after the
founding of Czechoslovakia.

Additionally there is an analysis of the role of national, civic and volkisch
education in the taught content of History lessons. After 1918 civic education
began in the First Republic and its development and content is examined for
the period 1918-1938.

National education — did it support or form the nation?

The question of national emancipation was characteristic of the pedagogical
discussion at the end of the nineteenth century and we can see it as an important
aspect in the formation of civic society in the Czech and Austrian lands of the
Austro-Hungarian Empire. This began after the deep political crisis of 1867
when it became clear that the monarchy had to be reformed legalistically as
well as politically and economically. These imposed solutions meant that, from
the very outset, Czech teachers felt disillusionment and a lack of reassurance
that Vienna did not have a genuine interest in the equality of nations in

5 B. Kudladova, Skolstvo a vzdelavanie, in B. KudliGova, A. Rajsky (edd.), Europske
pedagogické myslenie, Trnava, Veda, 2012, p. 182.
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Cisleithania(the common unofficial name given to the northern and western
part of Austria-Hungary) or that the changes only advantaged Czech Germans®:
«Constitutional law or the national, Vienna’s centralised development was
changing the Empire into two distinct linguistic areas — Hungarian in Hungary
and German in Austria — the monarchy became a German- Hungarian compact
to make the leading nations the dominant ethnic groups»”.

Czech teachers were bitterly critical of the educational policy from Vienna’s
ministries and law regulators, specifically Hasner’s rule® which «was a modern
law — in the field of primary school education and teacher training»”. This was
taken negatively by the teaching community working in the Czech language and
they blamed Hasner for providing the tool that would lead to the Germanisation
of Czech schools.

The Czech and German teaching groups communicated with one another
in a sporadic manner even though the levels of professionalism in both camps
were equal'’. Both groups worked on; making their curricular material
more scientific, developing the county schools (lower-secondary — in Czech,
mé$tanska skola, and known in German as Biirgerschule), supporting science
and improving training for teachers in four-year long high school institutions,
campaigning for independence for teachers away from the influence of the
church and more engagement with civic laws'!.

The political representatives of Czech teachers found very little to be positive
about «the first product of the political dominance of the liberals was the so-

6 Their response in this situation was from the very beginning to sabotage Vienna’s political
control, whereby the Czech members refused to attend the central Parliament and only actively
engaged in political discussion at the provincial council in Prague. More H.C. Agnew, Cesi a zemé
Koruny ceské, Praha, Academia, 2008, p. 176.

7 J. Kten, Dvé stoleti stiedni Evropy, Praha, Argo, 2005, p. 201.

8 A school law from 1869 known as Hasner’s Law extended compulsory schooling in the
lands of Cisleithanian for eight years and in elementary schools (obecnd skola or in German as
Volksschule) or eight years in county schools — lower secondary schools (méstanskd skola or in
German as Biirgerschule), or in the model of five years in the elementary schools and followed by
three (later four) years in the county schools which was at the level of lower-secondary education.
The publication of Hasner’s Law had two important predecessors, legislative actionswhich
liberalised society in the Czech lands of the Empire — the December constitution of 1867 and the
law changing the position of schools with regard to the church from 25% May, 1868. The author
of this law was a minister and professor of political science at Prague University called Leoplod
Hasner (1818-1891).

9 E. Protner, The Development of private education regulation in the field of teacher training
in Slovenia, «History of Education and Childrens Literature», vol. 8, n. 1, 2013, p. 32.

10 T. Kasper, D. Kasperova, Ceské ucitelstvo a Hasnerovy zdkony 1869, «E-Pedagogium», n.
3,2010, pp. 26-37.

11 T. Kasper, D. Kasperova, Ceské ucitelstvo na cesté k reformé skoly, «E-Pedagogium», n. 3,
2012, pp. 22-34 and T. Kasper, Ceské ucitelstvo mezi sjezdy ceskoslovanského ucitelstva 1870-
1880 v diskusi Posla z Budce, in T. Kasper, N. Pelcovd, S. Sztobryn (edd.), Uloha osobnosti a
instituci v rozvoji vzdélanosti v evropském kontextu, Praha, Karolinum, 2013, pp. 37-45.
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called December Constitution»'? of 1867 which was a complete set of civic
rights and freedoms which guaranteed citizens equality and freedom. It also
guaranteed equality in the eyes of the law, freedom of belief and conscience,
freedom to pursue scientific work, to petition and influence social law, freedom
to assemble, even the right to cultivate the national language- all these elements
ensured that Czech teachers were in danger of failing to achieve a specifically
Czech national programme to resolve Czech national demands!3.Due to this
law the constructive political movements of the Czech representatives became
weaker. However, there was a strengthening of the forces working for national
emancipation, culture and scientific work undertaken by Czechs who wanted to
enforce their own demands in scientific and cultural fields,because they did not
have this opportunity in the political arena.

The work of groups involved in public entitlement, national preservation
environmentalists, public education and other groups concerned with the
preservation of the nation'* developed very quickly with the help of the new
federal law of 1868. The Czech national emancipation movement was essentially
founded on the concept of nationhood based on language identity. The Czech
political movements referred to the concept of Czech state law, mainly as a
historical model'3and, later,as an ethnic one. «The foundation of nationality
is the language of the nation. Without a language it is not a nationality, it
is not a nation. A nation which lost its political independence and political
rights could get them back again, but if it lost its language it lost itself and died
[...] the language is the soul of a nation. As much as a nation achieved with
its education and understanding, thus far was its language cultivated. In the
language a nation stores all its spiritual wealth»1°,

12 E. Protner, The Development of private education regulation in the field of teacher training
in Slovenia, «History of Education and Childrens Literature», vol. 8, n. 1, 2013, p. 31.

13 At the end of the nineteenth century this led to the spread of pan-Slovanic thought between
Czech teachers and supported co-operation with Slovenian, Croatian and Serbian teachers rather
than the more obvious support for co-operation with German teachers in the Czech lands. These
national barriers for Czech and German teachers increased and prevented them from co-operating.
Slovanic nationals taught in lower schools and were characterised as an ethnic group who were
going to play a major part in the political and social life of the nation in the near future. The
personalities of the Czech and Slovakian leaders were intensively popularised in the pages of
teachers’ newsletters and magazines.

14 Already in the 1860s new groups were founded with the goal of popularising professional
knowledge in the area of public enlightenment. These followed the enlightenment tradition and
their activity was not reduced. In the 1890s, after the passing of the social law of 1867 some groups
were founded which were not for enlightenment, but also national protection. These werethe
German Deutscher Schulverein, Bund der Deutschen in Béhmen, Deutscher Bohmerwaldbund,
Bund der Deutschen Nordmidihrens, Siidmdbrens, Schlesische Nordmark etc. These groups
followed the activities of groups from 1848 Verein der Deutschen aus Bobmen, Mdbren und
Schlesien zum Schutze Ihrer Nationalitit a Verein zum Schutze der deutschen Grenzmarken im
Osten.

15 R, Petras, Mensiny v mezivilecném Ceskoslovensku, Praha, Karolinum, 2009, p. 151.

16 Ceské vlastenectvi s némeckou vzdélanosti, «Posel z Budée», vol. 9, n. 32, 1878, p. 661.
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In German-Austrian discussion the understanding of the nation was based
on Herder’s concept of the nation as a living form, an ‘organic’ entity termed
Volk. The concept of the nation with regard to ethnic language and principles
of culture as the basis of a healthy civilised society in the chosen language
(Kulturnation), with the same traditions and same culture!” and the nation
as a non-political concept, but as a group of people with blood relatives and
gathered in groups with the same, or similar, racial features emerged in the
teachings of FL. Jahn'® (Volkskérper) which overshadowed the importance of
individual values and was opposed to the freedom of choice for individuals'
and who decided matters based on their own beliefs to call themselves a political
nation. This is shown in the brilliant analysis of the national revival and the
German understanding of the Czechs by national historian Frantisek Kutnara
in Obrozenecké vlastenectvi a nacionalismus — The Revival of Patriotism and
Nationalism (2006), «Jahn is not judging the nation as an organic cultural
compact (Volkheit) but he can also see it in racial terms, which in its clear
ethnic divisions is maintained permanently and passes on, through inheritance,
the marks of the future»2°. In addition in the last thirty years of the nineteenth
century the key arguments in German — Austrian political debate were voiced
by those supporting a Greater German solution by calling for a pan-German
interpretation of nationhood, which in turn led to demands for a higher
estimation of German culture in the Austro-Hungarian Empire. The privileged
position of the German nation, controlling the Habsburg monarchy, was
underlined by the nationalistic voices of the German-Austrian representatives
which did not fall short of anti-Semitism.

