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Rethinking the Role of European
Colonization on Muslim Educational
System in Indian Subcontinent (1757-1947)

Tareq M. Zayed

Faculty of Education
International Islamic, University
of Kuala Lumpur (Malaysia)
tareq.zayed@live.iium.edu.my

ABSTRACT: This paper highlights influence of colonizers on the Muslim educational systems
of the Indian subcontinent which has a mixed reaction among Muslim educationists — some
of whom consider colonization as an actor of educational development and most of whom
found the devastating impact of colonization on Muslim education. This deserves rethinking
the role of colonization on Muslim educational systems because without reflecting on it,
current Muslim educational development would be impractical even it would be unknown
to the Muslims that how the present came into being and what trends will dominate in the
near future. The British modernized the education of India and this modernization does not
contradict the essence and target of Islamic education if the education integrates Islamic
epistemology with learning resources. Perhaps the clash starts when the scope of Muslim
education is thought as the madrasah education but in fact madrasah education is only a
part of entire Muslim education system.

EET/TEE KEYWORDS: Muslim education; Colonization; XVIII-XX®" Centuries; Indian
subcontinent.

Introduction

The mid-20% century had a monopoly of British history writers who used to
claim that implicitly or explicitly «the British in India had a civilizing mission
whose object was to prepare Indians for the day when they could govern
themselves»'. While in the second half of the 20" century another group of

L P. Harnetty, The British Period of Indian History: Some Recent Interpretations. A Review
Article, «Pacific Affairs», vol. 37, n. 2, 1964, p. 179.
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writers had evolved who identified the damaging aspects of colonialism, which
was intentionally weakening of local people’s beliefs by secularism leading to
creation of «new class of natives» to function as intermediaries between the
colonialists and the local masses?.

At the juncture of two extremist group of writers’ opinions this paper delves
into the past because without reflecting on it, current Muslim educational
development would be impractical even it would be unknown to the Muslims
that how the present came into being and what trends will dominate in the
near future. Moreover, a nation’s overall position, rise and fall are, to a large
extent, determined by the standards of its educational system. Obviously the
condition of the Muslim education in the contemporary Muslim world is
rooted in the historical legacy of the colonizer countries, especially Britain and
France who left the colonized countries in the mid-20™ century. Britain and
France each ruled millions of people through hundreds of policies in dozens of
regions over centuries of history. Even it is said that before World War-I ended
Europe had colonized 85 percent of the entire world®. During the colonial
era, Britain and France established a number of institutions and legislated a
wide range of policies to facilitate rule beyond their borders. They influenced
millions of people, configuring their education, work, and laws, and shaping
their identities and interactions with each other and with outsiders*. This paper
highlights influence of colonizers on Muslim educational systems of Indian
subcontinent which has been conceptualized by the Muslim educationists with
a mixed reaction — some of whom consider colonization in favor of educational
development and most of whom found devastating impact of colonization on
Muslim education’. Ultimately the understanding deserves rethinking the role
of colonization on Muslim educational systems of Indian subcontinent.

The colonized India was ruled by the British for two hundred years from
1757 to 1947°. This region consisting India, Pakistan, and Bangladesh has
a long and renowned history that dates from the Moguls’ times through
the British colonial period up to the present. Before the reign of Moguls in

2 B. J. Cook, Islamic Versus Western Conceptions Of Education: Reflections On Egypt,
«International Review of Education», vol. 45, nn. 3-4, 1999, p. 340.

3 E. W. Said, Orientalism, New York, Vintage Books, 1978.

4 E. Bleich, The Legacies of History? Colonization and Immigrant Integration in Britain and
France, «Theory and Society», vol. 34, n. 2, 2005, pp. 171-195.

5 C. Whitehead, The Historiography of British Imperial Education Policy, Part I: India,
«History of Education», vol. 34, n. 3, 2005, pp. 315-329.

6 M. Ferro, Colonization: A Global History, London, Routledge, 1997.

7 Mogul period refers to Mughal dynasty. The word Mughal also spelled Mogul, Arabic
Mongol, Muslim dynasty of Turkic-Mongol origin that ruled most of northern India from the
early 16™ to the mid-18™ century, after which it continued to exist as a considerably reduced
and increasingly powerless entity until the mid-19% century. The Mughal dynasty was notable
for its more than two centuries of effective rule over much of India, for the ability of its rulers,
who through seven generations maintained a record of unusual talent, and for its administrative
organization. A further distinction was the attempt of the Mughals, who were Muslims, to
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India, education was given to only the Brahmin (the highest class of Hindus)
but the Moguls changed the class-based education system®. Even they made
educational institutions completely free of costs. Sultan’ Sikandar Lodhi (1489-
1517) made education compulsory to a certain level for government officials
and armed forces; and declared the Persian!® as the official language. While
during the rule of Mogul Emperor Akbar (1556-1605), education «started
moving away from its religious base because of his flexible policies and ultra-
liberal measures»'!. Later the British during their rule between 1757 and 1947
mixed political interest with education which was a conscious desire to reform
Indian society by introducing English education and instilling an English sense
of values in the Indian minds!2. Currently the British education introduced in
India has received a dire criticism which is mentioned in the following sections.

Criticism against Colonization

Those who criticize colonization generally quote the Macaulay’s Minute
on Education which was presented in the British parliament as «we must at
present do our best to form a class who may be interpreters between us and
the millions who we govern; a class of persons, Indian in blood and color,
but English in taste, in opinion, in morals, and in intellect»'3. This was the
political aim of the British education which changed the direction and course
of the education system of India. The powerless people simply accepted the
British policy of education in two ways: the Hindus appreciated and welcomed
British education in terms of form (i.e. institutional education, and medium of
instruction) and substance (i.e. knowledge based on scientific empiricism and
secularism). While the Muslims partially accepted British education in terms
of form and substance. Though some Muslims denied English as the medium
of instruction but they introduced science education and integrated it with

religious education'.

integrate Hindus into the empire. (Cited in Encyclopadia Britannica, available in <http://global.
britannica.com/EBchecked/topic/396125/Mughal-dynasty>).

8 S.M. Khalid, M.F. Khan, Pakistan: The State of Education, «The Muslim World», vol. 96,
n. 2, 2006, p. 306.

9 Sultan was the title of the emperor.

10 Farsi language of Iran.

11 Khalid, Khan, Pakistan: The State of Education, cit.

12 Harnetty, The British Period of Indian History: Some Recent Interpretations. A Review
Article, cit., p. 191.

13 A. Riaz, Madrassabh Education in Pre-Colonial and Colonial South Asia, «Journal of Asian
and African Studies», vol. 46, n. 1, 2010, p. 78.

14 R. Kochhar, Muslim and English Education in Colonial Bengal: Calcutta Madrasa and
Hooghly Mohsin College in a Historical Perspective, «<Hoogly College» vol. 175,2011, pp. 17-39.
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From this point of Muslim policy of educational adjustment with the
British education policy it has been noted that in Indian subcontinent the
Muslim education existed in a variety of historically and regionally determined
organizational shapes'’. At present not only in India but globally the education
in Muslim countries is «dualistic»'®. Dualism in education signifies «two
different systems of education; traditional Islamic system (religious education)
and modern secular system (modern education). Religion is compartmentalized
as one subject, namely Islamic Studies, among many subjects taught in the
modern secular system»!”. In order to resolve this dualism, a world conference
was organized in Makka'® in the year 1977. One of the recommendations of
this conference was to integrate modern elements into the Islamic education
and vice versa'®. Muslim thinkers found that the «philosophical shortcoming
of most modern systems of education in the Islamic world is that they do not
reflect the fundamental aims and objectives of Islamic education»2?. Muslim
educationists blame and condemn the colonizers for this trend of secular
education because according to them it is a barrier to Islamic education. Such a
comment includes for example:

The concept of education in Islam has been influenced by secularism since the time of
colonization and the collapse of the Ottoman Empire which consequently resulted in the
failure of the Muslim Ummah in its quest for nation-building and development according
to Islamic perspective21.

While it was true that during the colonial period, several education
institutions were established in Muslim majority countries in order to produce
employees who would fulfill the bureaucratic and administrative needs of the
colonial states. The teachers, and teacher trainers were trained with an especial
instruction of producing pro-cololizers citizens. Teachers were assigned to
work in rural areas where peoples’ occupation is agriculture and where people
needed health services??. Married teachers were chosen for training the teachers
and villagers for while the husband contributed village improvements through

15 Y. G-M. Lulat, Comparative Perspectives on Islamic Identity and Issues of Education in
the Aftermath of September 11, 2001, «Comparative Education Review», vol. 50, n. 3, 2006, pp.
518-527.

16 R. Hashim, Educational Dualism in Malaysia, Kuala Lumpur, The Other Press SDN.
BHD., 2004.

17 R. Firdaus, M.S. Jani, Islamic Education: The Philosophy, Aim, and Main Features,
«International Journal of Education and Research», vol. 1, n. 10, 2013, p. 12.

18 A city situated in Kingdom of Saudi Arabia.

19 S, M.A. Al-Attas, Aims and Objectives of Islamic Education, Jeddah, Saudi Arabia, Hodder
and Stoughton, 1979.

20 Cook, Islamic Versus Western Conceptions Of Education: Reflections On Egypt, cit., p. 346.

21 Firdaus, Jani, Islamic Education: The Philosophy, Aim, and Main Features, cit., p. 11.

22 C.M. Catterns, Teacher Training in the British Colonies, «Journal of Negro Education»,
vol. 14, n. 2, 1945, pp. 251-253.
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agriculture, housing and sanitation, his wife learnt the elements of child welfare,
the principles of nutrition, dairy work or some equivalent?3.

By knowing the above mentioned British colonizer’s intentional efforts
to bring changes in the local education in order to get the political benefit,
many Hindus, Muslims, Buddhists of the Indian subcontinent disapprove
British colonial education. This is very typical that Muslims are antagonistic
to colonial education in general, especially in those countries that had colonies
in the past?*. Not only that, but also the Buddhists were uncomfortable
under the British rule in India. Barua criticized colonial legacy of materialism,
acquisitiveness, and social exclusion which led the post-colonial education to
cultural homogenization through centralized and standardized curriculum in
education®’. The criticism mentioned above is somewhat unbalanced, which
deserves a balanced criticism demonstrating both advantage and disadvantage
of the British colonization’s impact on the Muslim education in the Indian
subcontinent.

Balanced Criticism: Colony as a Way to Modernization

The balanced criticism can be justified by the explaining pre-and-post colonial
educational conditions of Indian subcontinent and the way Muslim education
faced modernization is not full of bad elements. A trend of modernization of
Islamicreligious education has been observed in Indian, Pakistan, and Bangladesh.
For example, in India an Islamic religious education institution called Darul
All Dewband was established in 1866 which used to hold traditional views
of Islamic religious sciences and not to accept any changes in curriculum and
pedagogy. But in the changing world the young graduates of this institution who
hold different views regarding traditional education think that:

We need ulama (Muslim scholars) who are familiar with both religious as
well as modern knowledge to serve the community and reply to the attacks on
Islam from the West in the West’s own language?®.

This view is not being spoken by a small number of Islamists, rather in India
«numerous madrasas?’ and Muslim organizations are indeed making creative

23 Ibid.

24 M. Heper, Islam, Modernity, and Democracy in Contemporary Turkey: The Case of Recep
Tayyip Erdogan, «<The Muslim World», vol. 93, 2003, pp. 157-185.

25 B. Barua, Colonialism, Education and Rural Buddhist Communities in Bangladesh,
«International Education», vol. 37, n. 1, 2007.

26 Y. Sikand, The Indian Madrassahs and the Agenda of Reform, «Journal of Muslim Minority
Affairs», vol. 25, n. 2, 2005, p. 224.

27 The word «madrasah» has been mentioned many times in this paper. Riaz explained that
the word madrassah is an Arabic word whose literal meaning is “school.” The word comes from
the Arabic root «dars», which means a lesson or an instruction. In Arabic-speaking regions, it
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attempts to combine Islamic and “modern” education»?®. Sikand mentioned
names of seven institutions and some publishers who have been publishing
hundreds of books and producing thousands of graduates since 1930s.
Therefore, from a small group’s hostility made against modern education one
should not generalize that Muslims worldwide remained conservative in the
XXIstcentury. Nor it should be said that modernization started by the British is
not manageable or cannot be adjusted with Islamic education system. Mawdudi
(1903-1979) for instance introduced the concept of bridging between Islamic
traditional education and secular British education®.

Those who quote the devastating nature of British education they quote
its one side. While it was true that during the colonial period, the Western
institutions of education were established in Muslim majority countries in order
to produce employees who would fulfill the bureaucratic and administrative
needs of the colonial states. It is also true that the current Muslim education has
been developed after it accepted and adapted the western education system. If
the western education system was destructive people of the colonized countries
would have changed entire education system, education objectives, goal and so
forth.

After the British had left the Indian subcontinent in 1947 the social
foundation of education, including the social aim of education was not
significantly changed. For instance, curriculum development is still happening in
within political, social, economic and cultural contexts what happened during
the colonial period. Even the teacher student relationship remained the same.
Moreover, in the post-colonial period the education has been commercialized
and the academic certificates have become valuable for career and social status.
These changes indicate that they have value and necessity in the changing world
which just started during the colonial period. People are keeping acknowledging
the legacy of the British empire because the British had introduced something
modern and influential.

Those who criticize the influence of colony cannot deny that the Muslim
education system during colonized period needed development both in form and
substance. Even the influence of international factors on education curriculum,
learners’ quality, and socio-developmental approach was undeniable and
unavoidable. If the British had not come the Muslim education would take its
own way to change in the light of its contemporary overwhelming practices.

does not specifically refer to a religious seminary; instead schools of various levels are referred
to as madrassahs. However, in non-Arabic speaking societies this word has assumed a different
meaning, and is often understood to designate a special kind of institution for the training of
ulama (meaning literally scholars, plural of alim).

28 Y. Sikand, Bridging Deen and Duniya: The ‘Modernisation’ of Islamic Education in India,
«Journal of Muslim Minority Affairs», vol. 29, n. 2, 2009, p. 246.