It is important to note that the Emperor did not want such developments,
as the political targets of the multi-national Empire member states were not the
same as those of individual national movements — German, Italian, Hungarian
and all the Slavic nations. The Empire’s court and Government saw the national
movements as a threat to absolutist rule and the power enjoyed by the Emperor,

17 H. Mommsen, Von Weimar nach Auschwitz, Stuttgart, Deutsche Verlags-anstalt, 1999, p. 33.

18 Friedrich Ludwig Jahn (1777-1852) studied theology and philosophy between 1798 and
1802 in the University of Halle, Gotingen and Greifswald. After this he spent his time studying
the German language in the German countryside. From 1810 he was a grammar teacher in Berlin.
After the defeat of Prussia in the Napoleonic Wars and the invasion of Berlin, he could not accept
the disgrace of defeat and he tried to ‘enliven and awaken’ the German national soul. With this
in mind he created a new system, The National Physical Education (Deutsche Turnkunst, 1816)
in addition to the national programme (DeutschesVolkstum, 1810) and after 1848 he became a
leading member in German political life. With his teachings he greatly influenced the philosophical
debate and the way the nation was educated in the concept of Vilkisch. He influenced the German
national revivalists, those who protected the German states and, after 1871, a united Germany,
and also the German population in the Czech lands of the Empire. The thoughts of Jahn became
authoritative for the leaders of the German youth groups in the Czech lands and following their
models, it was believed, would ensure the safety and preservation of the Czech Germans.

19 J. Kotalka, Co je ndrod?, Praha, Svoboda, 1969, p. 27.

20 J. Kutnar, Obrozenecké vlastenectvi a nacionalismus, Praha, Karolinum, 2006, p. 206.
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but mostly as a threat to the integrity of the monarchy. For this reason they
tried to build against the destruction of their own concept of a supra-nation (the
self-identification of individual peoples with the Empire) and extend the idea
of supra-ethnic Austrianism. Austrianism and provincial patriotism essentially
belonged to the traditional aristocracy who played an important part in the
political and economical life of Cisleithaniain the second half of the nineteenth
century. Its members were active in the state services of the Empire in positions
of authority.

Liberals against the conservative aristocrats and clerical power were
prominent with their political programme, but this also had a national focus.
The German Liberals in the Austro-Hungarian Empire were not keen, given
the spirit of the revolutions of 1848 to give the Czech people their independent
political and cultural rights (compared to the Hungarians, Italians and Poles),
and they regarded the Czech lands as traditionally German with the belief that
the «different linguistic groups» should adapt to the German-Austrian liberal
goals?!,

Very often school History textbooks skirted around perceived ‘explosive’
national themes. The History text books given to the Czech lands for schools
teaching in the German or Czech languages did not advocate either German
nationalist beliefs, nor their Czech equivalents. They were trying to support
Austrianism (which the German and Czech teachers had no interest in and
with which they did not identify) and to create the belief that these books were
nationally unified documents which is apparent in many of the text books. This
shows that in the last third of the nineteenth century the Empire did not allow
an opportunity for the active promotion of the concept of national identity in
the native population and instead promoted the view of the Empire as a kindly,
benevolent ‘old man’ who held ‘his nations’ to positive relationships working
for ‘their own good’.

Against the wishes of the Empire court, teachers and school educators
became active participants in the formation of the nation and the key
instrument of the nationalist process in the last half of the nineteenth century.
In The Theory of Nation and Nationalism by Ernst Gellner (1925-1995)** we
can see that it was largely school institutional education and its participants —
teachers and public educators who were crucial to the formation of the modern
nation and development of national and civic society. At the same time it is
interesting to note that the concept of national education was introduced as a
tool of education and the national element was taken as an automatic aspect
of education?? that should support national identity** as a «norm and ‘natural’

21 |, Kotalka, Cesi v habsburské #isi a v Evropé 1815-1914, Praha, Argo, 1996, pp. 30-33.

22 E. Gellner, Nations and Nationalism, New York, Cornell University Press, 1983.

23 M. Hroch, Na prabu ndrodni existence, Praha, Mlada fronta, 1999 and M. Hroch, Ndrody
nejsou dilem ndhody, Praha, Slon, 2009.

24 Minority schools from 1880 onwards served the Czech population in German-speaking



NATIONAL, STATE AND CIVIC EDUCATION IN THE CZECH LANDS OF THE AUSTRO-HUNGARIAN EMPIRE AND IN CZECHOSLOVAKIA 259

factor»?°.The elected national leaders were supposed to work with the groups
where they were not so strongly informed about the nation and in such cases
were expected to popularise the value of the nation and lead group members to
self-identification with their vision of the nation and national life?®. Nationalist
groups®’schools, public educators and, most of all, the teachers were vital in

areas so that parents did not send their Czech-speaking children to German-speaking schools
and vice versa. The minority schools were, from the beginning, mostly privately organised by the
national school groups who attempted to give financial responsibility for the schoolsto the village
or town, though this was not always possible. It was well known that the Czech population
could not always send their children to schools which taught the Czech language because they
were under pressure. If they did so they could lose their job with their employers who were
usually German-speaking individuals. Therefore the whole issue of schooling became political.
See more in T. Zahra, From Christmas gifts to Orphans Pensions: How Nationalist Associations
Created the Welfare State in the Bohemian Lands 1900-1918, in P. Haslinger (ed.), Schutzvereine
in Ostmitteleuropa, Marburg, Verlag Herder Institut, 2009, pp. 192-207.

25 P. Judson, Die Schutzvereine und das Grenzland: Aktivititen zur Realisierung von
‘Imagined Borderlands’, in P. Haslinger (ed.), Schutzvereine in Ostmitteleuropa. Vereinswesen,
Sprachenkonflikte, und Dynamiken nationaler Mobilisierung 1860-1939, Marburg, Herder
Institut, 2009, p. 7.

26 T. Kasper, D. Kasperova, Die berufliche und nationale Emanzipation der tschechischen
Lehrerschaft im letzten Drittel des 19. Jbrs. Motive, Ziele, Erfabrungen und Reflexionen, «History
of Education and Childrens Literature», vol. 8, n. 1, 2013, pp. 181-198.

27 The role of the schools’ protective groups were also important. In Vienna in 1880 the
DeutscherSchulverein was formed whose target was to found German schools in nationally
mixed areas in the Austro-Hungarian lands. A similar interest group was founded in 1881 in
Germany with the name Allgemeiner Deutscher Schulverein in Deutschland. In 1886 there was a
serious crisis inside the Austrian group, where, after failing to agree with the leadership, a leading
nationalist, Georg von Schonerer (1848-1921) left the group. He was a self-styled patriot and
nationalist who founded the Nationalist movement DeutschnationaleBewegung, but was also a
well-known anti-Semite. He left the original group after the leadership failed to back his proposal
that members should be expelled by officials acting at a local level. Schonerer and his radical,
nationalist supporters from the ranks of university students wanted to be able to decide the make-
up of local groups, and, more specifically, to be able to expel any members who were Jewish.
After the failure of this motion he and his followers founded a radically nationalist and anti-
Semitic group Schulverein fir Deutsche which was banned by the Austrian authorities three years
later. For more on this see G. Weidenfeller, Verein fiir das Deutschtum im Ausland. Allgemeiner
Deutscher Schulverein (1881-1918), Frankfurt am Main, Peter Lang Verlag, 1976.

As a reaction to these movements, the Czechs founded their own school protection group
Usttednimatice$kolskd. This was also to promote Czech language learning in areas where there
was majority German population in order to ‘protect’ Czech children against anti-revivalists. The
group’s seminars, theatre productions and bazaars were well-supported and they also published
calendars, postcards and brochures with pro-Czech themes.

The above analysis is based on the study of archive materials regarding the activities of the
Deutscher Schulverein in Osterreichischer Staatsarchiv in Wien, Fund Deutscher Schulverein
1880-1945. Sig. AT-OeStA/AVA mostly the files 8-15 regarding to Deustcher Schulvereines in the
Czech lands. The following analysis is based on archive sources from the activities of the Czech
protectionist group Ustiednimaticeskolska in the National Archive in Prague 690 cartons 59-60
and 67-77.
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ensuring that the concept of the nation found followers and then formed groups
who appeared to be nationally unified?®.