29 S.A.A. Mawdudi, The Education, S.M.A. Rauf (ed.), New Delhi, India, Markazi Maktaba
Islami Publishers, 2000.
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Moreover, division of knowledge according to expertise was not implemented
in the education of that period. At the same time it is also true that in the
process of educational development the British rules ignored and disregarded
the culture, tradition, and the belief system of Muslims, though their effort led
the modern Muslim education to get this current form and orientation in this
XXI* century.

While the purpose of education in Islam is to educate the human being with the
source of knowledge, i.e., the revealed scriptures, and with its aim to produce a
good human being who is capable of delivering his/her duties as a servant of the
God and His vicegerent on earth?’. It is no harm to achieve this goal of Islamic
education by its modernization. Some Islamic scholars of XXt century, such
as Jamaluddin Afgani (d. 1897), Muhammad Abduh (d. 1905), Muhammad
Rashid Rida (d. 1935), Hasan al Banna (d. 1949), Abul Ala Moududi (d. 1979)
developed several models of Islamic education by accepting modernization and
integrating it with Islamic education®'. Basically Islamic education has been
derived from the Quranic terms in Arabic language they are tarbiyah «to cause
to grow», ta’dib «to refine, to discipline», and ta’lim «to instruct» that are
three basic dimensions of education including individual development «from
the meaning of tarbiyah», social and moral education «from the meaning of
ta’dib», and acquisition of knowledge «from the meaning of ta’lim»32. These
three dimensions of Islamic education ultimately help human to perform as the
Khalifah «vicegerent» of Allah33,

As a vicegerent of the God, one has to take the responsibility of others.
Meaning of vicegerent implies to be a manager, leaders and so on. So vicegerents
must have the ability to manage their personal lives and their socio-political lives.
Islam asks people to acquire expertise in different fields as the means of building
the kingdom of God on earth®*. Modernization cannot be contradictory of this
target of Islam.

The recent development of the concept of Islamization of Education has
emerged as a means of modernizing of Islamic traditional education which in
reality was the byproduct of the Muslim’s reaction against the colony. Basically
traditional Muslims’ education was different from the Muslim education that
exists now. In course of time with the presence of colony traditional Muslim
education was reformed and got new shape. This paper also highlights the

30 Firdaus, Jani, Islamic Education: The Philosophy, Aim, and Main Features, cit., p. 11.

31 S.Baba et al., Qur’anic Methodology for Integrated Approach in Knowledge and Education:
Implicaitons for Malaysian Islamic Education Strategy, «The American Journal of Islamic Social
Sciences», vol. 32, n. 2, 2015.

32 K. Bagheri, Z. Khosravi, The Islamic Concept of Education Reconsidered, <The American
Journal of Islamic Social Sciences», vol. 23, n. 4, 2006, p. 91.

33 The Supreme God according to Islamic belief.

34 T.M. Zayed, A. Al-Mizan, History of Emancipatory Worldview of Muslim Learners,
«History of Education & Children’s Literature», vol. IX, n. 2, 2014, p. 638.
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historical influence of the west in reforming Muslim education. We argue that
the Muslim renaissance in education started to grow when Muslim found
themselves dependent upon the west, which means if the West had not come to
the Muslim land the Muslim might have remained as they were before.

Muslim Education of Indian Subcontinent before Colony

Pre-colonial Muslim education in India was connected with the history of
«Madrasah Nizamiyah» of eleventh century established by Mullah Nasiruddin
Tusi (d. 1064) in Baghdad®’. Muhammad Ghori introduced the Turkish rule
in India in the late 12t century and subsequently established a madrassah in
Ajmer in 1191 which is considered the first institutionalized madrassah in South
Asia®®. However, classical Muslim education institutions in India founded
under under Sultan Mahmud Ghaznavi (979-1030), who patronized many
education institutions and who established an extensive empire that consisted
of modern Pakistan, eastern Iran, Afghanistan, and northwestern India. Islamic
religious schools became widespread after the beginning of the Delhi sultanate
in 1206, which were centers of learning for the sons of rulers and personnel
for government administration®”. In India education was offered through three
modes: formal institutions (in the form of maktabs & madrasahs), informal
institutions (in the shape of individual centers of teachings) and private teachers
and tutors (known as muallim, muaddib or ataliq)®®. The typical subjects
taught in those institutions were 1. Grammar, 2. Literature, 3. Logic, 4. Islamic
Law and its principles, 5. Qur’anic commentary, 6. Hadiths, 7. Mysticism,
8. Scholasticism (religious philosophy)?’. Riaz summarized the pre-colonial
education in India that:

Many of the pre-colonial rulers of South Asia, including the Mughals (1526-1857), played
key roles in promoting education and providing patronage of various educational institutions,
including madrassahs. The policies of the British colonial rule (1757-1947), however, made

35 M. Ahmad, Madrassa Education in Pakistan and Bangladesh, in S.P. Lamiyae, R.G.
Wirsing, M. Malik (edd.), Religious Radicalism and Security in South Asia, Honolulu: Asia Pacific
Centre for Security Studies, 2004, pp. 101-115.

36 Riaz, Madrassabh Education in Pre-Colonial and Colonial South Asia, cit.

37 Classical Islamic Education Institutions in Hindustan, Last modified December 2012,
<http://www.wdl.org/en/item/9689> (last accessed: December 20, 2014).

38 Z. Islam. Origins of Madrasas in India predates Muslim period, Last modified November
2010, <http://www.milligazette.com/news/178-origins-of-madrasah-education-in-india-predates-
muslim-period> (last accessed: December 20, 2014).

39 Riaz, Madrassab Education in Pre-Colonial and Colonial South Asia, cit.
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the most indelible marks on madrassah education, not only directly, wherein their policies
have impacted on the structure, functions and curriculum of madrassahs, but also indirectly,
through the prompting of responses from the ulama and the Muslim community that
determined the contours and the content of madrassah education*?.

He furthermore summarized the pre-colonial education in Bengal in the
eastern parts of India (modern name is Bangladesh) that the Sufis, saints, and
holy men began arriving at Bengal as early as the late 7 century. The foundation
of Islamic education in Bengal was established by those Sufis, saints, and holy
men. But in Bengal, the institutionalization of Islamic education began during
the period of the Delhi Sultanate, which existed between 1201 and 1528 under
various dynasties. In early of the Delhi Sultanate Bakhtiyar Khilji expanded
his rule in Bengal, founded a new city called Rangpura, where a number of
madrassahs were established.

Muslim Education of Colonized Indian Subcontinent

Muslim education of colonized Indian subcontinent was characterized by
the establishment of 1) Darul Ulum Nadwatul Ulama in Lucknaw, 2) Darul
Ulum Dewband, and 3) Madrasa Alia in Calcutta*!. Interestingly three of them
were the outcomes of British colonization.

The need of the British administration for educated Muslims to work in
various posts of the civil service led the British to establish special kind of
madrasa in 1781 called Madrasah Aliyah. Warren Hastings instituted this
madrasah in Calcutta. This madrasah used to give instruction in the Persian
and Arabic languages. It used to teach the learners natural philosophy,
theology, law, astronomy, geometry, arithmetic, logic, rhetoric and grammar
just to qualify the Muslims of Bengal region for public service and to enable
them to compete on more equal terms with Hindus for employment under
government*?. In course of time the Muslim education flourished in Bengal
following the development of Calcutta Aliya Madrasah*3,

Darul Ulum Dewband established based on the Dars-e-Nizami but the
novelty of this institution is that it is unlike original promoter institute of Dars-

40 Ibid., p. 70.

41 A. Riaz, Faithful Education: Madrassahs in South Asia, New Jersey, Rutgers University
Press, 2008.

42 S.H. Vazhathodi, A Proposed Framework for the Curriculum of Islamic Education:
Implication on the Curriculum of Islamic Religious Higher Education Institutions in Kerala, India,
dissertation submitted in fulfilment of the requirement for the degree of Doctor of Philosophy in
Education (Curriculum and Instruction). International Islamic University Malaysia, 2011, p. 42.

43 Kochhar, Muslim and English Education in Colonial Bengal: Calcutta Madrasa and
Hooghly Mobsin College in a Historical Perspective, cit.
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e-Nizami very organized and structured. Riaz mentioned that Darul-ulum
Dewband was the challenge to the British colonizer to show them that Muslim
educationists can offer structured education like the British education system**.

When Muslim rule declined with the advent of the British Raj, Islamic
religious schools lost their reputation as centers of excellence and suffered
in competition with modern education. The involvement of Ulama (Muslim
educationists) in the 1857 rebellion against the British army made them suspect
to the British, but Islamic education revived with the establishment «Darul
Uloom Deoband» an Islamic education institution at Deoband in 1866. This
institute played a dual role in disseminating Islamic knowledge and mobilizing
Indian Muslims to participate in the nationalist struggle aimed at expelling the
British®’.

Vazhathodi mentioned that when the Muslim scholars and fighters had
become unsuccessful in the rebellion in 1857 they established the traditional
madrasah.

The 1857 event was the first episode in the struggle to evict the British and
to drive them from India. It was politically and intellectually led by the ulama.
Consequently, after the event, the British targeted many religious leaders, many
madrasa were closed and their properties were confiscated. However, the ulama
reacted to the challenges vigorously by establishing madrasa and educational
institutions throughout India. They were creative and timely in reacting to these
threats and made madrasah the institutional basis of their work*.

Finally, Darul Ulum Nadwatul Ulama established in India in 1894. Unlike
Dewband the institute «Darul Ulum Nadwatul Ulama» made the Arabic
language as the medium of instruction®’. Nadwa was dependent on the
scholars of Deoband and support from the Western-educated elites in order to
succeed in becoming the all-inclusive institution the founders wanted it to be.
The founders’ emphasis and importance of Arabic language was due to their
contacts with the Arabic-speaking scholars of 18™ and 19t century, particularly
the Egyptian reformists including Muhammad Abduh (1849-1905). As a result,
Nadwa included in the curriculum the modern history, spoken Arabic in the
curriculum, and encouragement of intellectual debate instead of memorization
and blind adherence to the teachers’ views were among these changes*®.

44 Riaz, Madrassab Education in Pre-Colonial and Colonial South Asia, cit.

45 See http://www.wdl.org/en/item/9689 (Accessed: December 20, 2014).

46 Vazhathodi, A Proposed Framework for the Curriculum of Islamic Education: Implication
on the Curriculum of Islamic Religious Higher Education Institutions in Kerala, India, cit., p. 43.

47 In Dewband Urdu language is used as the medium of instruction. See Riaz, Faithful
Education: Madrassahs in South Asia, cit., p. 77.

48 Ibid.
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Muslim Education of Indian Subcontinent in XXI*' Century

Muslim educational revival in the modern Indian subcontinent including
Pakistan and Bangladesh took place in the course of millennial historical
development. At present the education system in the Muslim world holds a
dual nature*’. They are secular education system supported by the government
which is often seen as a legacy of colonial era®® and an Islamic religious
education system mostly run and funded by non-government arrangement’!.
Although all Islamic education institutions have a general purpose of providing
Islamic religious knowledge, the overall education of the current Muslim world
differs to that of Muslim world existed between 15% and 20t centuries’?. At
present in India the number of Madrasah offering Muslim education has been
estimated to be around 40,000 (forty thousand)®®. Indeed madrasah is a first
choice for many Muslims because it does not charge money from the students>*.
Muslims are the largest minority community in India (14-15 percent in the total
population). According to the Ministry of Home Affairs, in India:

There are 721 madrasas catering to over 1,20,000 children in Assam, 1,825 madrasas
catering to over 1,20,000 children in Gujarat, 961 for 84,864 children in Karnataka, 9,975
for 7,38,000 children in Kerala, 6,000 for over 4,00,000 children to Madhya Pradesh and
some 1,780 catering to over 25,000 children in Rajasthan. In Uttar Pradesh, the number of
maktz;ls)s is more than 15,000 and madrasas over 10,000 and there are 3,500 madrasas is
Bihar”>.

The format of the education imparted to the students of madrasas ought to
be modified keeping in view the shifting demands of the employers — a concern
which can no longer be under-played*®.

49 Hashim, Educational Dualism in Malaysia, cit.

50 Cook, Islamic Versus Western Conceptions Of Education: Reflections On Egypt, cit.

51 Lulat, Comparative Perspectives on Islamic Identity and Issues of Education in the
Aftermath of September 11, 2001, cit.

52 C.N. Hashim, H. Langgulung, The Muslim World and the West: The Potential of
Educational Institutions in Building Bridges in the Context of Malaysia, «Bulletin of Education &
Research», vol. 29, n. 2, 2007, pp. 1-17; Id., Islamic Religious Curriculum in Muslim Countries:
The Experiences of Indonesia and Malaysia, «Bulletin of Education & Research», vol. 30, n. 1,
2008, pp. 1-19.

33 S. Dubey, An Overview of Government of India Initiatives in the Field of Primary &
Secondary Education, «Indian Journal of Applied and Clinical Sociology», vol. 9, n. 1, 2014, pp.
71-86.

54 D. Soni, Muslim Education: A Study of Madrasas, CCS Researching Reality Internship,
India, 2010.

55 Dubey, An Overview of Government of India Initiatives in the Field of Primary & Secondary
Education, cit., p. 84.

56 1bid.
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In Pakistan, Bangladesh and Indian, the madrasas mostly follow the
curriculum of Darul Ulul Deoband’”. Ahmad mentioned regarding the madrasah
classification in Pakistan that:

the madrassas in Pakistan are categorized as: (1) ibtedai (elementary), where only the Quran
is memorized and taught; (2) vustani (middle level), where selected books from Dars-i-
Nizami are taught; and (3) fauquani (higher level), where the entire Dars-i-Nizami is taught.
In some madrassas where competent ulema are available, students after their graduation
take up post-graduate courses of study in tafsir, hadith, or figh®%.

He further mentioned regarding the madrasah education in Bangladesh that:
Unlike Pakistan, Bangladesh has two kinds of madrassas: Quomi madrassas
—estimated at more than 6,500 at the secondary, intermediate, and higher levels
with about 1,462,500 students and 130,000 teachers. These Quomi madrassas
in Bangladesh, which are predominantly of Deobandi persuasion, teach the

standard Dars-i-Nizami®’.