In conclusion,it can be seen that in the German speaking areas in
Cisleithaniathe concept of state-civic education did not take root, however,
what was developed was the model known as VolkischeErziehung or
HeimatlicheErziehung, with the support of «militant attitudes of German
nationalist agitators»2?. In addition, Czechs rejected the concept of Austrian-
patriotism and even the idea of national identity when Czechs were removed
from the higher positions in the Austro-Hungarian Empire. Furthermore they
viewed the new form of the Empire with disappointment as one that was deaf to
their political and constitutional demands.It is definitely the case that«concepts
of national development in the Czech and German areas of the Empire were
designed from different initial bases»3°.

National education in extra-curricular organisations at the beginning of the
twentieth century

Because the subject content and teaching of History and other subjects in
elementary schools were controlled by the central administration there were no
intensive developments of volkisch education or nationally focused concepts of
education in the Empire’s schools. It was very different in the extra-curricular
education of young people of high school age or later for apprentices and young
workers®!. In the youth groups, where their activities could not be controlled by
the state, ideas of national education played a much greater role.

In Czech youth groups (Sokol*? and Junak — the Czech version of the
Scouts) we can see the idea of national emancipation was at the heart of their
programmes of self-improvement for young people in the professional, physical

28 In addition the development of tourist groups not only meant a tendency towards a healthy
life-style and the development of the body. Interest in physically experiencing the beauties of the
nation led to a greater awareness of the nation’s culture and traditions which were supposed to
be preserved in the countryside.The countryside was known not only as a centre of experiences,
but also as a place of professional study growing from its identification with home or ethnology.
See more P. Judson, M.L. Rozenblit, (edd.), Constructing nationalities in East Europe, New York,
Berghahn Books, 2005 and P. Judson, Guardians of the nation: activists on the language frontiers
of imperial Austria, Cambridge, Harvard University Press, 2006.

29 V. Houzvi¢ka, Ndvraty sudetské otdzky, Praha, Karolinum, 20085, p. 35.

30 J. Balcarova, Jeden za vsechny, vsichni za jednoho. Bund der Deutschen a jeho predchiidci
v procesu utvdreni sudetonémecké identity, Praha, Karolinum, 2013, p. 38.

31 B. Stambolis (ed.), Jugendbewegt geprigt, Gottingen, V&R unipress Verlag, 2013, pp. 14-
15.

32 For more on the Slavic ideas in the Sokol group. See C.E. Nolte, All For One! One for ALL!
The Federation of Slavic Sokols and the silure ofneo-Slavism, in P. Judson, M.L. Rozenblit (edd.),
Constructing nationalities in East Europe, New York, Berghahn Books, 2005.
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and aesthetic fields. The Czech nation could, it was argued, excel with even
greater results than other states in the Empire and especially more so than the
Germans in Austria-Hungary.

In the German youth groups in the Czech lands (mostly the German
national conservative group®> known as Deutschbohmischer Wandervogel)
there developed the concept known as volkisch education — although there
were many variations and differing intensities of this key concept. The volkisch
movement was supposed to be the tool for; organic unity, for an individual
to ensure his revival as a «new person»>* for the release of the people from
the handcuffs of unhealthy liberalism or internationalism — to help leave the
liberal political competition and enable the establishment of work by voélkisch
educators. The unity achieved by solidarity over-rode the social differences,
which might have caused its members to distance themselves from one another.
Such a united front also awoke feelings of friendship, closeness and support.
The aesthetic picture of society was an ideal which volkisch education was
supposed to follow. National or organisational solidarity (Gemeinschaft) was
supposed to win over the concept of civilisation (Gesselschaft) whichwas in
volkisch teaching regarded as rational, cold, technical and politically liberal.

There is another year behind us, the Germans in the Czech lands, the last year brought
major changes. The national battle between both nations is still not ended because if there
will be a battle ending in victory, our battle for independence from the Czech majority on
the provincial councils, then there is another battle ahead where we will have to go forward
with greater resilience than was evident so far, the battle of competitive ability and general
dominance in agriculture and cultural areas. In this battle the nation will win which is more
precious. Which nation is more valuable? The one which has most of the healthy men,
women and children, the one which has smart and deep souls, the nation which knows more
and can. [...] Do you want the German nation to be dominant? Yes? Then you have the
duty, the sacred duty to be part of these improvements and the development of the nation3’.

33 See also S. Breuer, Anatomie der konservativen Revolution, Darmstadt, Wissenschaftliche
Buchgesellschaft, 1995, and F. Stern, Kulturpessimismus als politische Gefabr, Miunchen,
Deutscher Taschenbuch Verlag, 1986.

34 More in B. Stambolis, Der Mythos der Jugend. Ein Aspekt der politischen Kultur im 20.
Jabrbundert, Schwalbach, Wochenschau Verlag, 2003; T. Koebner, R.P. Janz, F. Trommler, Mit
uns zieht die neue Zeit. Der Mythos Jugend, Frankfurt am Main, Suhrkamp, 1985; H. Giesecke,
Vom Wandervogelbis zur Hitlerjugend, Weinheim, Juventa Verlag, 1981; U. Hermann (ed.), Mit
uns zieht die neue Zeit. Der Wandervogel in der deutschen Jugendbewegung, Weinheim, Juventa,
2006; H. Pross, Jugend, Eros, Politik. Die Geschichte der deutschen Jugendbewegung, Frankfurt,
Bichergilde Gutenberg, 1965; W. Kindt (ed.), Grundschriften der deutschen Jugendbewegung.
Band I-11I, Disseldorf 1963, 1968, 1974; P. Nasarski, Deutsche Jugendbewegung in Europa,
Koln, Verlag Wissenschaft und Politik, 1967.

The youth movement was, in the socially cultured German world a part of wider social
tendencies to reform the whole way oflife: K. Buchholz, R. Lachota, H. Peckmann, K. Wolbert
(edd.), Die Lebensreform. Entwiirfe zur Neugestaltung von Leben und Kunst um 1900, Darmstadt,
Haiusser Verlag und anabas Verlag, 2001; D. Kerbs, J. Reulecke, Handbuch der deutschen
Reformbewegungen: 1880-193, Wuppertal, Hammer Verlag, 1998.

35 «Burschen heraus», n. 7-8, 1913, p. 5.
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The picture of the nation in the textbooks of elementary school (Obecnd
&kola and Volksschule) and lower-secondary schools (Méstanskd $kola and
Biirgerschule) in the last third of the nineteenth century and on the cusp of the
twentieth century.

Teaching subjects for schools were determined by the decree of 1869 which
was specifically for primary and lower-secondary schools, whilst curriculum
content was stipulated by what was known as the Code of Conduct for
Teaching in Ordinary Elementary schools from August 1870. Also within the
scope of this ruling were the specified teaching targets and the educational goals
established for History as a subject (to be taught jointly along with Geography).

The target of Geography and History education is that students would know their own
home-land and the most important stories of Austria and her subjects and which would
wake in them the love of their home and home-land and their devotion to the Emperor and
the dynastic family, and as well that the beginnings of the science of the universe will be
continued in the vision of students’ souls and their hearts will be cultivated [...] the students
will know the history of the places where they live, their own home and home-land and that
they will achieve the most important knowledge for general thinking which is the history
which is linked closely with their home-land3®.

The aim of History teaching, along with Geography, as well as the division
of time to be devoted to the teaching of the subjects, were set until 1918. In the
elementary schools at the highest level (in the fifth, sixth, seventh and eighth
years) there were two hours a week given to History and Geography and in the
lower-secondary schools (in the sixth, seventh and eighth years), three hours
a week. In the first year and mostly in the second level of the elementary and
lower-secondary schools (in the second, third and fourth years) subject matter
was taught thematically, mostly in natural history and language education
where the main text book was a reading book.

Teaching content was also specified by the regulation from the Minister for
Education on 18™ May 1874 (N. 6549) in which it was said that «the sense of
history is to give general appreciation to those people and those events which in
a beautiful way helped the development of civilisation in general and especially
in the home-land»®’. At the same time this education should help to develop
the character of students and their love of the home-land. For this reason there
should be legends and stories taught from Austrian history (in the second, third
and fourth years) and events from Austrian history taught in chronological
order; the most important inventions, the events of the Middle Ages, tales
from general history (if they were in common with Austrian history) and

36 Narizeni ministerstva zdleZitosti duchovnich a vyucovdni z 20. srpna 1870 ¢ 7648, in. J.
Kral, Sbirka risskych zakomi $kolskych, Praha, Naklad z@loisa Wiesnera, 1894, pp. 329-330.

37 Véstnik vlddni u vécech skol obecnych krdlovstvi Ceském 1874, Praha, Zemska $kolni rada,
1874, p. 126.
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other content including the rights and duties of the Empire®®. In the same way
targets were formulated for the curriculum in lower-secondary schools from
1907%°. The curriculum in those lower-secondary schools (county secondary
school) using the Czech language from 1910 was no different and there was no
acknowledgement of the needs of schools that were specifically Czech*.

If we analyse selected, revised and widely-used History text books in
elementary and lower-secondary schools (county secondary schools) using Czech
and especially with German as their teaching language we see the following
picture of the curricular and thematic features of national education*!.Text
books for the lower-secondary schools were reviewed cyclically every three
years, deepening and widening knowledge. Czech and German schoolbooks
gave significant attention to ‘the season of the modern times’. This was defined
for the most part as the period after 1740 when Maria-Theresa began her
reign. A key topic was the portrayal of the French Revolution, the subsequent
developments in France and the period of the Napoleonic wars. The Revolution
was introduced as the consequence of the extravagant policies of Louis XV, but
mostly as a very negative result of his poor rule of the people and the ‘common
rabble’. Revolution was, of course, judged very negatively and against this the
enlightened rule of the Emperor was glorified as that of a monarch who; loved
his people, was self-sacrificing, gracious, enlightened and reform-minded, a
ruler who always knew the limits and the best way to lead the Empire in its
development. Text books left no doubt that the correct way to lead the Empire
was through enlightened-absolutism and not revolution — which had resulted in
the murder of the French King, his wife and ended in terror. The answer to this
confusion of ancient rights had to be found in war when the Habsburg monarchy
stood firm against Napoleon. The Emperor’s power was again highlighted as a
guarantee of his subject’s rights and for their protection. Revolution in 1848 was
characterised as a foreign revolt which barely involved Austria. An individual
could be bewitched by the descriptions of revolutionary action in the textbooks,
but in the end it was shown that it was not yet time for the citizens of Austria to

38 [bid.

39 Narizeni ministerstva kultu a vyucovani z 15. cervence 1907 ¢. 2368, in Véstnik vlddni u
vécech skol obecnych krdlovstvi Ceském 1907, Praha, Zemska skolni rada, 1907.

40 Osnovy ucebné pro méstanské skoly chlapecké a divci s ceskou vyucovaci reci krdlovstvi
Ceského narizenim Zemské $kolni rady (schvdlené videniskym ministerstvem) z 8. cervna 1910 ¢.
31 236, Praha, Cisatsky kralovsky skolni knihosklad.

41 The following textbooks were analysed: F. Sujan, Ucebnice déjepisu pro méstanské skoly,
1. dil (History Text Book for lower secondary school, part 3), Praha, I.L. Kober, 1899; A. Gindely,
J. Vavra, Uéebnice déjepisu pro méstanské skoly, II1. Dil (History Text Book for lower secondary
school, part 3), Praha, Tempsky, 1888; Bilder aus der Geschichte fiir die Knabenbiirgerschulen,
1. Teil, Wien und Prag, Tempsky Verlag, 1893; M. Woynar, E. Czuczka, Woynars Lebrbuch der
Geschichte fiir die Oberstufe der Mittelschulen, 2. and 3. Part, Reichenberg, Verlag Franz Kraus,
1924; A. Rebhan, Lebrbuch der Geschichte fiir die unteren Klassen der deutschen Mittelschulen
in der Tschechoslowakischen Republik, Reichenberg, Stiepel, 1923.
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be given a constitution other than that formulated by the Emperor Franz Josef
in 1861. The whole description of the transition from an absolute-monarchy
to a constitutional model, the foundation of Austria-Hungary, the question of
the nation’s demands and the movements within individual nations for greater
freedom (mostly individual countries within Cisleithania) showed that the main
author of all change was the enlightened Emperor exercising his power wisely.
The Emperor only wanted what was best for the Austrian homeland and what
was best for Austria was best for his people and his nations. National questions
and desires were acceptable until they threatened an end to the peaceful unity
and co-existence of the states within the Habsburg Empire.

In the textbooks for German schools in the Czech lands there was no
thematic reference to the Czech national movements. Nor were there any
leading Czech personalities from Czech culture or political life. Textbooks for
schools using Czech as the teaching language contained a one-page summary
of the important members of Czech political and national life in the second-
half of the nineteenth century. There was not even a single sentence regarding
the problems of building the national identity of individual states in a multi-
national Empire.

The question of national education and civic education after the foundation
of Czechoslovakia

On the 28™ October 1918 the Czechoslovakian Republic (C.S.R) was founded
as a Parliamentary democratic state. However, the new state’s form meant an
absolutely new social and political structure for the two biggest nationalities in
the Czech lands. If we simplify the emerging situation then it can be said that the
populace in the Czech lands who retained their self-image as German nationals
moved over-night from a privileged state group to one which saw itself as
‘endangered’ by the success achieved by the Czech nationalist movement in the
establishment of the new country. Germans now had the same rights and equal
standing with all other groups, subjectively feeling fundamentally endangered
by the foundation of the state. Conversely, the Czech population witnessed a
dream becoming reality — an independent state — that the leaders of the state
schools and those involved in civic education supported strongly.

The division between Czech and German politicians and teachers’ leaders
was clearly evident. Immediately after the declaration of Czechoslovakian
independence, German members (including social democrats)*> became
intent on separating the German borderlands of the Czech state and founding

42 7. Karnik, Ceské zemé v ére Pruni republiky (1918-1938). I. dil., Praha, Libri, 2000, p. 71.
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individual provinces and attaching them in the North and West to Germany
and to Austria in the South*3.

Disruption of the historic unity of the Czech lands was, of course, rejected
by Czechoslovakian representatives and the area was occupied by troops.
German members hoped that peace treaties could still bring changes to the
political order. The key to the whole situation can be seen in two particularly
important opposing factors. Firstly, there was a growing lack of trust on both
sides and the German population was suspected as being disloyal to the new
Czechoslovakian Republic. Secondly, from this situation the Czech members
exploited the circumstances and met in what were known as Revolutionary
meetings without any German representation whatsoever. Only the election
of 1920 brought adequate political representation for all nationalities in
Czechoslovakia. By that time there had already been many major laws agreed
and enacted. In 1920 the Constitution of the Czechoslovakian Republic was
formulated regarding the German minority and this was completely decided
without recourse to the German representatives. This situation left deep scars
which barely healed and equally poor was the trust between the two sides which
was evident from the actions of the German Parliamentary parties**, in active
state-co-ordinated politics**. It is important to note that Czechs «originally
asked the Germans to take on federal roles, but they did not wish to as they did
not want to be a part of the Republic. When they changed their minds, at the
last moment, the Czechs rejected them»*®. Petras concludes that the absence
of the minorities in the revolutionary national assembly was «caused by their
negative attitude to the state more than Czech chauvinism»*’.

The same situation pertained for German teachers in elementary and lower
secondary schools with their rejection of the newly-founded Republic which
was not only seen as a prison for German nationals in the Czech lands, but
also as a tool to destroy them. «It is clear what it would mean for us, this kind
of situation when we are hammered into their Slavic majority. It would mean
permanent disintegration of the German nationals and the attachment of the
Sudeten-Germans to Czechoslovakia. That we cannot carry on in this situation
for our own good, that’s clear enough»*8. German teachers in the Czech lands
were unable to imagine, after the beginning of the Czechoslovakian Republic,
that they would realise their national goals in a Czechoslovakian state, where

43 V. Olivova, Déjiny pruvni republiky, Praha, Karolinum, 2000, pp. 74-78.

44 E.Broklova, Politickd kulturanémeckych aktivististickych stranv Ceskoslovensku1918-1938,
Praha, Karolinum,1999, pp. 100-116.

45 The German political party joined the Government in 1926 and from that time the German
parliamentary party took responsibility not only for the legislative power, but also the executive,
until 1938, when they were part of the coalition government. More see V. Kural, Konflikt misto
spolecenstvi, Praha, Nakladatelstvi R, 1993, pp. 58-66.

46 R. Petras, Mensiny v mezivilecném Ceskoslovensku, Praha, Karolinum, 2009, p. 180.

47 1bid., p. 171.

48 J. Schindler, Der Tag der Deutschen, «Freie Schulzeitung», 46-47, 1918, pp. 704.
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they were isolated from the German majority. Volkisch thoughts and goals were
in that ‘year of destiny’ very prevalent. The «vélkischthoughts» (Volkischer
Gedanke) which were born in the revolutionary year of 1848, now triumph.
«The stronger nation’s self-confidence won’t suffer any more in this situation
whereby the settlement area is divided by artificial political borders. One nation
— one state — one language,that is the slogan of the present»*’.