Conclusion

It is true that Hindues were comparatively happy with the arrival of the
British because they wanted to get rid of Muslim rule. They felt comfort under
the British rule®®. Before colonization in India, the education system was
influenced by Mughal empire. The education was provided in madarassas and
makatabs officially. Colonization can be regarded as the originator of modern
education system in India. The way the British reformed non-religious education
contributed to the reformation of Muslim religious education and madrasahs.
Such as the present system is English oriented system. Lord Macaulay introduced
a minute in which English was introduced as a medium of instruction and his
theory of downward filteration. Downward Filteration means flow of English
and English system from upper class to lower class, which is reaching now.
Then Wood Dispatch (1854) set up District of Public Instructions (1862) and
set up Calcutta, Madras and Bombay universities (1857). Then in 1904 Lord
Curzon gave education policy resolution in which entry of private enterprises
were allowed in primary and collegiate education. Sadler Commission was
introduced in 1917 in which Board of secondary school was established.
Sargent Report (1944) Introduced: Pre-primary stage (Nursery), two types of

57 Ahmad, Madrassa Education in Pakistan and Bangladesh, cit.

58 Ibid., p. 104.

59 [bid.

60 Kochhar, Muslim and English Education in Colonial Bengal: Calcutta Madrasa and
Hooghly Mobsin College in a Historical Perspective, cit.
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schools — Junior Basic Schools (6-11 years of age), Senior Basic Schools (11-
14 years), High Schools (11-17 years) and was bifurcated into academic and
technical education.

In conclusion, as a result of colonization in course of time the education in
general and the Muslim education in particular is continuously changing. The
changes are endless and an effort and a journey towards the perfect education
for the Muslims. This process can be marked by the following Picture 1.

Establishment of
modern universities

. Darul having Islamic
Dars-i- Ulum Studies as a
Nizam Dewband discipline
000 O ©
Calcutta Darul Islamic or Muslim
Aliya Ulum Universities in
Madrash Nadwa India, Pakistan and

Bangladesh

Pic. 1. Development of Muslim Education.
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The system of education in Galicia (present day Western Ukraine) at the
turn of the twentieth century was greatly influenced by the State Educational
Law! created May on 14™ 1869. The underlying principles of this State Law
were compulsory education, accessibility to education for all ethnic groups, and
linguistic equality and freedom in selecting one’s language of instruction. At the
same time, regional laws in Galicia made most of these principles obsolete, as
they were aimed at denationalization of the native-born populace by imposing
language restriction and a specific content of study. These changes in the
system of education greatly influenced many Ukrainians. This period can be
characterized by the considerable development of the educational system, which

L P. Malaniuk, Osvitni tendentsiji ta idealy prosvitnytskyh spodvyzbnykiv Halychyny
[Educational tendencies and ideals of Galicia educatinal activists], Ternopil, 2000 (in Ukrainian).
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in turn led to the immense awakening of national Ukrainian consciousness. The
people of Galicia started to express their desires for the creation of national
educational institutions.

The aim of this article is to analyze the state of the national education
system in Galicia at the end of the nineteenth century through the beginning
of the twentieth century, as well as the role of educational organizations and
communities in its development.

At the end of the nineteenth century and the beginning of the twentieth
century Galicia was known as a polyethnic region of the Austrian-Hungarian
Empire in the Kingdom of Galicia and Polimeria. Ukrainian citizens at this
time represented the ethnic minority group. As a result, the ethnic minority
status of Ukrainians had a negative influence on the regulation of educational
institutions. On June 22", 1867, the State School Council> was created
in Galicia. This coincided with the adoption of a language law, which was
sanctioned by the Emperor in spite of Ukrainian ambassadors’ opposition.
According to this law, the language of instruction utilized in the local schools
was approved at meetings of the local Public councils. As a result, several
languages of instruction were used in the primary school system. In secondary
schools, the German language was substituted for the Polish language, and the
Ukrainian language became an optional language choice. Only in the junior
classes of the Lviv Academic Gymnasium was Ukrainian allowed as language
of instruction®. Changing the status and importance of the Ukrainian language
and establishing the Ukrainian language in Galicia schools was only possible
with the approval of the Lviv Sejm (Parliament), a process that proved very
difficult. Eighty percent of the members of State School Council were Polish
and twenty percent were Ukrainians. As a result, a Polish language educational
system dominated within the state, although both the Ukrainian and Polish
languages held little importance in regional school councils. This immerging
Ukrainian language suppression lead to an active and continual struggle for
the rights of Ethnic Ukrainians in Galician schools. Parliament meetings were
dominated by the continual complaints and interpellations referencing the
Ukrainian language use in Galician schools®*.

Progressive Galician activists saw the establishment of private educational
institutions as another solution of the critical language issue emerging in

2 T. Halaichak, Kulturne zhyttia v Ukraini. Zabidni zemli: dokumenty ta materialy [Cultural
life in Ukraine. Western territiries: documents and materials], Kyiv, Naukova dumka, 1995 (in
Ukrainian).

3 V. Stynska, Mistse ukrainskoi movy v navchalnyh planah halytskybh serednih shkil kintsia
XIX-pochatky XX™ [The role of Ukrainian languaage in the curriculum of Galicia middle
schools at the end of the XIX®™- beginning of the XX centuries], Ivano-Frankivsk, Play, 2000 (in
Ukrainian).

4 J. Gruhala, Rzad austriacki i polskie stronnictwa polityczne wobec kwestii ukrainskiej
(1890-1914) [Austrian government and Polsh political parties’ position concerning Ukraine],
Katowice, 1988 (in Polish).
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the Galician school system. In 1903, the first step was taken when the Rus
Pedagogical Association, the first private woman’s Ukrainian language school,
was opened in Lviv. Ukrainian language use at the primary schooling level first
occurred in parish schools, subsequently in folk schools, and, later, in mainstream
elementary schools. However, in 1867 Polish became the compulsory language
used in the Galician educational system. In the second half of the nineteenth
century a new type of elementary bilingual school emerged, utraquistic, where
main subjects were taught in Polish and the rest in Ukrainian. All elementary
schools were divided into urban and rural, the latter being quite primitive,
not allowing the further continuation of education. Secondary education
was represented by classical gymnasiums with Polish being the language of
instruction. The Ukrainian Church played an important role in diminishing
German and Polish influence over Ukrainian schooling. Under its support,
ABC books, primers, and catecheses were published. In the second half of the
nineteenth century Ukrainian clergy were granted the right of supervision over
schools. Imposing Polish education led to active actions by the clerisy. Among
their achievements was the opening of the Ukrainian language department in
Lviv University (1851) and the Ukrainian history department (1898) headed
by prominent historian Mykhailo Hrushevskyi. In 1908 Ukrainians opened 4
gymnasiums. Female education was represented by woman’s gymnasiums and
lyceums. At the beginning of the twentieth century a number of vocational
schools (for future carpenters, builders, mechanics, coppersmiths, millers, etc.)
emerged. The quality of instruction was enhanced, as well as the duration of
training. Swift development of schooling required larger numbers of teachers.
The government did not permit an increase in the number of schools for
teachers, so, to compensate for this deficiency, it started hiring «stocking
teachers» (young teachers who had very low level of qualification). However,
this did not provide a reasonable solution to the problem so the government
was forced to grant permission to open new schools.

In order to consolidate efforts in the struggle for Ukrainian language
education, the Ukrainian State School Union® was created in 1910. It comprised
representatives from such associations as Prosita, Teachers Community, Taras
Shevchenko Scientific Society and other educational and public organizations. In
addition, cultural educational societies provided a great deal of assistance in the
endeavor of educating Ukrainians. The most famous was the Prosvita society,
established in 1868 in Lviv with numerous branches and libraries in the region.
Prosvita started its work with publishing a Ukrainian primer. They published
popular literature, school textbooks, scientific almanacs, as well as works of
famous writers. The society comprised four subdivisions: publishing, library,

5 N. Vynnyk, Ukrainski hromadski orbanizatsii v suspilno-politychnomu zhytti Halychyny
[Ukrainian public organizations in the social and political life of Galicia at the end of the XIX™ -
beginning of the XX centuries], Naukovi vyklady, 2007 (in Ukrainian).
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schooling and literature. Beginning in 1905, branches of Prosvita were opened
throughout Ukraine. Among its main tasks were: publishing books, magazines,
and journals in Ukrainian; opening museums, bookshops, libraries; organizing
public lectures, musical and literature events, concerts, plays, exhibitions, etc.;
opening schools, educational institutions; granting scholarships; organizing
competitions for the best essays.

Rus (later renamed the Ukrainian) Pedagogical Association® — the biggest and
the most influential of such associations was, among its many tasks, responsible for
creating private schools with the Ukrainian language being the primary language
of instruction. A substantial number of such schools achieved the required level
of teaching and gained the status of state schools. Another organization called
Mutual Aid of Galician and Bukovyna Teachers focused mostly on moral and
financial support of primary schools teachers. It was the only organization
officially in opposition to the government educational policy. They succeeded in
gaining pay raise for public teachers and opening new schools. The increasing
number of teachers necessitated the unity into one organization that would be
concerned with development of Ukrainian schooling. Teachers Community
was created not only as another professional organization but also as a force
capable of standing against the repression of Ukrainian secondary education.
Another educational organization State School Council, coordinated activities
of all educational organizations in the region and was a union of all concerned
with the development of Ukrainian education, namely cultural and educational
communities, political parties, parliament and Sejm representations. It provided
substantial financial aid by soliciting and gathering voluntary contributions of
money or other resources, requesting donations from individuals and businesses.

At the end of the nineteenth century reforms in schooling were complete
and became an integral component of social policy in the region. In addition,
they were multi-spectrum, providing reorganization of education management,
creation of new types of educational institutions, modernization of curriculum.
All branches of schooling were undergoing changes — from primary to higher
education. However, compared with other regions of the Austro-Hungarian
Empire, the educational level of Galicia was still quite low. Insufficient number
of schools was a crucial problem — there was a single secondary school for
population of 152,415, but the most critical was the situation with teacher’s
schools — one for population of 522,567 people. Before World War I Ukrainians
had made some advancement in the educational sphere with 6 state Ukrainian
gymnasiums and 2,510 folk schools with 440,000 students’. However, school
councils of different levels paid less attention to the development of primary
education, prioritizing Polish educational institutions.

6 Ibid.
7 V. Savchak, Istoriia Ukrainskoii pedahohiky [History of Ukrainian pedagogy], Kyiv, 1994
(in Uktainian).
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To be qualified as a teacher a Ukrainian would have to take a course in an
utraquist normal school (bilingual school). Starting from the «new era»® (1890-
1894), Ukrainian ambassadors in Sejm consistently tried to prove the necessity
for national educational institutions. However, these requests were frequently
blocked by the Polish majority, although the funding for these schools was
provided by the federal government, which was ready to allocate the funds.

Each ethnic group inhabiting Galicia at that time made efforts to promote
its national education. In particular, the Polish Community of Folk Schools
aimed at creating a system of Polish schooling to protect Polish children
from denationalization in the western and eastern territories of the Austrian
Hungarian State and the Community of Private Female Gymnasiums founded
and sponsored schools for females. German schooling in the region was started by
German scholar Tsekler in order to establish comprehensive national education
for the younger generation. At the same time the Union of Christian Germans
assisted in providing education for the German minority’. They established
private schools, and the German School Association (Deutscher Schulverein)
organized learning German language at home. Jews were also preoccupied
with their children’s education. The Jewish Community of Folk and Secondary
Schools founded public schools, started courses in Hebrew, Jewish History, and
Literature. Fraternal Help financially supported pupils of middle schools and Ez
Chaim promoted Jewish Bible among Semitic population. It should be stated that
Jewish system of education included various aspects reflecting social, religious
and national peculiarities of the community. That is why schools were divided
into three different types — orthodox-religious (heders), Zionist and laic!°.

The schooling system of Galicia encompassed different types of educational
institutions organized into primary (folk schools), middle (real gymnasiums
(specialized in science) and classical gymnasiums (specialized in humanities),
lyceums, public schools, vocational schools (normal, industrial, trade,
agronomic, career schools), higher (universities, academies, institutes), special
(schools for blind, deaf-mute, mentally and physically challenged, uncared for
children), preschool (kindergartens) and out of school educational facilities.
The system of schooling showed upturn dynamics. In the period of 1900-1912
the number of state public schools rose by 1,594 (570 Ukrainian, 1,029 Polish,
5 German were closed). The report of State School Council shows that state
system of schooling did not satisfy educational needs of all ethnic groups in

8 O. Karamanov, Rozvytok reformatorskyb idei osvity i vyhovannia v Halychyni napykintsi
XIX- pochatku XX™ [Development of the education reform ideas in Galicia at the end of the
XIX™ — the beginning of the XX centuries], Lviv, 2004 (in Uktainian).

9 T. Halaichak, Kulturne zhyttia v Ukraini. Zahidni zemli: dokumenty ta materialy [Cultural
life in Ukraine. Western territiries: documents and materials], Kyiv, Naukova dumka, 1995 (in
Ukrainian).

10 bid.



32 IVAN MALAFIIK, OKSANA SOVHAR

the region. That led to a start of social movement for establishment of private
educational institutions.

Facts show that due to considerable revitalization of regional ethnic groups’
activities the network of educational institutions was quite multi spectrum.
However it should be mentioned that Polish and Germans were far better
provided for in terms of education than Ukrainians.

The directive of the Regional School Council dated March 7t, 1893 divided
primary schools into lower (in villages and small towns 1, 2, 3 and 4 classes)
and higher (in towns and cities 5 and 6 classes, secondary — 6 and 7 classes) and
caused curriculum diminution in favor of student hands-on training'!. Only
upon the graduation from a 4 class school one could enter public, secondary
or vocational school. This meant loss of educational continuity in primary
schooling and low level of training. Despite all the highlighted declarations,
education was quite discriminative in nature. Although there was no official
policy of directing the schooling system against Ukrainians the reality proved
this very approach, as Polish, Germans and Jews inhabited predominantly
cities whereas Ukrainians lived mostly in villages with 1, 2 or 3 class schools.
Consequently, Ukrainians were losing the opportunity to receive secondary and
higher education. Thereat formation of Ukrainian clerisy was jeopardized.

The next level in the system of schooling was formed by secondary
educational institutions. Their designation was preparation of students for
further knowledge acquisition in higher schools. The most popular were
classical gymnasiums, as they granted the right to enter university. At the same
time high fees made institutions, such as these, elite. Reforming secondary
education at the beginning of the twentieth century was initiated in order to
update curriculum so that it would meet contemporary requirements. Language
policy was a cutting edge issue. Various conferences (May 20 1909, November
215 1909, May 30™ 1910) were dedicated to problems of Ukrainian language
teaching, adapting German curriculum for Ukrainian language teaching, classes
of Ukrainian in Polish schools and vice versa. The conference of 1910 resulted
in recommendations on learning Polish language in Ukrainian schools: making
it compulsory, learning literature and grammar, familiarizing students with the
works of seventeenth — eighteenth centuries writers, and public instruction of
teaching Polish language. At the same time similar recommendations were made
pertaining to learning Ukrainian language in Polish schools and also organizing
two year preparatory course in Ukrainian language for those students who were
transferred from the schools where Ukrainian was not taught, publishing course
books for Polish schools including works of Ukrainian writers, and founding
Ukrainian library. The Ukrainian language was not offered any priority, and
attempts were made to grant it the same rights Polish language had. But those

11 W. Szulakiewicz, Historia oswiaty i wychowania w Polsce [History of education in Poland],
Toruf, 2000 (in Polish).
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attempts were not successful. Although the secondary education turned out to
be in most favorable position at that time, it was difficult for the majority of
population to access it.

Development of economics and social sphere which took place at the
beginning of the twentieth century raised demands for professional cadre,
which meant enhancement of competence, qualification, technological culture,
workmanship. All that led to establishment of institutions that would provide
training for professionals in various fields. Structure of career education can be
evaluated as quite efficient; it included educational institutions of different types
(industrial, trade, agricultural, schools for teachers) and encompassed the most
important industries, fostered home crafts, and allowed young people to enter
certain professions and find employment. Graduates of professional schools
were often self employed and could implement skills obtained while training.
Normal schools (for future teachers) being free of charge, were the most popular.
Nevertheless, organization of career schools did not foster general continuity of
education. Their ultimate purpose was providing professional training and did
not allow for further education.

The upper branch of the schooling system was represented by post secondary
educational institutions. Graduates of the middle schools could be admitted to
the institutes and academies and only graduates of classical gymnasiums had
right to enter universities. It is worth mentioning that all higher institutions in
the region were Polish, except for the Musical Institute named after Lysenko
and few Ukrainian departments in Lviv University'2. Higher schools in Galicia
underwent some progressive changes at the beginning of the twentieth century.
Thus the improved system of student training and high qualification of faculty
led to Polytechnic School and Veterinary Academy being granted the title of
University (which instituted right to defend doctorate dissertations). Higher
professional schools were streamlined into academies as they were not able to
provide complete education.

Therefore, the conclusion can be drawn that at that period, generally, the
schooling system in Galicia was improving. At the same time higher education
stayed privileged, because of high fees, shortcomings of primary and professional
branches, and other factors that interfered with continuance of education and
had quite a negative effect on the general system of Galicia schooling of the
end of the nineteenth — beginning of the twentieth centuries (only after a 4
class school students could continue their education, 1, 2, and 3 class schools
were «deadlocked»). Secondary schools can be considered the most perspective
institutions in the system of schooling. They provided access to further studies,
but were rather high-priced, their curriculum was hardly coordinated with

12V, Stynska, Merezha navchalno-vybovnyh zakladiv Halychyny na pochatku XX" [The
network of educational institutions in Galicia at the beginning of the XX century]. Ivano-
Frankivsk, Play, 2000 (in Ukrainian).
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structural elements and also there were some age requirements. Curriculums
were constantly updated as standards of education provided by them didn’t
meet the requirements of that time. Single-discipline curriculums that ensured
gaining specific professional skills required by subject matter experts were a
characteristic feature of professional schooling. But in general the system of
professional schooling in the framework of general system of education was
«deadlocked».

The main tendencies of the Galicia education development were as follows:
ascending dynamics of educational institutions (due to the Polish institutions
for the most part), asserting all minorities’ rights for mother tongue as language
of instruction, efforts at structural consistency and gradual improvement. The
state did not meet the requirements of different ethnic groups inhabiting the
region. This has resulted in multiple efforts of various cultural, educational,
religious organizations to establish network of privately owned educational
institutions.

Analysis of that period’s schooling system allows drawing conclusions
about segregated access to education for representatives of different
nationalities. Grounds for such conclusion being the authoritarian leadership
of predominantly Polish Regional Council®3, erratic funding for different
ethnic groups, considerable number of school types (consequently — different
level of proficiency upon graduation, differential access to further education),
priority given to Polish institutions in the general system of education, existence
of schools, utraquist in form and Polish in content, implementation of Polish
language and history into curriculum, limited coverage of languages, history
and culture of other ethnical groups representatives, elitism of secondary and
higher education.

Shortcomings of Galician education led to development of changes to the
School Law of 1869, making provisions for a new concept of national schooling
system. But the start of the World War I interfered with the plan. Once the
territory of Ukraine was occupied by Russian troops, planned obliteration of
Ukrainian institutions had started. All Ukrainian societies stopped their activity,
publishing was suspended, «dangerous» and «suspicious» activists were
arrested and sent to prisons in Russia. Ukrainian language was no longer used
in government or schooling. Under new regulations, Russian was the language
of instruction in schools. But, as there were no specialists who could teach in
Russian, special courses were organized for future teachers.

13 V. Kravets, Istoriia Ukrainskoi shkoly ta pedabohiky [History of Ukrainian School and
pedagogy], Kyiv, 1994 (in Ukrainian).
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Learn to write to learn how to be an activist. Analysis of 18 dictations produced by the
Juventudes Socialistas Unificadas

ABSTRACT: Among the numerous reforms made during the second Spanish Republic
(1936-1939), Education system was, perhaps, what reflected in a better way the principles
the new government wanted to spread. One of them was supporting cultural and educative
politics that raised Spain to the level of other European countries. In this way, different
initiatives were promoted in order to put an end to illiteracy, so they advocated for spreading
education to reach every corner of the Spanish territory.

The military uprising led by general Francisco Franco on July 18™, 1936 could not stop the
educative motivation of the Republic, but the war soon started to conditionate educative
and cultural programs on both sides, putting political issues into every single detail. This
article analyses 18 dictates written during the first years of the Spanish Civil War by the
Juventudes Socialistas Unificadas (JSU), kept nowadays in the Centro Documental de
la Memoria Histérica in Salamanca. These documents are the starting point to explore
relevant facts about popular education during the Spanish Second Republic and how it was
held during the war. Besides, a linguistic and graphic analysis helps us to go into detail about
the study of the writings made by ordinary people, which provides a deeper approach to the
writing practices in fields sometimes forgotten by traditional historiography.

EET/TEE KEYWORDS: National education system; Popular Education; Spanish Civil War;
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La ciento cuarenta y cuatro brigada, eran, en su inmensa
mayoria, campesinos aragoneses y de algunos lugares
de Cataluna también y, luego extremeiios, y la mayor
parte de ellos eran analfabetos funcionales y algunos eran
analfabetos totales [...]. Tenfamos un miliciano de la cultura
en cada compaiiia [...]. Y esos tenian la tarea de alfabetizar
a la gente que deseen. Entonces, eh... en mitad de esos
bochinches espantosos y de bombardeos y demas, y piojos y
todo eso, ahi tenfa siempre gente con su pedazo de ldpiz y un
cuaderno [...] tratando de aprender a escribir".

Angel Palerm Vich, a quien pertenecen las palabras que acaban de ser
reproducidas, participoé activamente en la Guerra Civil espafiola junto al
ejército republicano. Tras la derrota del mismo se vio obligado a cruzar los
Pirineos compartiendo su destino con el de miles de espafioles que corrieron la
misma suerte. Después de su paso por los campos de concentracion de Saint-
Cyprien y Barcarés consiguié embarcar en uno de los buques que trasladaban
a los refugiados espanoles a México, alli finalmente comenz6 su nueva vida. En
este testimonio narra sus recuerdos de la guerra destacando, de forma especial,
la labor realizada por los milicianos de la cultura quiénes entre tanta miseria y
destruccion se esforzaron por luchar contra el analfabetismo incluso dentro de
las propias trincheras.

Esta lucha no es de extrafar si tenemos en cuenta que en el afio 1930 habia
en Espafia 5,871,403 analfabetos, lo que suponia un 32% de la poblacién, de
este porcentaje el 64% eran mujeres y el 36% varones®. Combatir estas cifras
fue uno de los propdsitos de la II Republica espafiola. Interés que continto
durante el desarrollo de la Guerra Civil, ya que desde ambos bandos se puso
especial atencion en formar a los soldados. El aprendizaje de las primeras letras
era totalmente necesario en un momento en el que la comunicacion de éstos con
sus familiares dependia de las cartas que escribian desde el Frente a sus lugares
de origen’; pero también, la educacién de las milicias fue utilizada como un
arma propagandistica a través de la cual se introducian las principales consignas
de los partidos politicos. Estas medidas no sélo se quedaron en el campo de

1 Entrevista realizada a Angel Palerm Vich en México DF entre marzo y agosto del afio 1979.
Archivo de la Palabra. INAH y MCU PHO/10/13. Consultada la version transcrita conservada en
el Centro Documental de la Memoria Hist6rica (CDMH), Libro 81-1-2, pp. 148-149.

2 M. Vilanova Ribas, X. Moreno Julia, Atlas de la evolucion del analfabetismo en Esparia de
1887 a 1981, Madrid, Centro de publicaciones del Ministerio de Educaciéon y Ciencia, 1992, p. 289.

3 Uno de los principales objetivos de la alfabetizacion de los soldados era que aprendieran
a escribir sus propias cartas. Cuando el soldado ya era capaz de realizar este ejercicio debia
realizar lo que la profesora Veronica Sierra Blas denomina el bautizo epistolar, es decir, tenian
que inaugurar su correspondencia enviando una carta a Dolores Ibarruri, la Pasionaria, o a Jesus
Herndndez (Ministro de Cultura en ese momento) para informarles de lo que habian aprendido y
darles las gracias por el interés que tenian en la alfabetizacion de los soldados. See V. Sierra Blas,
Escribir en campana. Cartas de soldados desde el frente, «Cultura Escrita & Sociedad», vol. 4,
2007, pp. 95-116.
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batalla, la retaguardia fue también testigo del nacimiento de escuelas y lugares
en los que la poblacién civil podia adquirir los conocimientos necesarios para
saber defenderse con un ldpiz y un papel.

Es en este contexto en el que se sitia la documentacion analizada en el presente
articulo®. Se trata de dieciocho dictados conservados en el Centro Documental
de la Memoria Histérica de Salamanca (CDMH)’. Estos documentos muestran
el ejercicio escolar del dictado, concretamente se trata de tres textos diferentes
que fueron dictados a los alumnos quiénes los realizaron con mayor o peor
correccion. La temdtica de los mismos estd altamente politizada, algo normal si
tenemos en cuenta que su procedencia es de las Juventudes Socialistas Unificadas
de Santander y que por sus caracteristicas podemos fecharlos entre el afio 1936-
1937 preludio e inicio de la Guerra Civil y momento, por tanto, en el que las
consignas politicas empezaban a formar parte del acervo diario de escuelas,
universidades y de la vida cotidiana de los ciudadanos de a pie.

Losdictadosse han conservado como consecuencia del interés que despertaban
estos documentos que podian ser usados como pruebas recriminatorias para
fines represivos, como se detallard mas adelante. Nos muestran las diferentes
capacidades graficas de sus autores que son en total 16, de los cuales 3 son
mujeres. Gracias a su andlisis pormenorizado podemos obtener valiosa
informacién sobre como se desarrollaban las practicas de escritura dentro de un
contexto pre-bélico o bélico, los usos que les daban a las mismas y la relacion
que existia entre el individuo y la escritura. Indagar en estos aspectos es uno
de nuestros objetivos principales y para ello hemos dividido el articulo en dos
grandes bloques.

En primer lugar, nos aproximaremos al tipo de centro en el que fueron
realizados estos dictados. Sus caracteristicas, composiciéon y temadtica, nos
indican que fueron utilizados para la educacion de adultos. Por este motivo,
indagaremos en las practicas de educacion popular que se llevaron a cabo
durante la II Republica, atendiendo a las distintas experiencias educativas, al
por qué se realizaban y a los fines que perseguian. Ademads, haremos un breve
recorrido sobre tres de las acciones mds importantes llevadas a cabo por la
Republica para conseguir este fin: la creacion de las Misiones Pedagogicas, el
auge de las Casas del Pueblo y el proceso de socializacion del libro y de la lectura
con la aparicién de numerosas bibliotecas publicas y populares. Finalmente,
ya que tenemos la suerte de conocer la organizacion dentro de la cual fueron
producidos estos ejercicios, se realizard un repaso a la accion educativa llevada

4 Este trabajo se enmarca en el Proyecto Cultura escrita y memoria popular: Tipologias,
funciones y politicas de conservacion (Ref. HAR2011-25944). Quiero agradecer a A. Castillo
Gomez y V. Sierra Blas sus apreciaciones e indicaciones que han servido para enriquecer el
presente estudio.

5 CDMH, Fondo Politico-Social, Santander, Serie D, JSU de Santander. Federacion Provincial
Montaiiesa. Caja 26, expediente 5, documentos de 1 a 18. (Para citar los dictados se abreviara de
la siguiente forma: CDMH. Fondo PS, Santander, serie D, 26/5, n° doc.).
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a cabo por las Juventudes Socialistas Unificadas (JSU) relacionando las mismas
con el contenido de los propios dictados.