The situation was exacerbated by the consequences of the Minority School
Law in 1919 which allowed in a simplified way for the founding of schools
in areas where the language of the school was not the same as the majority
language of most living in the area. This law led to the foundation of many
Czech schools in German-speaking border areas which was a provocation to
German representatives and those in the locality. The law received a great deal
of criticism and rejection on the part of the Germans even though it gave an
opportunity to educate in Czech to those for whom it had previously been
forbidden. At the same time many German schools were closed or abandoned
because, from the point of view of the law, they were surplus to requirement
and so were joined with the closest German alternative. This happened very
often in sub-mountainous and mountainous regions where the distances to
school were prohibitive.

Instead of calming the situation and debate on the matter, there emerged
after 1918 in the German population, a very critical position against school
education in Czechoslovakia coupled with their wish to grant schools their
own cultural autonomy which the Czechoslovakian government did not want
to accept. According to the Government, all citizens should be equal in the law
and there could not be a group — or national minority— with different rights.
The question of German school autonomy was continually returned to and it
was emotionally ‘traded upon’ and used in critical political moments by the
German side. This resulted in increasing complaints regarding the actions of
the Czechoslovakian state; that they cancelled German schools unwarrantedly,
that they thoughtlessly joined German schools and ultimately showed no
understanding of the German position in the CSR.

These complaints went not only to the Ministry of Education and National
Enlightenment in Prague, but also to an international audience. The German
members of Parliament and Senators called in 1920 on The League of Nations
in Geneva’’ regarding non-compliance with promises made in the Minority
Covenant’!. The complaint was not taken for discussion but in 1923 it was

49 Volksherrschaft und Schupolitik, «Freie Schulzeitung», 46-47, 1918, pp. 709-710.

50 Denkschrift der Abgeordneten und Senatoren des Deutschen Parlamentarischen Verbandes
der tschechoslowakischen Nationalversammmlungan den Volkerbundbetr. der Verletzungen der
Minderbeitsschutzbestimmungen des zwischen den allierten und assozierten Mdchten einerseitts
und der Tschechoslowakischen Republik andererseits am 10. September 1919 in Saint Germain
abgeschlossenen Vertrages, Prag, [s.n.], 1920.

51 Czechoslovakia committed in the Minority contract signed with the Peace treaty in Saint
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followed by a second complaint’2. The Czechoslovakian state worked hard to
answer the international complaints even though they argued practically that
the inter-war situation with regard to education gave the German-speaking
population an extraordinarily preferential position regarding High Schools and
that after the beginning of the CSR there had taken place the ‘levelling’ of
society for both nationalities in the Czech lands. This made German parents
and leading representatives for public and cultural education extremely bitter.
There were also complaints from Czechs about certain German teachers who
were supposed to educate in a spirit of even-handedness, although they attended
anti-Republican events despite promising their loyalty to the new country.

Turning our attention to national and civic education, from the very
beginning of the country’s existence, immediately in 1918 a new law was
formulated which allowed parents to decide if their child would attend lessons
in religious education. A second important decree which was known as the
Little School Law was passed in 1922 which introduced the compulsory
subject of civic education. In Republic schools it was decreed that space on the
timetable should be given to civic state education not only within History or
other subjects, but as a discrete compulsory subject.

Therefore schools once again became the battleground for national ideas
(as had been the case before 1918)rather than a peaceful forum for state civic
education. To prevent this argument going too far and to maintain schools’
loyalty to the ideals of Czechoslovakia, the state paid particular attention to
the inspection of school education. However, this had minimal impact on the
youth organisations which became very important socialising influences for
Czech and German-speaking young people in the CSR. German youth was
united in national conservative organisations and also in Catholic and Socialist
groups. Czech youth was not socially divided in this way — the biggest groups;
Sokol, Junak and Orel partly reflected social differences but there was a
prevailing tendency of joint education for all young people from different social
backgrounds and in this way Czech social cohesion was maintained.

It should be noted that regarding the issue of national education, that the
activities of German conservative national youth group leaders particularly
focused on education, as these people were often teachers in elementary and
lower secondary schools. National values were spread in the greatest part by
the Sudeten deutscher Wandervogel group which strongly controlled their
activities and teachers’ practise. These leaders were continually using aggressive
volkisch rhetoric but they also wanted to extend this with additional concepts

Germain on 10%h September 1919 that they would provide support and freedom to national
minorities for cultural and social activities in their schools. In addition all citizens were guaranteed
the same civic rights regardless of language, race or religion. See more R. Petrds, Mensiny
v mezivilecném Ceskoslovensku, Praha, Karolinum, 2009.

52 Reg. The National Archive in Prague The Ministry of Education and Enlightenment 1918-
1938 file number 376.
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of struggle as they argued that the ‘old generation’ of volkisch teachings had
missed their chance, had placed the German people in deep crisis and had not
prevented the German ‘catastrophe’ in the Czech lands. For this reason the new
generation of young leaders was sure that German youth had to internalise a
new model of national education, which they called Nation political or tribal
education.

In tribal educationitis possible to see even more clearly a sense of identification
with the concept of the nation as a part of tribal solidarity inherited through
blood and race. This was unacceptable for Czechoslovakian representatives
and in democrats’ and Republican’s eyes it was impossible to be achieved.
The concept of national political education was based on tribal solidarity and
supposed that young people had to be led to political enlightenment and thereby
achieve the salvation of the German tribe in the CSR. It had to replace the party
political conflict to reach its ultimate goal — the total and final national union of
all Germans in the Czech lads through the ‘third way’.

Due to this, education was given a broader significance, not only for societal
needs but also political. The border between education and politics was crossed
and education became a servant of the politically engaged leaders of the ‘young’
generation. These youth leaders developed a rejuvenated education style and
consciously expounded the idea of national political education. This stood in
direct opposition to the concept of stable political civic education which was
propounded by the Czechoslovakian state. The new belief pervaded the work
of all German conservative youth groups, elementary and lower secondary
Schools, as most of the teachers had absorbed the idea through social activities
(from the outset as members and later as their leaders).

It was not possible to harbour these ideas or to be seen to be discussing
them in state political education. Czech teachers in 1918 registered the basic
principles of republic, state, school and political education. The school system
needed reform and the old monarchist view changed to embrace the concept of
united though internally-differentiated schools and social-democratic schools.
Schools were expected to move from individual educational needs (which is
the ‘internally-differentiated’ education) to institutions which should prepare
individuals for an active civic life in a democratic republic (so-called ‘social
schools’). The most well thought through reform of schooling in the 1930s was
realised by pragmatic Czech pedagogical principles and known as the ‘social
school’. This achieved a good standard of education by the use of; school
councils, class-based self-government, school public meetings, meetings with
members from surrounding villages and representatives of society, the active
production of school newsletters and magazines and use of school radio. Every
school should have its own chronicle and claim allegiance to common symbols
such as the flag, national anthem and national emblems. This reform took its
name from its pedagogical architect and creator, Vaclav Piihoda (1889-1979)
—and so it was known as the Pithodareform. He was a very close colleague of
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John Dewey when he attended Columbia University in New York and acted as
Dewey’s assistant’>.In the 1920s it proved possible in Czech pedagogy to found
a strong new tradition which came from home positivism, an idea from Herbert
Spencer and later positivists and which was based on American pragmatic
pedagogy.

This tendency towards American quantitative and pragmatic pedagogy
was revolutionary in Czech pedagogical thinking though it was not so simple
and unequivocally supported. Some in the profession pointed out the shallow
philosophical aspect of pragmatism and also the pitfalls of quantitative
pedagogy’s limitations of measuring in social science «and on the naive trust
in empirical science to produce welfare and happiness»>*. Even through all
these differences Czech teachers followed the concept of united internally-
differentiated and social schools®>.

In this reform the Czechs were joined by a group of Germans in the elementary
and lower secondary schools. It was an interesting and open group which was
even closer to the international pedagogical reform movement — New Education
Fellowship and most of all, the German group Internationaler Arbeitskreis fiir
Erneuerung der Erziehungwhich they corresponded with and met. In 1925 the
German teachers produced the Free Working Group of German teachers of
Elementary and lower secondary school (Freie Arbeitsgemeinschaft deutscher
Volks- und Biirgerschullehrer)— and in 1927 the well-known reform-minded
group, known as The German Working Group for New Education (Deutscher
Arbeitskreis fiir Neugestaltung der Erziehung).

Most of the members of the Free Working Group of German Teachers were
in contact with the Czech central reformers and leading members of the Pithoda
reform group. However, in 1930 there was a break between the groups seeking
a joint solution and the reforms came to be regarded by German teachers as the
Americanisation of pedagogy, suppressing the specific needs of German schools*®.
This was linked to criticism of the reforms in Czech pedagogy and also the fact
that German teachers had expressed a strong belief that national schools could

33 Viclav Pithoda absorbed the theories of Behaviourism and Pragmatism from his time at
university in the USA (Carter Harrison Technical High School Chicago and Columbia University
New York) in the years between 1922-1926 — with a break for a year in 1925 when he lectured
in the Philosophical Faculty in Charles University in Prague (scientificstays by E.L. Thorndike,
Ch.H. Judd, EN. Freeman, W.E. Blatz and J. Dewey). After his return to the Czechoslovakian
Republic he was seen as a believer in quantitative methods in psychology and pedagogy. He was
also a proponent of rationalisation and Taylor’s theory of scientific management in pedagogy and
education. He translated the work of E.L. Thorndike and other Behaviourists into Czech.

54 A. Rajsky, Moderna, in B. Kudla¢ova, A. Rajsky (edd.), Europske pedagogické myslenie,
Trnava, Veda, 2012, pp. 18.

55 T. Kasper, Die deutsche und tschechische Pddagogik in Prag, in S. Hohne, U. Ludger (edd.),
Deutsche - Tschechen - Bobhmen: Kulturelle Integration und Desintegration im 20. Jabrbundert,
Wien-Koln-Weimar, Bohlau Verlag, 2010, pp. 19-32.

s6 'T. Kasper, Vychova ¢i politika: Uskali némeckého reformné pedagogickébho hnuti v CSR
1918-1933, Praha, Karolinum, 2007.
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not be based on foreign models. The school should respect the specification of
the nation and it must serve it as if it was decreed by the official announcements
of the biggest teachers’ organisation, the German Association of Teachers in
the German Republic (Deutscher Lehrerbund im tschechoslowakischen Staate)
which saw the actions of the Czech Minister for Education as premature and
not compatible with the wishes of German members. The Association suggested
that there should be the foundation of separate national committees (Czech and
German) which would work together on the reform and produce two different
curricula for Czech and German schools. This would take into account the
German specification as seen in volkisch ideas and it would not be ‘only’ a
translation from Czech material which was contradictory to German tradition.
«The adjustment of the national desires required other subjects such as natural
history, civic education and History»3’. In this atmosphere the leader of the
group, Eduard Berndt, announced in January 1930 could not be reformed by
nationally foreign models so distant from German traditions. German schools
should immediately leave the foreign model and turn to the German pedagogical
tradition — this was the only way that German schools could be protected from
a loss of national identity and mechanisation. If they followed this course the
schools could stay as an organic part of the national united society®®. The
opportunity for common school reform and the concept of civic education in
all the Republic’s schools was dashed in the 1930s. Czechoslovakian schools
did not receive a second chance. Until the period of economic crisis the political
situation in the CSR deteriorated with the development of German nationalist
movements — the foundation of Sudeten Deutsche Front in 1933 and the
Sudeten Deutsche Partei in 1935 which went on to become the strongest party
representing the German population in the Czech lands and which, after many
‘dramatic’ situations and the signing of the Munich agreement in 1938 ‘saved’
German civilians from the Czech dangers by taking them into the Third Reich.

Jewish National Education

After the founding of the new state, the calls for Jewish national education
became even stronger. It was said that the number of Jews registered as Jewish
nationals was low — in Czech it was only 0.17% of the population, 0.58%
in Moravia — Silesia. On top of this the newly founded nation did not allow
Hebrew as the mother language, because Jews mostly communicated in German

57 E. Berndt, Wiederaufbau unserer Schule auf Grund neuzeitlicher Erziehungsgedanken und
neuer Lebrpline. «Beitrage zu Erziehung und Unterricht. Beilage zur Freien Schulzeitung», 1930,

pp. 1-5.
58 Ibid.
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or Czech. This realisation led Jewish children to prefer to attend elementary
and lower-secondary public schools*. In the First Republic we cannot find even
one school with Hebrew as a teaching language. (The situation in Slovakia
and, even more so in sub-Carpathian-Ruthenia, was different.) Jewish school
leaders wished to open private Jewish schools, but their numbers were very
limited®®.During this time the Zionist movement was strengthening but it was
in a difficult position when it was realised that without Jewish schools it would
not achieve its targets®!. The understanding of Hebrew was minimal amongst
young people and the teaching of Hebrew in Czech schools was impossible and
so Jewish education should be achieved by the core curriculum and the soul of
education. In addition the Zionist way of education should not, according to
the leading members of the community, prevent students from being exposed
to other curricula because they realised that their faith provoked a sense of
something foreign in non-believers which was fertile ground for anti-Semitism®2.

Practical Zionist or Jewish national education was dealt with, not in schools,
but in the extra-curricular education of young people in youth groups. They
tried to prepare a new Jewish nation by utilising the model proposed by Theodor
Herzl’s Jewish State (Judenstaat, 1896) and they attempted to strengthen the
renaissance of Jewish culture®® in conditions of a secular society. This was
promoted in this period amongst Zionists (and not just in Prague) led in this
respect by Martin Buber who proposed the solution of «the revival of the Jewish
tribal nation through language, manners and art»®*. He believed this would
be achieved through education in the Hebrew language, in folk songs, dance,
traditions, festivals, legends and in Jewish beliefs, support for physical education
and fitness linked with Jewish national feelings. The Jewish national education
system supported the collective awareness of the conscious need for society

39 Jewish students preferred the county schools (lower-secondary schools) and most of all
the lower level of grammar schools where the percentage attending was much higher than in
general society. In the inter-war years this meant that most such schools in the Czech lands
were Czech speaking. In Moravia in 1921 attendance at such schools was lower than numbers
attending German-speaking schools. In 1930, surprisingly, the opposite situation occurred and
Czech schools were preferred in Moravia as well. High schools were dominated by Jewish schools
using the German language and this prevailed until the crisis of 1933 with the rise of German
nationalism and anti-Semitism. See more D. Kasperova, Erziehung und Bildung der jiidischen
Kinder im Protektorat und im Ghetto Theresienstadt, Bad Heilbrunn, Klinkhardt, 2014, pp. 38-
40.

60 A Jewish infant school using Czech as the teaching language opened in Prague in
1920, followed by an infant school and grammar school in Brno. In Moravia, where Zionism was
stronger, more Jewish schools existed.

61 E. Drachmann, K otdzkdm Zidovského $kolstvi, Brno, Spolek Zidovska $kola, 1936, p. 6.

62 Ibid., p. 7.

63 1. Meybohm, Erziebung zum Zionismus, Frankfurt am Main, Peter Lang, 2009.

64 M. Buber, Das jiidische Kulturproblem und der Zionismus, in 1. Schon (ed.), Die Stimme
der Wabrbeit, 1905, pp. 203.
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linked with Buber’s «strengthening individualism [...] and collectivism»®.

Cultured Zionists placed faith in the positive content of the Jewish national
identity®® where the main goal they understood was the development of the
Jewish soul’s heritage, mainly in culture and traditions in education. There
were a few Jewish youth groups in existence during this period, among these
the most significant were Bar Kochba, Macabi and BlauWeiss which after
1923 was known as Techelet Lavan. The divergence in the direction of Jewish
education proved later in the tragic conditions of life of the Jewish population
during the Second World War in the Terezin ghetto: «In the ghetto the children
were brought up in the spirit of Zionism, of community spirit of scouts, Sokol
(sporting organization), in the spirit of Jewish assimilation, but also in the spirit
of education to Jewishness»®”.

National education — its targets and tools in lessons and text books of elemen-
tary and lower-secondary schools after the founding of a separate Czechoslovakia

After the beginning of a separate state, the external view of the school
system was not altered but it was necessary to modify the educational targets
and curriculum regarding;reading books in general schools, the standard of text
books in civic education and History in the newly —founded Republic’s schools.

We now turn our attention to the issues of civic and national education.
With the regulation of 13"July, 1922 (Cl Number 226) a new subject of civic
education was introduced to lower-secondary schools. It is important to note
that the question of civic education was not limited to the subject area and the
age group of the students aged 10-14. The issue of the education of the citizen
was also understood as being moral education and so it was also a target for the
first and second level of elementary schools:

If we are bringing up citizens for all aspects of communal life we cannot neglect their moral
education, because it will never be about educating people for civic situations, it will mostly
be about the education of good, moral characters — citizens [...] The discipline of citizens
and moral education are an inextricably linked couple in the education and schooling
systems which is vital in school®®.