En segundo lugar, se descendera al propio andlisis de los dictados
comenzando por explicar la incidencia de esta prictica en escuelas y aulas. Tras
esto, se abordaran aspectos como la materialidad, las caracteristicas graficas
y lingiiisticas de los mismos. Este apartado resulta revelador puesto que tanto
en la Historia de la Educacion como en la Historia de la Cultura Escrita,
disciplina dentro de la cual se enmarca este trabajo, no se han realizado estudios
suficientes sobre esta tipologia, algo que puede resultar muy interesante puesto
que no s6lo nos habla de los diferentes grados de alfabetismo de sus autores
sino que también nos muestra como se produce el proceso de aprendizaje
de la escritura. A través del estudio de estos dictados podemos saber cuales
eran los problemas lingliisticos y graficos mas usuales, a la vez que podemos
averiguar qué instrumentos de escritura eran los mas adecuados para iniciarse
en el mundo de lo escrito. También, prestaremos atencion a la historia de su
produccion, a sus caracteristicas formales, asi como al uso social que se dio a la
escritura durante dicho periodo®.

1. Dos objetivos: la educacion popular y la formacion politica

1.1. La educacion popular

El interés que puso la II Reptblica en la educaciéon popular es algo que ya ha
sido mencionado anteriormente y a lo que se han dedicado muchas paginas de
nuestra historiografia. Por tanto, en este breve apartado tan solo destacaremos
algunas de las medidas mas significativas llevadas a cabo por el gobierno
republicano para conseguir tal fin, concretamente tres: las Misiones Pedagogicas,
la revalorizacion de las Casas del Pueblo y el proceso de socializacion del libro.
Todas fueron impulsadas en la primera etapa de la politica educativa de la
IT Republica, la que ha sido denominada como: Bienio azaiista (1931-1933),
periodo que se caracterizé por llevar a cabo la mayor parte de las reformas’.

La creacion de las Misiones Pedagdgicas supuso un importante estimulo
para la educacion popular espafola, sobre todo para acercar la cultura a los
ambitos rurales donde se encontraban los indices mas altos de analfabetismo.
Procuraban fomentar la cultura general creando bibliotecas populares y
organizando distintas actividades de indole cultural que llamaran la atencion

6 A. Petrucci, La ciencia de la escritura. Primera leccion de Paleografia, Buenos Aires, Fondo
de Cultura Econémica, 2002, pp. 7-8.

7 A. Vifao Frago, Escuela para todos. Educacion y modernidad en la Espania del siglo XX,
Madrid, Marcial Pons Historia, 2004, pp. 36-38.
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de la gente mas humilde. Ademas llevaron a cabo una importante labor de
orientaciéon pedagodgica en los pueblos que visitaban para lo que iban a las
escuelas de los mismos y realizaban cursillos de perfeccionamiento para
maestros. Todo esto lo realizaban sin olvidar su fin principal que no era otro
sino formar ciudadanos dentro de los principios democraticos®. El inicio de la
Guerra Civil fren6 la labor que venian realizando las Misiones. A principios
del afio 1937 el Comité Nacional Provisional de Cultura Popular fue sustituido
por las Milicias de la Cultura que continuaron la lucha contra el analfabetismo
tanto en el campo de batalla como en la retaguardia®.

Otro intento para acercar la cultura a los sectores populares de la
sociedad espafiola fue la revalorizacion de las Casas del Pueblo, que actuaron
como agentes socializadores sirviendo como lugar de encuentro social y
esparcimiento. Estos «templos de la clase obrera» se convirtieron en focos de
formacién y concienciacion politica. Ademas, tenian una clara preocupacion
cultural, destinada a combatir la ignorancia entre los trabajadores. La mayoria
ofrecia numerosos servicios a sus asociados: practicar algiin deporte, servicio
de economato, cooperativas, farmacias, mutuas, consultorios médicos y
dispensarios para aquellos que no podian acceder a los organismos privados'.

Definitivamente, tanto las Casas del Pueblo como los Centros Obreros
fueron una forma mas de extension informal de la educacién, haciéndola
llegar a aquellos que quizas no podian acceder a ella de otra forma. Para esto
fueron decisivas las bibliotecas que poseian y ponian al disfrute de todos los
trabajadores, algunas, como la de la Casa del Pueblo de Madrid, contaba con
un servicio de préstamo circulante por el que los lectores interesados podian
llevarse los libros a su casa y disfrutarlos en los escasos ratos de ocio. Estas
bibliotecas poseian también una hemeroteca que era muy frecuentada por los
socios!!.

Este ultimo servicio de las Casas del Pueblo nos hace hilar con otro de los
objetivos perseguidos por la II Republica dentro de su paquete de reformas
educativas: la socializacion del libro. Para ello se crearon numerosas bibliotecas
publicas: desde las ya mencionadas de las Misiones Pedagdgicas o de las Casas
del Pueblo, hasta las itinerantes. Podemos afirmar que existié una verdadera
obsesién por acercar el libro al ciudadano de a pie'?. Con el propésito de

8 E. Otero Urtaza, Las Misiones Pedagdgicas. 1931-1936. Catdlogo de la Exposicion de las
Misiones Pedagogicas, Madrid, Residencia de Estudiantes. Sociedad Estatal de Conmemoraciones
Culturales, 2006, pp. 81-82.

9 Otero Urtaza, Las Misiones Pedagdgicas. 1931-1936. Catdlogo de la Exposicion de las
Misiones Pedagdgicas, cit., p. 103.

10 F. de Luis Martin, L. Arias Gonzalez, Las Casas del Pueblo socialistas en Esparia (1900-
1936), Barcelona, Ariel Historia, 1997, pp. 39-74.

11 N. Franco Fernandez, Catdlogo de la biblioteca de la Casa del Pueblo de Madrid (1908-
1939), Madrid, Consejeria de Educacién y Cultura, 1998, pp. 31-35.

12 Para més informacién sobre la preocupacion de la IT Republica por acercar el libro y la
cultura a los sectores populares véase L. Garcia Ejarque, Historia de la lectura publica en Espana,
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conseguir este objetivo se cred la Junta de Intercambio y de Adquisicion de
Libros (21 de noviembre de 1931), que se ocupaba de ver donde se necesitaban
los libros y qué fondos se debian ampliar. Ademds aparecieron nuevas
editoriales, unidas a la multiplicacion de colecciones populares que dieron lugar
a las conocidas como «ediciones baratas» accesibles hasta para los bolsillos mas
modestos. Otros acontecimientos importantes fueron el inicio de la Feria del
libro de Madrid (23-29 de abril de 1933)!3, en un intento de conjugar lectura
y ocio, ofreciendo al publico las dltimas novedades editoriales mas baratas y
los recorridos realizados por el camion-libreria de la Agrupacion de Editores
Espanoles, que visitd muchos pueblos acercando la cultura al pueblo de forma
similar a lo que hicieron las Misiones Pedagégicas'*.

El proposito era llevar la educacion y la cultura a todos los rincones de
Espana con el objetivo ultimo de crear ciudadanos, no subditos, y de construir
la nueva democracia por medio de la educacién'’. Para conseguir este proyecto
se crearon 7,000 nuevas plazas de maestro y se revaloriz6 la figura del maestro
rural. Ademas, se realizaron numerosas campanas de alfabetizacion y se reforzo
la educacion de adultos, calificindola como ensefianza post-escolar con la triple
finalidad de ofrecer una formacién basica, permanente y profesional'®.

Hasta este momento hemos destacado los paquetes de reformas llevados a
cabo por el Estado. Pero, no debemos olvidar, que los proyectos de educacion
popular también se propulsaron desde organizaciones privadas, de hecho en
la propia definicion del término que ofrecen algunos estudiosos se especifica
que ésta debe estar dentro de la iniciativa privada. Asi Alejandro Tiana Ferrer
denomina educacion popular a «todas aquellas actuaciones emprendidas por
iniciativa privada que tienden a mejorar la formacion individual y colectiva
de las clases inferiores de la sociedad, sea en su primera edad o en la adulta,
con vistas a su alfabetizacion, a su capacitacion profesional o al aumento de su
cultura general»'”.

Gijon, Trea, 2000, pp. 184-214.

13 Sobre la Feria del libro en Madrid remito a F. Cendadn Pazos, Historia de la Feria del libro
de Madrid (1933-1986), Madrid, Cadmara de Comercio e Industria de Madrid, 1987, pp. 7-16.

14 Estos datos han sido extraidos de A. Martinez Rus, La politica del libro y las ferias del libro
de Madrid (1901-1936), «Cuadernos de Historia Contemporanea», vol. 25, 2003, pp. 226 y ss.;
y, de la misma autora, La politica del libro durante la 11 Repiiblica: socializacion de la lectura,
Gijon, Trea, 2003, pp. 21 y ss.

15 Ana Martinez Rus, La politica del libro vy las ferias del libro de Madrid (1901-1936), cit.,
pp. 25-26. Para conocer la evolucion posterior de la politica del libro durante el Franquismo véase
A. Martinez Rus, La persecucion del libro. Hogueras, infiernos y buenas lecturas (1936-1951),
Gijon, Trea, 2014.

16 P.L. Moreno Martinez, Educacién Popular en la II Repiblica espanola. Carmen Conde,
Antonio Oliver y la universidad popular de Cartagena, Madrid, Biblioteca Nueva Cartagena,
Universidad Popular de Cartagena, 2009, pp. 25-28.

17 Definicion recogida en J.M. Hernandez Diaz, F. de Luis Martin, La escuela y la educacion
popular en la Esparia de principios del siglo XX, Madrid, Comisaria de Espafia, Expo Lisboa 98,
1998, p. 246.
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Siguiendo a José Maria Herndndez Diaz y Francisco de Luis Martin
destacamos tres de las corrientes de la educacion popular. La primera es la
reformista social, que fue llevada a cabo por los sectores liberales reformistas;
la segunda, la catdlica social, realizada por los grupos catélicos que se
separaban del integrismo, como por ejemplo determinadas 6rdenes que estaban
especialmente vinculadas a la educacion (escolapios, hermanos de las escuelas
cristianas) y circulos catolicos de obreros (todo ello promovido a través de la
Enciclica Rerum Novarum de Leon XIII, 1891); la tercera y ultima, la ligada
al movimiento obrero y la educacién militante!®. Es ésta ultima la que mds nos
interesa puesto que los dictados analizados son fruto de la misma.

El proyecto educativo socialista y el anarquista fueron muy similares:
educacion para adultos, red de centros de formacion profesional, educacion de
los hijos de los trabajadores socialistas (centros de obreros y Casas del Pueblo),
experiencias en el ambito cultural y artistico, bibliotecas, etc.!” Hacer un balance
de lo que realizaron ambos se saldria de los parametros que nos hemos fijado
para este trabajo, pero si queremos destacar la labor que hicieron las Juventudes
Socialistas Unificadas (JSU) desde su creacion en marzo de 1936, fruto de la
fusion entre la Union de las Juventudes Comunistas Espafiolas (UJCE) y las
Juventudes Socialistas (JJSS). Esta unidad vino precedida por el esfuerzo de
muchos teéricos marxistas que incidieron sobre la necesidad de esa coalicion,
como por ejemplo Jorge Dimitrov?’, quien defendi6 esta idea en el Congreso de
la Internacional Comunista celebrado del 25 de julio al 21 de agosto de 1935 en
Moscu?!.

Dentro de los distintos propdsitos que perseguia dicha organizacion estaba el
interés puesto en «la educacion y la cultura, entendidas como formacion politica
y capacitacién técnica y militar»2? y desempefiadas como tareas revolucionarias.
La accion formativa que llevaron a cabo se desarrollé en numerosos lugares: el
ejército, las ciudades y el campo fueron testigos de la misma. Empezaremos por
el ejército, dentro del mismo hubo dos instancias fundamentales que funcionaron
durante la Guerra: los Clubes de educacion y los Hogares del soldado. Uno de

18 Herndndez Diaz, de Luis Martin, La escuela y la educacion popular en la Espaiia de
principios del siglo XX, cit., pp. 247-262.

19 Ibid.

20 Jorge Dimitrov (1882-1949) fue un importante lider del Partido Comunista de Bulgaria,
desempefio el cargo de Secretario General de la Internacional Comunista desde 1935 a 1943, asi
como fue miembro del soviet supremo (1937-1945). Ademds fue jefe de gobierno de la Republica
Popular Bilgara (1946-1949). Para mds informacion véase J. Dimitrov, Obras escogidas, Madrid,
Akal, 1977.

21 .M. Ferndndez Soria, Juventud, ideologia y educacion. El compromiso educativo de las
Juventudes Socialistas Unificadas, Valencia, Universidad de Valencia, 1992, p. 13. Para ampliar
la informacién sobre el proceso de unificaciéon remito a A. Elorza, M. Bizcarrondo, Queridos
Camaradas. La Internacional Comunista y Esparia. 1919-1939, Barcelona, Planeta, 1999, pp.
270-279.

22 Fernandez Soria, Juventud, ideologia y educacion. El compromiso educativo de las
Juventudes Socialistas Unificadas, cit., p. 100.
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sus objetivos principales era la eliminacion del analfabetismo (de ahi lemas tan
conocidos como el famoso: «Ni un solo analfabeto en la J.5.U»), pues ésta era una
idea base de su programa politico, pensaban que liquidando el analfabetismo y
elevando el nivel cultural de los soldados éstos entenderian mejor las razones de
la guerra y de esta forma tendrian mas claros sus deberes dentro de la misma??.
En el dmbito urbano, las JSU tuvieron mucha relevancia sobre todo en
los circulos en torno a las fabricas. Quisieron llevar a las mismas numerosas
actividades culturales y propagandisticas. En su labor educativa también
quisieron erradicar el analfabetismo en el campo y, de este modo, intentar que
sus ideas politicas llegaran a los campesinos. Las instituciones que tuvieron mas
importancia en este contexto fueron las Casas de la Juventud Campesina. El
frente, el campo y la ciudad...Cualquier escenario era valido para acercarse
a la juventud, ofrecerle cultura, libros, conocimiento, ideas. Si bien es cierto
que aprovechaban esta aproximacion para inculcar sus ideas politicas, no lo es
menos que la labor educativa que realizaron fue meritoria®*. De dicha labor se
beneficiaron los 16 autores de los dictados que analizaremos a continuacion.

1.2. La formacion politica: El contenido de los dictados

Si observamos la tematica que siguen los dictados analizados vemos como
tratan principalmente de reivindicaciones politicas, hazafas de grandes personajes
del partido y consignas generales del mismo. Esto nos indica la clara intencién de
adoctrinamiento por parte de estas escuelas, algo que es normal puesto que son
ensefianzas que parten del propio partido y, por tanto, tratan de educar dentro
de los valores defendidos por el mismo. En los tres ejercicios se nos muestran
consignas claves de las JSU, lemas que interesaba que los jovenes conocieran y
qué mejor forma de ensefarles a leer y a escribir que valiéndose de textos que a la
vez les servian como ejemplo de comportamiento y de moral socialista.

Los dictados contienen tres textos diferentes. El primero de ellos nos habla
de uno de los grandes personajes del comunismo, que ya ha sido citado, Jorge
Dimitrov, el ide6logo que insisti6 en la fundacion de las JSU. La organizacion
no olvidé esta hazafa y por ello se esforzaban en que los jovenes supieran de su
existencia y de la importancia que habia tenido. Aunque muchos no supieran
escribir bien su nombre si que copiaron y aprendieron los lemas que figuraban
en torno a su persona: «El camarada Jorge Dimitrof [sic], el glorioso timonel de
la I.C., indica a toda la humanidad el camino para librarse del fascismo, de la

23 Ibid., p. 128.
24 J.M. Fernandez Soria, Educacion, socializacion y legitimacion politica. Espania 1937-1970,
Valencia, Tirant lo Blanch, 1998, pp. 53 y ss.
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guerra, del hambre y de la miseria»?’. En total hay 11 ejercicios que reproducen
este texto.

El segundo nos muestra otro de los lemas principales de la JSU para conseguir
adeptos: su preocupacion por los problemas juveniles pues pensaban que era
su obligacion conocerlos para poder saber como llegar hasta ellos y obtener
un nimero mayor de militantes. Es curioso que en este dictado se introduce
y recomienda la lectura de una obra que, por la referencia que da, puede ser
el informe que present6 Jorge Dimitrov ante el VII Congreso Mundial de la
Internacional Comunista®®, celebrado el 2 de agosto de 1935, en dicho informe
hablaba de cudles eran las medidas que debia adoptar la clase trabajadora para
plantarle cara al fascismo y, como decia anteriormente fue el inicio de las JSU:
«Tan solo nos guia el proposito de ensalzar entre los jovenes una publicacion
que por su contenido merece ser estimada y estudiada. Estimada porque su
contenido hizo posible en nuestro pais la unificacién de jovenes comunistas y
socialistas»2’. Son dos los dictados que aparecen con este texto.

El ultimo ejercicio, copiado en cinco ocasiones, también comparte estas
consignas. Se trata de un texto que relata la experiencia de un joven que se ha
quedado sin trabajo por cumplir el servicio militar. En él aparecen de nuevo las
ideas del partido, ademas de una dura critica al fascismo: «Asi es el fascismo. Al
obrero parado le promete trabajo; al joven campesino la tierra, a la muchacha,
una vida y un hogar feliz. A todos promete felicidad pero el fascimo no da mas
que hambre, miseria y guerra»8.

En los tres modelos hemos observado como la temaética esta fuertemente
influida por la doctrina politica. Algo que también sucedié en las cartillas
de caligrafia escolares que surgieron durante el desarrollo de la contienda.
Ejemplos de ello fueron: la Cartilla escolar antifascista y la edicion del manual
El nifio republicano de 1932, escrito por Joaquin Seré Sabaté?”. En la primera
combinaban ejercicios de copia, con pequenas frases que contenian sentencias
politicas, y, finalmente, se afiadia una ilustracion que mostraba los valores
republicanos y lanzaba mensajes propios de tiempos de guerra. El método de
aprendizaje llevado a cabo era muy similar al de los dictados elaborados por las
JSU, consistia en utilizar los textos con dos finalidades claras: la primera era la
ensefianza de primeras letras a los soldados y a la poblacion que se encontraba

25 CDMH, Fondo PS, Santander, serie D, 26/5 n° 10.

26 ]. Dimitrov, La ofensiva del fascismo vy las tareas de la Internacional en la lucha por la
unidad de la clase obrera contra el fascismo, en J. Dimitrov, Obras Completas, Editorial del
PCB, 1954. Recurso digital: Marxist Internet archive, 2001, <http://www.marxists.org/espanol/
dimitrov/1935.htm> (altimo acceso: 1 de octubre de 2014).

27 CDMH, Fondo PS, Santander, serie D, 26/5 n° 11.

28 CDMH. Fondo PS, Santander, serie D, 26/5 n° 4. En esta cita y en la anterior han sido
corregidas las faltas de ortografia que presentaba el original.

29 Datos e imagen extraidos de la Biblioteca virtual MANES (dltimo acceso: 7 de octubre
de 2014) <http://www.uned.es/manesvirtual/BibliotecaManes/EscritLec/Esc1931_39/CarAnt/
CarAntAA.htm>.
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Ha, he, hi, ho, hu, re. mos, na. Es, VENCEREMOS AL FASCISMO
Ha, be, i, ho A, he, mos, ma, &,
R . Ven-ce-re-mos al Sfas-cis-mo
As, Is, Os, Us, pa, na, ne, fe, fa, fi,
s, s, Og, Us, fras Tier, Tie, ‘.J&', u,{".iﬂ fo, € o m [
fo, fu, lir, lar, lur Vmoe o m b E s
for fu, fiv, tan, tur :

Hacer. hago, haces, hagamos, haréis, hacian, hecho,
Hacer, Rago: haces, hagamos, Aaked, Raciam, Aecho:

hacemos, haber, hiena, hierro, honda, hospital,
Homernc, alahs Wiara, ihisin: Fominiden. Kothitinds

huelga. Esteban, Ismael, fo leroz
Auclga, Cotabary, dimast, r{«xl.:_ fusit, forcg

Nuestros combatientes luchan

Nuestros combulientes Lfucham

como héroes
CoTTLe f';»ftws.d

Pic. 1. Cartilla escolar antifascista [MANES-UNED].

en la retaguardia; la segunda, era usar para esa ensefianza textos con consignas
politicas, ya que para aprender las normas ortograficas o la caligrafia debian
copiar varias veces estos textos y de esta forma interiorizaban estas consignas
que quedaban grabadas en su memoria. De esta forma no sélo les instruian en
las primeras letras sino que también formaban su conciencia politica (Pic. 1).

Sucede algo similar con el resto de publicaciones que se utilizaron para la
ensefianza de primeras letras durante el desarrollo de la contienda, tales como:
Ni un solo analfabeto en el Ejército Popular, la Cartilla del combatiente del
Socorro Rojo Internacional o la titulada Clases de analfabetos. Algunas
orientaciones metodoldgicas. De igual forma también podemos observar este
afan adoctrinador en los manuales epistolares que se realizaron especificamente
para los soldados que estaban en el frente. Estos manuales ofrecian consejos
y modelos de cartas que los combatientes usaban para la redaccion de su
correspondencia, todos estaban impregnados de consignas politicas. Algunos
de ellos fueron: El perfecto Manual del Soldado (Modelos para escribir cartas),
Epistolario del frente: Espiritu de los soldados de Cristo y Espaiia...>°.

Asi pues, la educacion popular que ya habia adquirido una importancia
relevante durante la II Republica, continué durante los afios de la Guerra Civil.

30 A. Castillo Gémez, V. Sierra Blas, Si mi pluma valiera tu pistola. Adquisicion y usos de la
escritura en los frentes republicanos durante la Guerra Civil espaiola, «Ayer», vol. 67, n. 1, 2007,
pp- 188-189. Para mds informacién sobre los manuales epistolares para soldados remito a V. Sierra
Blas, La guerra en el tintero. Manuales epistolares para soldados, «Pliegos de Bibliofilia», vol. 21,
2003, pp. 15-38.
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Son muchos los méritos que debemos
reconocer a la politica republicana en
lo referente a la educacion: dot6 a la
cultura de un caracter popular, concibio
la educacion como un derecho humano
y social, democratiz6 la ensefianza y
los bienes culturales. Pero no debemos
olvidar que todo este programa estaba
vinculado también a una estrategia
de adoctrinamiento ideolégico. Son
muchos los autores que nos hablan de
esta politizacion de la ensenanza (que
serd aun mayor durante la contienda

bélica). Asi, Juan Manuel Fernindez | = ' [EE“[IAE
Soria entiende la educaciéon como :

un instrumento politico, como un -1 E“EHM
medio para asentar la democracia protyeeigto-d-F
recién conquistada®’. Mientras que | & T PO

la profesora Verdnica Sierra Blas — ERETTT
afirma que la guerra inund6 cada Pic. 2. Cartel realizado por Babiano para
espacio escolar, tanto los fisicos (aulas, Ilas JSU. Sin fecha [Fundacién Pablo Iglesias,
maestros en el frente y represaliados, Alcald de Henares, Madrid].
muros llenos de mapas con el desarrollo
de la contienda...) como los propios contenidos de las lecciones escolares, las
actividades y los materiales del aula’2.

Tal y como hemos visto con los dictados producidos dentro de las JSU
o la cartilla antifascista, durante el desarrollo del conflicto la educacion fue
entendida como un arma mads para luchar contra el enemigo. Podemos decir
que la ensefianza se convirtié en un instrumento ideoldgico, adquiriendo un
caracter revolucionario®®. Esto estuvo mas acentuado dentro de los propios
partidos politicos, como socialistas y anarquistas, que pensaban que para
el triunfo de sus ideas era necesaria la educacion del proletariado®*. Asi lo
demuestra el cartel que se reproduce a continuacion, realizado por Babiano
para las JSU, y que contiene un mensaje claro: «Las escuelas de guerra abren

31 Fernandez Soria, Educacion, socializacion vy legitimacién politica. Espaiia 1937-1970, cit.,
p. 24.

32 V. Sierra Blas, Palabras Huérfanas. Los ninios y la Guerra Civil, Madrid, Taurus, 2009,
pp. 51-57.

33 M. de Puelles Benitez, Educacion e ideologia en la Espaiia Contempordnea, Madrid, Tecnos,
1999, p. 290. El autor al realizar esta afirmacion recomienda la lectura del trabajo de M. Vazquez,
La reforma educativa en la zona republicana durante la guerra civil, «Revista de Educacion», vol.
240, n. 1, pp. 60-72.

34 J. M. Hernandez Diaz, F. de Luis Martin, La escuela y la educacién popular en la Esparia de
principios del siglo XX, Madrid, Comisaria de Espafia, Expo Lisboa 98, 1998, p. 258.



48 GUADALUPE ADAMEZ CASTRO

paso a la juventud combatiente para puestos mas decisivos» (Pic. 2)*°. Sentencia
que confirma que en tiempos de guerra, la educacién, la ensefianza, la cultura
se hicieron beligerantes3®.

2. Andlisis de los dictados: un ejemplo de escritura popular

2.1. Descripcion del fondo

Como ya se ha dicho anteriormente el fondo para este trabajo son 18
dictados custodiados en el CDMH, concretamente en la seccion Politico-Social
de Santander. El tnico dato que se conserva junto a la documentacion es la
procedencia del mismo: la Federacion Provincial Montafiesa, perteneciente a
las JSU de Santander. El motivo por el que estos documentos se encuentran
en dicho centro no es otro que la incautacién de los mismos tras la toma de
Santander (26 de agosto de 1937) por parte de los «equipos de recuperacion
de documentos» del ejército franquista quienes se encargaban de identificar,
recoger y enviar a la Oficina de Investigacion y Propaganda Anticomunista
(OIPA) toda aquella documentacion que pudiera ser utilizada en el futuro con
fines represivos. Por ello no es de extrafiar que cuando éstos se encontraron
decidieran su conservacion, puesto que, aunque tan solo se tratara de meros
gjercicios escolares, podian convertirse en pruebas de adhesion a las ideas
comunistas y socialistas de sus autores®’. Sobre éstos es poco lo que podemos
decir ya que ninguna de las busquedas realizadas nos han permitido conocer mas
sobre su origen, su procedencia o su relacion con las JSU. Tan s6lo conservamos
sus nombres, que reproduzco a continuacion segun el orden de aparicion:
Cirilo Huertas, ¢Elias? Alisal Lopez, Aurelio Andreu, Teodoro Arbelaiz Iraola,

35 Cartel realizado por Babiano para las JSU, sin fecha. Fundacién Pablo Iglesias, Alcala de
Henares, Madrid. Ref. R1278.

36 Fernandez Soria, Educacion, socializacion vy legitimacién politica. Espaiia 1937-1970, cit.,
p. 96.

37 Nos resulta imposible reconstruir la azarosa e interesante historia de estos documentos y
de lo que hoy es el Centro Documental de la Memoria Histdrica, anterior secciéon Guerra Civil
del Archivo Histérico Nacional. Para mds informacion remitimos a J. Cruanyes, El papers de
Salamanca. L’espolié del patrimoni documental de Catalunya, Barcelona, Edicions 62, 2003, pp.
15-65 y S. Michonneau, Les papiers de la guerre, la guerre des papiers. L’affaire des archives de
Salamanque, en P. Artiéres, A. Arnaud (coord.), Lieux d’archive. Una nouvelle cartographie de
la maison au musée, dossier monografico de la revista «Sociétés et Représentations», vol. 19,
20035, pp. 250-270. Sobre el archivo véase J. Garcia Quirdn, La Guerra Civil Espaiiola: fuentes
(Archivos, bibliografia y filmografia), Barcelona, Critica, 1985, pp. 116-120 y A. Gonzilez
Quintana, Fuentes para el estudio de la represion franquista en el Archivo Histdrico Nacional,
seccién Guerra Civil, «Espacio, Tiempo y Forma, Serie V, H* Contemporanea», vol. 7, 1994, pp.
479-508.
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Encarnacion Asensio, José Barril Blanco, Le6n Fernandez, R. Fernandez,
Domingo Gonzalez, Consuelo Herranz, J.M. Lépez, Fernando Manzanares,
Marcelino Orio, Pilar Oviedo, José Palacios y Angel Rejario®®. Los documentos
nos muestran los diferentes niveles de competencia grafica, algo tipico al tratarse
de personas que estan aprendiendo a escribir. Por ello podemos encontrar desde
dictados con numerosos errores lingiiisticos y ortograficos que presentan una
grafia irregular propia de la escritura popular, hasta ejercicios realizados por
personas que ya tienen un dominio de la escritura y se enfrentan al dictado sin
el menor problema.