The question of moral education was very strongly connected to the
individual:

65 B. Kudlagova, Clovek a vychova, Trnava, Trnavska univerzita, 2007, p. 128.

66 K. Capkovi, Cesi, Némci, Zidé?, Praha-Litomysl, Paseka, 2005, p. 188.

67 D. Kasperova, Problems and the course of education in Terezin Ghetto, «History of
Education and Childrens Literature», vol. 9, n. 1, 2014, pp. 684.

68 J. Cerny, Nauka obcanskd a mravoucnd ve $kole ndrodni, Praha, Ustfedni nakladatelstvi a
knihkupectvi uéitelstva ¢eskoslovenského v Praze, 1922, pp. 45-46.
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Morality, that’s the character of a human being; adherence to principles, decency of all
people in their thoughts, speech and actions, harmony of theoretic moral principles with
the reality of behaviour and manners consistent and the same on every occasion, an active
expression of all the internal mind - in one word, character. The moral person — all their
actions and when that action is conscious, enlightened by sensible reality then it is the fruit

of will and morality is on the level of a h6'§her perfection — it has a higher value because it

knows what it wants and why it wants it>”.

Similarly we can read:

the nation is us, each of us. We will show love to the nation through self-improvement. Each
of us should know most of all the history of our nation and secondly, we have to know our
mother language and speak through it. The love for our own nation we would prove or if
we really know our own home-land. That’s why you will be walking through your home,
your shire and on holiday, travel through our beautiful Republic’’.

The goal of civic and moral education”! was defined, «by the moral education
in school it is important to look after the purity of its purpose and not include
the inclinations of; politics, anti-church movements, anti-beliefs, socialist or
multi-party beliefs. It has to be clearly objective but still not cold and dry»"2.
This idea is also shown in the curriculum for lower-secondary schools for 1932
and for elementary schools from 1930 and 1933. In the curriculum for 1930
the goal of civic education is described as follows:

itis bringing up young people to democracy, to love their fellow-man, the nation and republic,
to reciprocal tolerance and respect it is preparing you to understand civic rights and duties
and it is developing all characteristics which build the base of a good and noble disposition.
Civic study and education is striving to develop mature, democratic Republicans who not
only correctly understand the foundation of social and state forms in the Czechoslovakian
Republic and other states, but who have a strong will to self-develop. It teaches young peogle
to show respect and appreciation for different religious beliefs and different nationalities”?

It is clear that civic education was seen as a moral education which should
become the conscious norm behind every person’s actions. «Teach for life, school
to be for life, everyone should feel that school and life should be in proportion,
active and beneficially participative»’. Civic education was supposed to be
founded on the basis of civic life. Which meant at this time that the future citizen
should realise that civic life and civic solidarity were important and personally
beneficial. It was important to prepare the citizen for civic action, to persuade
him or her of the meaning and purpose of organisations in civic life of the crucial

=N

9 Ibid., pp. 4-5.

J. Ledr, J. Hoitigka, Mlady republikdn IV., Praha, Ceska graficka unie, 1924, pp. 2-3.
Cerny, Nauka obcanskd a mravoucnd ve skole ndrodni, cit., p. 97.

Ibid., p. 44.
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importance of the order of norms and the importance of responsibility in the
fulfilment of duties. This meant that teachers and schools should be in contact
with practical life — with the town, the work of citizens, with companies, with
culture and history. Teachers should support practical student self-government,
student meetings, school printing of material and schools broadcasting”®. This
should produce the teaching situation which would allow pupils to develop
their own moral sense and sensibility, to develop conscience. In the lower grades
teachers should use dramatization, examples, symbolisation of situations from
everyday life”®. Teaching should be done through rhymes, fairy stories, legends
and moral axioms.

If we analyse the textbooks for civic education for elementary and lower-
secondary schools in the time of the First Republic, we can see that the defined
targets were elaborated upon in individual areas of study. In Czech textbooks””
attention was given to ensure a link between civic and moral education. The
chosen themes had to be concrete and drawn from the life of the child so that they
reflected what a child experienced and understood. All themes of civic education
should lead to the moral development of the child as an individual. In German
text books for civic education’® themes in the curriculum were also discussed
as detailed above, though teaching did not stress the moral development of the
individual. Themes were more the result of ‘professional discourse’ on civic
ethics and behaviour. Pupils were expected to discover; what democracy is,
what a state is, what kinds of state forms they knew, what a nation is, national
feeling, the problems of multi-national states and the protection of national and
religious minorities. It was not about ensuring the moral development of the
pupil and the principles of his every-day actions, it was more concerned with
informing the way of inculcating the chosen themes.

Examining changes to educational goals and content regarding History
teaching in elementary and lower-secondary schools after 1918 we must focus
on the regulation from the Ministry for Education and National Enlightenment
dated 7% July, 1919 — Number 2525677 where the purpose and content of
History teaching was outlined:

75 Ibid., p. 37.

76 Ibid., pp. 86-87.

77 The following books were analysed: J. Ledr, J. Hoi¢icka, Mlady republikan [Young
Republican], Praha, Graficka unie, 1924; R. Cikhart, Obcanskd nauka ve strucném prebledu [Civic
Education, a brief summary], Tdbor, Nakladatelstvi ]J. Matousek, 1925; O.]. Novotny, Prirucka
obcanské nauky a vychovy [Guide for Civic Lessons and Education], Praha, Stiatninakladatelstvi,
1923.

78 K. Berndt, Biirgerkunde: fiir die Oberstufe der Volksschulen, Prag, Roland Verlag
Morawitz, 1937.

79 Véstnik ministerstva Skolstvi a ndrodni osvéty, 1919, Praha, Zemska skolni rada, 1919,
pp. 163-165.
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History of the state of Czechoslovakia. The knowledge of the history of one’s own nation,
especially of those who had any importance for the cultural development of the people
and who influenced the history of the Czechoslovakian state and the whole nation. The
constitution and authorities of the Czechoslovakian Republic. The duties and rights of state
citizens. The development of democracy and democratic social systems®’.

It is clear that instead of important events in Austria-Hungary, History
teaching became about important events in Czechoslovakia. Instead of stressing
the importance of the homeland it became about the importance of the nation.
The role of the Empire and the monarchy were replaced by the importance of
democratic forms of government and democratic processes in society. It was
expected that during the presentation of History there would be attention paid
so that students clearly understood the evolution of democratic thought and
democratic forms of society and which historic events and groups had special
meaning with regard to this; the Reformation, the revolt of the North American
settlers against the English, the French Revolution, 1848, the battle of the Slavic
nations for freedom, the World War and modern Socialism®!. It is clear that
the educational content was widened to include those historic events which
led to the formation of Czechoslovakia or had any importance in its founding.
In addition the earlier historic content had new emphases and was interpreted
differently, as will be seen in the following analysis.

The teaching of History was for the development of national and state
consciousness and the curriculum for the subject underwent many changes
which were linked,besides others, to specifications for schools serving the Czech,
Slovakian and German-speaking communities. It developed additionally for the
definition of subjects to be taught in schools in Slovakia and sub- Carpathian-
Ruthenia. More fundamental analysis of the curriculum can be found in
the syllabi of elementary schools from 1930%2. This confirmed the defined
curriculum from 10% July, 1933 which was valid in the elementary schools
until 1939. The curriculum for lower-secondary schools was altered by the
regulation of 9™ June, 1932. Generally speaking, we can see that the differences
between elementary schools and lower-secondary schools were insignificant. If
we examine the definition of History in the curriculum after 1930 we cannot
see major changes of content, though there are more didactic differences.

Curriculum for 1930, 1932 and 1933 responded to the on-going reform
of Czechoslovakian schools and accentuated the following aspects; the active
nature of lessons, forms of teaching, how the students would learn, teaching
methods and individualised education. This was also evident in the regulations
pertaining to History teaching. «In the History lesson it is not the major target
to achieve a basic understanding of events and the evolution of human society,

80 Jbid., p. 163.
81 Ibid., pp. 164-165. y
82 Véstnik ministerstva skolstvi a ndrodni osvéty 1930, Praha, MSANO, 1930, pp. 175-201.
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even less the memorising of the order of rulers, names of battle-sites and dates,
but the civic and moral education of pupils in a healthy spirit of democratic
Republicanism»83, It is clear that History and civic education came close to
one another not only on a primary level (in the second to fifth year and even
earlier in Natural History lessons), but also at a lower level in the sixth to eighth
years of the lower-secondary schools (county schools). The curriculum had at
its forefront something known as the study of cultural history defined as; the
history of science, work, debate, art, technical study, ethics, the study of historic
buildings as well as costumes, traditions and literature.