2.2. El dictado como ejercicio escolar

Antes de continuar con el analisis de los ejercicios creo preciso abordar
algunos aspectos claves sobre la utilizacion de los dictados en las aulas, puesto
que éste ha sido una de las actividades escolares por excelencia®’. Los maestros
lo empleaban para mejorar la practica de la escritura de los alumnos, asi como
para obligarles a que adquirieran unas reglas ortograficas y gramaticales. Pero
no debemos olvidar que en ellos siempre habia un contenido de fondo, que los
maestros aprovechaban para profundizar sobre las lecciones impartidas, sobre
conceptos nuevos o incluso para introducir valores o ideas.

El dictado, tal y como lo conocemos hoy en dia, arranca con las reformas
educativas del siglo XIX. En ese momento se impone una nueva forma de
ensefiar basada en la lecto-escritura. Aunque todavia se concebian de forma
independiente, se intentaba relacionar ambas capacidades, buscando una forma
mas rapida de aprendizaje y fomentando una escritura mas simplificada, con un
trazo mas personal. En este proceso de cambio comenzaron a incluirse como
ejercicio clave los dictados: «La escuela ampliaba la nocion de aprendizaje
hasta incluir en ella progresivamente [...], el dictado e imposicion de las normas
ortograficas, la correspondencia epistolar y, con el tiempo, incluso la redaccion
o el breve texto libre»*’.

La importancia otorgada al dictado no quiere decir que no hubiera otras
actividades para reforzar y adquirir los conocimientos de la escritura. Los

38 CDMH. Fondo PS, Santander, serie D, 26/5, n° 1-18.

39 Un trabajo pionero en lo que al estudio de los dictados se refiere es el realizado por A.
Chervel, D. Manesse, La Dictée. Les francais et l'orthographe, Paris, Calmann-Lévy, 1989 y Id.,
Comparaison de deux ensembles de copies de dictees, 1873-1987. Methodologie et resultats,
Paris, INRP, 1989.

40 A. Vifiao Frago, La ensenianza de la lectura y la escritura: andlisis socio-histérico, «Anales
de documentacién», vol. 5, n. 1, 2002, p. 353. Un amplio estudio sobre este tema puede verse en
A. M. Chartier, Ensenar y a leer y escribir. Una aproximacién histérica, México, Fondo de cultura
econdémica, 2004.
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ejercicios habituales en clase quedaron reflejados en los cuadernos escolares de
los alumnos. Las profesoras Maria del Mar del Pozo y Sara Ramos Zamora han
analizado este nuevo material para la Historia de la Educacion. Sefialan cuatro
actividades presentes en los cuadernos: la copia, el dictado, la redaccién y la
composicion. Las dos primeras estaban relacionadas con la ensefianza de las
primeras letras, la mejora de la caligrafia, la adquisicion de normas ortograficas
y gramaticales; ambas incluian también mensajes moralizantes o éticos, y los
dictados, en numerosas ocasiones, eran aprovechados para realizar resimenes
de la leccion, en los que se incluian contenidos de las materias del curriculo.
Redacciones y composiciones estaban pensadas para alumnos que ya tenian el
hébito de escribir pues eran ejercicios mas complicados y también en los que el
discente podia expresarse libremente*!. Observamos, por tanto, que la practica
del dictado no estaba tan asociada a las competencias ortograficas (como es
el caso de Francia en el que la dificil ortografia francesa se fijaba a través de
la practica del dictado, tal y como han demostrado André Chervel y Daniéle
Manesse*?), sino que a través de estos ejercicios de escritura se pretendia reforzar
otras materias o incluso introducir comportamientos morales. Este rasgo ya lo
hemos apreciado en los dictados analizados puesto que por la temdtica de los
mismos se ve claramente que la persona que los redactaba, para la posterior
copia de los alumnos, no estaba interesada en el aprendizaje de las normas
ortograficas como podia ser el uso de la b o v o la utilizacion correcta de la
h puesto que de haber sido asi hubiera utilizado otras palabras con las que
explicar correctamente esas normas. En cambio los textos usados eran dificiles
composiciones que perseguian inculcar las consignas politicas afines al partido
encargado de impartir esas lecciones.

Durante la guerra también se usé este ejercicio escolar para transmitir
conocimientos practicos y conceptos que el soldado debia conocer. Asi lo
atestigua el estudio sobre los cuadernos de la 145® Brigada Mixta realizado por
Antonio Castillo Gomez y Verénica Sierra Blas. En estos cuadernos de ejercicios
de los milicianos los dictados contenian saberes propios para el avance de la
contienda o advertencias para los soldados: «De entre todos los ejercicios de
escritura relacionados con la formacion militar de los combatientes, tan sélo
observamos en los cuadernos diversos dictados dedicados a los gases de guerra
0 a los agresivos quimicos, cuyo objetivo claramente se dirigia a advertir a los
soldados como debian actuar en el caso de que fueran rociados con dichos
gases»*3.

41 M.M. del Pozo Andrés, S. Ramos Zamora, Prdcticas de escritura en los cuadernos escolares
esparioles (1920-1940), en J. Meda, D. Montino, R. Sani (edd.), School exercise books. A Complex
Source for a History of the Approach to Schooling and Education in 19% and 20" centuries,
Florencia, Polistampa, 2010, pp. 823-846, especialmente pp. 834 y ss.

42 Chervel, Manesse, La Dictée. Les francais et I'orthograpbhe, cit.; Id., Comparaison de deux
ensembles de copies de dictees, 1873-1987. Methodologie et resultats, cit.

43 Castillo Gémez, V. Sierra Blas, Si mi pluma valiera tu pistola. Adquisicion y usos de la
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2.3. Materialidad de los documentos

Los dictados fueron realizados sobre finas cuartillas de baja calidad. La
mayoria de ellos aparecen escritos con pluma y tinta negra (12), otros han sido
realizados a lapiz (4), seguramente porque aquellas personas que los hicieron
no disponian de dicha herramienta o no tenian la soltura suficiente como para
escribir con pluma. Esto se ve muy bien reflejado en aquellos dictados que se
han comenzado a redactar con pluma y ante la dificultad de su trazo se ha
abandonado este instrumento de escritura para continuar el ejercicio a lapiz
(2), como por ejemplo el ejercicio de Consuelo Herranz**. Ademas, es el tinico
dictado que aparece escrito en el verso y en el reverso de la cuartilla: esto se debe
a la mala distribucion de la escritura sobre el papel provocado por un médulo
de letra demasiado grande, propio de aquellas personas que estan aprendiendo
a escribir, y unas separaciones interlineales excesivas. Todo ello nos indica que
la autora no tenia un esquema mental previo que le ayudara a delimitar el
espacio de escritura.

En cuanto a la disposicion del texto, en general aparecen muchas
irregularidades. Podemos decir que no existe una norma general para la
distribucion del escrito. Para delimitar los margenes suelen utilizar el propio
borde del papel. En ocasiones, se deja un pequefio espacio al comienzo de
la escritura. En la mayor parte de los dictados no aparecen sangrias. Casi la
totalidad de los mismos estdn escritos en vertical, aunque tres estan apaisados.
Normalmente no se respetan unos margenes o un interlineado concreto, lo
que debemos relacionar con las competencias de escritura de cada individuo.
Observamos cémo algunos tienen margenes y la disposicion de los renglones
es ordenada y limpia, como por ejemplo en los trabajos de Encarnacion
Asensio, Leon Fernandez y Aurelio Andreu®’. En cambio, en otros vemos que
ha significado un gran esfuerzo para sus autores estructurar bien el espacio,
incluso apreciamos como hay renglones que aparecen torcidos o inclinados (el
papel no era pautado lo que podia haber ayudado a la hora de escribir o colocar
la escritura): José Maria Lopez, José Barril Blanco, Fernando Manzanares*®.

Parece ser que la persona que dictd estos ejercicios no proporciond unas
normas previas para su realizacion. Es decir, vemos como hay dictados escritos
en vertical en la hoja y otros aparecen apaisados, como algunos guardan una
separacion entre linea y linea y unos ciertos margenes y otros no. Las personas
que realizaron esta actividad se limitaron a copiar lo que decia el profesor,
sin recibir unos consejos anticipados sobre como debian empezar a escribir, el
lugar que debian ocupar las lineas, las sangrias, los margenes, etc. Este puede

escritura en los frentes republicanos durante la Guerra Civil espariola, cit., p. 201.
44 CDMH. Fondo PS, Santander, serie D, 26/5 n°® 12.
45 CDMH. Fondo PS, Santander, serie D, 26/5 n° 6-9-4
46 CDMH. Fondo PS, Santander, serie D, 26/5 n°® 13-7-14.
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ser un rasgo distintivo de la educacion para adultos, de manera que en este tipo
de instruccién la compaginacion tal vez no era tan importante; mientras que
en la ensefianza de primeras letras para nifos si es relevante hablarles de unas
normas que regularizaran su escritura, lo que conllevaba la ensefianza de una
disciplina y de un orden. Asi al observar trabajos escolares de nifios se aprecia
como se valora la pulcritud y la armonia de los mismos; ensefiar las normas,
las pautas y las prohibiciones de la escritura también significa ensefiar unas
pautas de comportamiento y de conducta social, el nifio debe acatar las normas
impuestas tanto para su vida diaria como para la realizaciéon de cualquier
ejercicio escolar?’.

2.4. Analisis grdfico-lingiiistico

Los dictados que analizamos en este trabajo son una muestra mas de lo que
se ha denominado como «escritura popular»*%. Teodoro, Encarnacién, José,
Leén, Domingo, Fernando, y demas autores de estos ejercicios no tenian todavia
desarrollada la habilidad necesaria para escribir con correccion, o lo que es lo
mismo, no estaban plenamente alfabetizados. Por tanto podemos deducir que
con la realizacion de esta actividad escolar buscaban mejorar su caligrafia o
su ortografia. Resumiendo, los autores de los dictados realizaron los mismos
como forma de avanzar en su aprendizaje de lecto-escritura, la cual, en algunos
casos, tal y como veremos mas adelante, era muy deficiente.

Gracias a la conservacion de estos dictados podemos observar de primera
mano un proceso de adquisicion grafica. En dicho proceso los autores, aunque
principiantes, se encontraban en una fase avanzada puesto que ya eran capaces
de escribir con mayor o menor acierto. Al inicio de éste los futuros escribientes
tan s6lo se pueden conformar con dibujar las letras que ven, reproducir los
signos en un papel sin conocer apenas su significado. Segun pasa el tiempo y
la practica, empiezan a ser capaces de asociar cada letra con su sonido, con
su significado, es entonces cuando pueden componer sus propios escritos. El
proceso de adquisicion grafica es muy parecido en nifios y adultos, ya que

47 A. Vifiao Frago, Los cuadernos escolares como fuente bistérica: aspectos metodoldgicos e
historiogrdficos, «Annali di Storia dell’'Educazione e delle Istituzione Scolastiche», vol. 13, n. 1,
2006, pp. 27-28.

48 Existe una amplia produccién cientifica en torno a la escritura popular, si bien bastara con
citar aqui como aproximacion al tema algunas de las contribuciones espafiolas que han tenido
mayor repercusion cientifica. Véase A. Castillo Gémez (ed.), Cultura escrita y clases subalternas:
una mirada espanola, Sendoa, Oiartzun, 2001; Id. (ed.), La conquista del alfabeto. Escritura y
clases populares, Gijon, Trea, 2002. Algunas contribuciones sobre distintos ejemplos de escritura
popular en Edad Contemporanea pueden verse en M. Lyons (ed.), Ordinary Writing, Personal
Narratives: Writing practices in XIX" and early XX" century Europe, Berna, Peterlang, 2007.
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a pesar de las diferencias muchas caracteristicas del proceso formativo en
primeras letras de los nifios pueden extrapolarse a los adultos. Para analizarlas
vamos a seguir el estudio realizado por Emilia Ferreiro y Ana Teberosky quiénes
analizaron el proceso de adquisiciéon de lengua escrita en nifios*’, investigacion
que mas tarde aplicé a su Tesis Doctoral, con excelentes resultados, la profesora
Veroénica Sierra Blas®°.

Estas autoras defienden que el conocimiento de lo escrito comienza antes
de que la escuela lo ensefie, es decir, los nifios ya tienen destrezas lingiiisticas
previas a su experiencia educativa. Este aspecto se correlaciona muy bien con la
educacion de adultos. Obviamente muchos de los individuos que realizaron los
trabajos que nos ocupan ya habian tenido contactos anteriores con la escritura
en algin momento de su vida. La mayoria conocian las letras y el lenguaje,
aunque desconocian las reglas basicas de la lengua escrita (uso de mayusculas,
puntuacion, ortografia), por eso observamos tantos errores en estos apartados.
Una de las mayores dificultades para los adultos que tienen una educacion
tardia es transponer su lengua hablada a la lengua escrita, quedando en muchas
ocasiones rastros de oralidad en sus escritos.

La segunda tesis de las autoras es que en este momento del aprendizaje los
nifios intentan comprender el lenguaje que les rodea y para ello formulan sus
propias hipdtesis, creando su propia gramatica. Esto también se ve reflejado en
los dictados analizados, en los que aparecen errores que son, en realidad, simbolo
de avances. Por ejemplo, en el dictado realizado por Fernando Manzanares se
acentua la palabra intrépio (intrépido) aunque estd aparece mal escrita puesto
que el autor se ha comido la -d- final’'. En este caso es mas importante el uso
del acento que el error consiguiente, ya que demuestra una interiorizacion de
las normas ortograficas.

En cuanto a las diferencias en la adquisicion de la Cultura Escrita de los
nifios y de los adultos, la mds significativa quizds sea el distinto tiempo que
necesitan para aprender. Los nifios tardan mas que los adultos en adquirir
ciertas habilidades, por ello algunas fases que en los nifios duran un par de
anos en los adultos pueden estar resueltas en un par de meses. Esto es debido
a factores fisiologicos, como pueden ser: la maduracion general del sistema
nervioso, el desarrollo psicomotor, los ejercicios de habilidad digital, etc.’?