Examining History textbooks for elementary and lower-secondary schools
for Czech-speaking and separately for German-speaking areas in the years
between 1918 and 1938, we can immediately highlight differences between the
content and educational targets from the period before 1918. However, the time
allocated to the teaching of the subject remained the same. History books for
schools using Czech as the main teaching language®* gave intensive attention to
the ‘new history’ from after 1879 and the period after the French Revolution.
The significance of this event is interpreted very differently when compared to
the textbooks from the Empire period. Whilst the Empire textbooks showed the
terrifying horror of the rule of the revolutionary mob, Republican texts stressed
the ideas of freedom and the founding of the French Republic. Much greater
space was given in the Republican texts to the subject of national movements in
the second half of the nineteenth century. Considerable emphasis was given to
the Czech national movements of the nineteenth century and it was highlighted
that its revolutionary dynamic was ranged against Austrian and German
politics. Great importance and space was devoted to the foundation of the
Czechoslovakian Republic and its struggle to achieve its existence. Pre-empting
the foundation of the state, was the value placed on Czechoslovakian unity,
the importance of the Czechoslovakian legion®® during the Great War and the
belief in the right to self-determination for other nations. Lauded above all, was
the figure of the President, the founder or saviour, T.G. Masaryk who became
a figure of study; his life, extracts from his writings, as well as his political
and democratic thoughts. Masaryk was always remembered every March as
the country celebrated his birthday. We can see the importance of President

83 Ibid., pp. 186-187.

84 M. Gebauerova, A. Jirdk, A. Reitler, Déjepis pro Skoly méstanské [History for Lower-
Secondary schools], Praha, M. Gebauerova, 1922 a 1934; L. Hordk, Déjepis pro prvni tridu
méstanskych skol [History for the First Year of the Lower-secondary School], Praha, Statni
nakladatelstvi, 1933; L. Hordk, Déjepis pro drubou tiidu méstanskych skol [History for the Second
Year of the Lower-secondary School], Praha, Stdtni nakladatelstvi, 1936; L. Hordk, Déjepis pro
treti tFidu méstanskych skol [History for the Third Year of the Lower-secondary School], Praha,
Statni nakladatelstvi, 1928.

85 In 1918 captured Czech soldiers from the Austrian-Czech army began to form their own
regiment, The Czech Legionnaires which played an important part in the fighting on the Western
Front — Italian and French fronts — as well as the Russian front.
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Masaryk in the Czech and, perhaps more surprisingly, the German textbooks
of the time.

The textbooks for German high schools®® for higher secondary level (grammar
schools) gave minimum space to themes of national struggle in the second half
of the nineteenth century. Textbooks did not introduce the development of
national movements nor the question of the national revival of the Czechs in
the Habsburg Empire. Only in one respect were the students introduced more
formally to titles of Czech Literature from the second half of the nineteenth
century. In addition, the foundation of the separate state of Czechoslovakia was
only briefly mentioned and was not linked to the results of political or cultural
agitation in the Czech nation in the final third of the nineteenth century. The
foundation of a separate state was shown to be as the result of political action
by T.G. Masaryk. However, the foundation of Czechoslovakia was only given
one page in the textbooks of German-speaking schools.

Textbooks for the lower-secondary level German schools®” gave much more
space to political and cultural matters and the general discussion of the position of
the Czechs within the Empire. Students were much better informed on those topics
and about the conflict between Czech and German-speakers at the end of the
nineteenth century. This took 12 pages from a 100 page text book of the period.

If we are to summarise the analysis of History text books in the
Czechoslovakian First Republic we can see major differences of content,
priorities and methodology compared with textbooks from the period at the
end of the nineteenth century and the beginning of the twentieth century. The
key differences were the replacement of the emphasis on building Austrian
patriotism and loyalty to the Emperor and his family, with a stress on valuing
the foundation of a self-contained Czechoslovakian state as a result of the
national endeavours of Czechs (or alternatively Slovakians) due to the changes
in Europe as it moved from monarchies to a Republican model. The beginning
of Czechoslovakia was characterised as a victory and revolution came as the
result of a ‘national battle’ between Czechs and Germans in the Czech lands
of the Empire. Nevertheless it was stressed that the Republic was founded on
democratic principles and national and cultural equality for all nations living
in the Czechoslovakian lands. This was upheld by international legislation as
well as appearing in textbooks of the time. However, the textbooks were unable
to look deeper at the political, cultural and social history of the people of the
Czech lands regarding the nation’s desires which were so strongly represented
in Czechoslovakia.

86 Analysis was madeofthefollowingtexts: Montzka, Woynar; Ernst Czuczka, Woynars
Lebrbuch der Geschichte fiir die Oberstufe der Mittelschulen, 2. and 3. Part, Reichenberg, Verlag
Franz Kraus, 1924.

87 Analysis of the following textbooks was undertaken by A. Rebhan, Lebrbuch der Geschichte
fiir die unteren Klassen der deutschen Mittelschulen in der Tschechoslowakischen Republik,
Reichenberg, Stiepel, 1923.
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Conclusion

If we examine changes of structure and the content of the concepts of national
education in Czech and German debate on the subject, it can be seen that the
important milestones were the period of liberalised laws after 1868 and the
formation of the national public societies on the Czech and German sides. Both
national groups developed their own concept of a nation with cultural and linguistic
organic unity. Although in the German’s case the most important question was
with regard to tribal education as expressed in the beliefs of L. Jahn who rejected
the concept of national education based on the freedom of its citizens who wanted
from their own conscious decision to politically lead and manage the state or lands
of the state. In the German camp there was the feeling of them being endangered
by the activities of Czech nationalists whilst the Czechs were preoccupied with
protests against German dominance in the Empire.

After 1918 the situation changed. The German group were ‘panicked’ by the
foundation of an independent Czechoslovakia and by the Czechs ‘celebrating’
their own state. Discussion and practices from the period before 1918 continued
and it did not encourage Czechs and Germans to be open to the concept of a
political nation of democratic states which would strive to achieve the best
management of common land and state and also to maintain the civic education
of free citizens in this democratic political entity.

Primary sources consulted

A) Archival sources:

OsterreichischerStaatsarchiv in Wien, fond Deutscher Schulverein 1880-1945.
Sig. AT-OeStA/AVA

NdrodniarchivPraba, fond 690: Ustfedni matice $kolskd. Kartons 59-60 and
67-77.

B) Magazines:

«Beseda ucitelska»,1869-1900

«Burschen heraus», 1911-1919

«Freie Schulzeitung», 1918-1938
«Komensky», 1873-1900

«Posel z Budée», 1850-1900
«Sudetendeutscher Wandervogel», 1920-1935



«History of Education & Children’s Literature», X, 1(2015), pp. 279-298
ISSN 1971-1093 (print) / ISSN 1971-1131 (online)
© 2015 eum (Edizioni Universita di Macerata, Italy)

The teaching of Rights and Duties in the
schools of united Italy: between ideological

control, social discipline and citizenship
education (1861-1900). Part One*

Anna Ascenzi

Department of Education, Cultural
Heritage and Tourism, University of
Macerata (Italy)
anna.ascenzi@unimec.it

Roberto Sani

Department of Education, Cultural
Heritage and Tourism, University of
Macerata (Italy)
roberto.sani@unimc.it

ABSTRACT: Using a variety of documentary sources, the article analyses for the first time
the features (syllabus, contents, times etc.) and, above all, the purposes of the teaching
of Rights and Duties of Citizens in the aftermath of national unification (1861). This
discipline was introduced in the Italian schools of different types and levels with the aim
of promoting the values of citizenship and the feeling of belonging to the new state to the
new generations. Actually, as the authors will prove at the end of their well-structured and
original reconstruction, the teaching of Rights and Duties of citizens in the Italian schools
during the first forty years after the unification (1861-1900) was inevitably influenced by
the ideology and the political system typical of the oligarchic structure of the new State,
thus reviving the deep gap between the ideal citizenship, the one outlined on the basis of
the ‘rights” and ‘duties’ abstractly recognized in the articles 24-32 of the Albertine Statute,
and the real citizenship, expression of the overall idea of society — and of the State — that the
ruling classes intended to achieve. So, it presented itself as a teaching aimed at the ethical
and legal legitimization of the system of values supported by the bourgeois élites and at the
acquisition of it, rather than as a tool for the education of citizens aware of their rights and
duties and able to assume their civic responsibilities.

EET-TEE KEYWORDS: History of Education; School; Political Education; Civics; Cultural
Identity; Italy; XIX Century.

* Anna Ascenzi wrot