49 Para una mejor comprension de estos temas remito directamente a su obra E. Ferreiro, A.
Teberosky, Los sistemas de escritura en el desarrollo del nifio (1979), Buenos Aires, Siglo XXI
editores, 1979.

50 V. Sierra Blas, Letras huérfanas. Cultura escrita y exilio infantil en la Guerra Civil
espariola, Tesis en Historia, Facultad de Filosofia y Letras, Universidad de Alcald, AA. 2008-
2009, pp. 544-551.

5t CDMH. Fondo PS, Santander, serie D, 26/5, n° 14.

52 J.de Ajuriaguerra et al., La escritura del nifio. La evolucion de la escritura y sus dificultades,
Barcelona, Laia, 1980, pp. 29-31.
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incluso, fueran dictados por la misma
persona. La caracteristica mas relevante
de todos ellos, anunciada anteriormente,
es que son excelentes testimonios de la
«escritura  popular». Lo observamos
en los problemas graficos que aparecen
en estos ejercicios. Siguiendo las
caracteristicas  ofrecidas por Rita
Marquilhas en su trabajado pionero
sobre los escribientes populares o maos
inabis*> podemos sefialar cudles son las
peculiaridades que cita la autora y que se
repiten en los ejercicios analizados. Para
ello tomaremos como ejemplo uno de
los dictados, realizado por alguien que
estaba dando los primeros pasos en su
aprendizaje grafico. Se trata del dictado
de Fernando Manzanares, que reproducimos a continuaciéon’*.

No hace falta hacer un estudio exhaustivo del ejercicio para poder ver cuales
son los errores mas significativos del mismo. La ausencia de cursus en la grafia
es notable, las letras son realizadas con esfuerzo, en muchas ocasiones podemos
decir que el autor todavia no ha interiorizado del todo el significado de las
mismas y las dibuja a duras penas lo que provoca que aparezcan separadas unas
de otras sin las correspondientes ligaduras. El trazado de las mismas es muy
inseguro por ello podemos observar la rigidez y la falta de cohesion. La escasa
firmeza del trazo es un rasgo mas que nos habla de una escritura realizada por
un escribiente poco ejercitado. Otra de las caracteristicas comunes dentro de
los escritos de este tipo es el uso de un médulo grande provocado porque la
letra se realiza de una forma forzada y costosa. La tendencia descendente de las
lineas es debido a la ausencia de linealidad en el conjunto del ejercicio lo que
nos indica la incapacidad del autor para seguir un esquema mental previo. Esto
afecta también a la disposicion textual que es desproporcionada, normalmente
sin margenes y si aparecen suelen ser irregulares.

st

Pic. 3. Dictado de Fernando Manzanares
[CDMH-Salamancal].

53 R. Marquilhas, A faculdade das Letras. Lectura e escrita em Portugal no séc. X VII, Lisboa,
Imprensa Nacional-Casa da Moeda, 2000, pp. 238-242. Las caracteristicas que se explican a
continuacion y que se aplican a los dictados analizados han sido extraidas de este trabajo.

54 CDMH Fondo PS, Santander, serie D, 26/5, n° 14.
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A simple vista estos son los errores que mds nos pueden llamar la atencion
dentro del dictado de Fernando Manzanares, pero si descendemos un poco mas
y nos fijamos en la ortografia o los errores lingiiisticos encontramos mas faltas,
muchas ya han sido sefialadas en otros estudios, como por ejemplo el realizado
por Attilio Bartoli sobre la escritura popular, aunque el idioma que analiza
este autor es el italiano podemos servirnos de algunas de las caracteristicas
que anuncia y que también percibimos en nuestra propia lengua’®. Uno de
ellos es producido por uno de los problemas ya mencionados: la dificultad
para diferenciar la lengua oral de la escrita, fruto de ello es la incorrecta
segmentacion de las palabras puesto que se tiende a reproducir la oralidad.
Volviendo al dictado de Fernando Manzanares podemos leer: ala juventud,
con portamiento, paralibrarse, lamiseria... Este error es comun en las personas
que estan aprendiendo a escribir, sobre todo en los articulos del nombre y
las preposiciones que se tienden a unir con los nombres y los verbos’®. Es un
fallo que se produce tanto en nifios como en adultos, como bien apuntaba la
profesora Veronica Sierra Blas:

Ausencia de conocimiento de las segmentaciones convencionales, lo que provoca que esta
caracteristica de la separacion errénea se ligue tnica y exclusivamente al nivel de aprendizaje
en que el nifio o nifia que escribe se encuentra, un nivel en el que todavia no ha comprendido
los usos estandares de la segmentacion de las palabras, como le ocurriria a cualquier adulto
analfabeto o semianalfabeto con una escasa competencia de escritura®’.

No todos los ejercicios se encuentran en la misma fase del proceso de
aprendizaje grafico. Por ello, no todos presentan tantas dificultades para su
realizacion como el citado anteriormente de Fernando Manzanares. Hay
algunos en los que la escritura ya alcanzado un cierto nivel de madurez aunque
siguen presentando algunos problemas, como la tendencia descendente o la
dificultad para seguir un pautado mental, aunque ya aparecen margenes. En
cuanto a la grafia disminuye de tamafo, volviéndose mas personal y aparecen
las primeras ligaduras de las letras. Incluso en algunos podemos apreciar cierta
inclinacién previa a la cursividad. Estos rasgos los observamos en el dictado
de Leon Fernandez, vemos como se ha seguido un pautado mental guardando
margenes y espacios interlineales, en cambio las faltas de ortografia aparecen
con frecuencia siendo las mas repetidas las que implican el uso de la b/v y el de
la -h-, tales como: bibir, tube, vuscarme, trabajo, hablar, joben, ogar’®.

55 A. Bartoli Langeli, La scrittura dell‘italiano, Bologna, il Mulino, 2000, pp. 165-166.

56 Estas caracteristicas basicas han sido establecidas por un estudio pionero realizado por E.
Ferreiro, C. Pontecorvo, N. Ribeiro Moreira, I. Garcia Hidalgo en su obra Caperucita Roja aprende
a escribir. Estudios psicolinguisticos comparativos en tres lenguas, Barcelona, Gedisa, 1998.

57 Sierra Blas, Letras huérfanas. Cultura escrita y exilio infantil en la Guerra Civil espariola,
cit., p. 594.

58 CDMH Fondo PS, Santander, serie D, 26/5, n° 8.
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Pic. 4. Dictado de Le6n Fernandez [CDMH-Salamancal.

Es posible que estos dictados mejor realizados pertenezcan a personas que ya
tenian ciertos rudimentos graficos antes de asistir a las clases de las JSU, por eso
vemos que el trazo es mds seguro, el médulo de la letra mds uniforme. Aunque
se presentan dificultades para escribir ciertas palabras, complejas para alguien
que comienza a realizar sus primeras letras, es el caso de fascismo palabra
que aparece repasada varias veces indicando la duda del autor respecto a su
ortografia (faccismo-fascismo).

Siguiendo con las caracteristicas de la escritura popular es comun la ausencia
o abuso de los simbolos que ayudan a ordenar el texto, tales como comas,
puntos, etc.>” En los dictados ese rasgo es dificilmente observable, puesto que
los alumnos se limitan a copiar aquello que el «profesor» dicta. A pesar de ello
observamos errores que muestran que copian el signo pero no lo interiorizan, ni
saben lo que significa, puesto que lo dibujan mal. Asien lugar de “encontramos”,
careciendo asi el simbolo de todo su significado. También tienen dificultades
para utilizar los signos de exclamacion e interrogacion, lo observamos en el
ejemplo extraido del dictado de José Barril Blanco, en él realiza mal el simbolo

59 Bartoli Langeli, La scrittura dellitaliano, cit., pp. 165-166.
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Pic. 5. Fragmento extraido del dictado de José Barril Blanco [CDMH-Salamanca].

de exclamacion al iniciar la frase, aunque es consciente y después lo corrige. Una
linea después también se equivoca en el uso de los dos puntos y en el de punto
y coma, simplemente los copia demostrando que tan sé6lo sigue las directrices
del profesor aunque realmente no ha interiorizado el uso y significado de estos
simbolos®®

Para terminar, debemos mencionar que también existen dictados que tienen
un dominio de la escritura optimo y de sus reglas, tanto gramaticales como
ortograficas. En ellos se produce un avance en la union de las letras, lo que
modifica el trazo. Las letras se despojan de los adornos y de los detalles, el habito
de escribir es mas usual entre sus autores y tienen una maestria mayor, con lo
cual la escritura se simplifica y cursiviza. Se aprecia una mayor soltura y una
mejor disposicion del espacio, lo que dota de ligereza al conjunto, observandose
cémo el acto de escribir ya no supone un gran esfuerzo para los escribientes.
Tan s6lo encontramos cuatro dictados que presentan estas caracteristicas; los
catorce restantes presentan, en mayor o menor medida, problemas tanto gréaficos
como lingiiisticos. Esto lleva a pensar que esta minoria acudiera a las clases de
la JSU para mejorar su ortografia o sus conocimientos gramaticales, culturales
o incluso politicos. Reproducimos el dictado de José Palacios Ara, a forma de
ejemplo®!. En él vemos como el niimero de faltas de ortografia ha disminuido
notablemente, aunque se siguen produciendo sobre todo en las palabras con
-v- como: “jubentud”, “jubenil”. La novedad que presenta este ejercicio es que
las faltas han sido corregidas, en algunos casos incluso subrayadas, en otros tan
s6lo han enmendado encima del error. No tenemos los datos suficientes como
para averiguar de parte de quién venian esas correcciones, si del propio alumno

60 CDMH Fondo PS, Santander, serie D, 26/5, n° 7.
61 CDMH Fondo PS, Santander, serie D, 26/5, n° 17.
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o del profesor, pero lo cierto es que ya
existia el interés de no volver a cometer
dichas faltas.
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b M &, . principales de la escritura popular,
9{0 C/t Gﬂw’m?ﬁ v"’;’v L v
0 L e algo normal puesto que la mayor parte
W/> W o ' de los mismos han sido realizados por
i personas con escasa competencia grafica
que todavia no tenian un desarrollo
completo de su habilidad escrituraria.
Los rasgos de la escritura popular
parecen repetirse en el tiempo, puesto
que las manos que la realizan son todavia
inexpertas y no tienen un dominio pleno
de la Cultura Escrita. Asi, observamos
como las caracteristicas de las que Rita
P . & & Marquilhas nos hablaba en su estudio

Pic. 6. Dictado de José Palacios Ara (Sio?re;s\c;l'lltu.ras pop ulareslen el P(i)rtugal

[CDMH-Salamanca]. els. tienen eco en pleno siglo XX.
Los autores de estos dictados no
estaban  plenamente  alfabetizados,
pudiendo encuadrarlos en el nivel de semianalfabetos funcionales, siguiendo
la clasificacion de Armando Petrucci, es decir, eran personas que recurrieron
a la escritura por necesidad, teniendo poca costumbre de realizar este tipo
de ejercicios®®. Algo, por otra parte, usual en ese momento histérico cuando
muchas personas necesitaron servirse de la escritura para comunicarse con
sus familiares que se encontraban en el frente, en la carcel o evacuados por la
guerra. El acceso de las clases populares al mundo del escrito es algo que se
venia produciendo desde el siglo XVI, pero sin duda, fue en el siglo XX, con
sus emigraciones, conflictos bélicos y episodios de exilio, cuando se produjo
un verdadero boom de la escritura popular unida a la verdadera necesidad de
escribir por parte de estos escribientes inexpertos®.

En conclusion, el andlisis realizado nos permite demostrar cémo las
politicas educativas impulsadas por la II Republica, al igual que las distintas
iniciativas privadas, y continuadas durante la contienda, asi como la necesidad
de escribir de los individuos inmersos en el fenémeno histérico que se habian
visto obligados a protagonizar, provocé que muchos escribientes inexpertos se
lanzaran a la conquista del mundo del alfabeto. El estudio de sus grafias nos

/° ol {ed

62 Petrucci, La ciencia de la escritura. Primera leccion de Paleografia, cit., pp. 27-31.
63 A. Petrucci, Scrivere lettere. Una storia plurimillenaria, Roma-Bari, Laterza, 2008, pp. 148 y ss.
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ofrece un acercamiento mayor a las practicas de escritura dentro de ambitos
que normalmente han pasado desapercibidos.

Dicho estudio no hubiera sido posible si no hubiera sido por los fines
represivos que han provocado que estos documentos llegaran hasta nosotros.
Ejercicios realizados de forma inocente y espontanea lo que hizo que sus autores
nunca pensaran el peligro que corrian al firmarlos, o quizas alguno si lo hizo,
como el caso de Cirilo Huertas quien rasgd su nombre del papel en un intento de
borrar el mismo, aunque olvidé eliminar también la firma al final del ejercicio®*.

El analisis de este tipo de documentacion, seguramente producida en uno de
los clubes de educacion que se hicieron en la retaguardia, como demuestra la
tematica altamente bélica y politizada de los mismos, y las fechas de produccion,
nos sirve para constatar el uso del dictado como ejercicio utilizado para
introducir las ideas del partido, algo comun a esta época historica en la que la
educacion esta totalmente adoctrinada y manipulada. Si bien es cierto que la
extension social de la educacion durante la II Republica acercé la misma a la
gente mas desfavorecida, no debemos obviar que se hizo siempre dentro de los
valores republicanos y antifascistas. Tal y como afirma Juan Manuel Fernandez
Soria: «Desaparecen las clases fundadas en la desigualdad social, pero surgen
otras levantadas sobre la diferencia politica e ideolégica»®’.

En definitiva, este articulo viene a constatar, una vez mas, el uso politico
que se dio a la educaciéon durante la Guerra Civil. Desde la mayoria de las
organizaciones politicas, ya fueran de un bando u otro, se intent6 educar dentro
de los parametros y consignas que defendian. Esto derivé en el interés por
trasladar la lucha mds alld del campo de batalla, tan s6lo habia que cambiar
los instrumentos. Por ello, se emprendié una dura cruzada para adoctrinar y
politizar a la poblacién. Para lo cual dejaron de lado los fusiles y empuiiaron las
plumas, sabiendo que éstas eran un arma mas poderosa, incluso, que aquellas
con las que se defendian en el campo de batalla.

64 CDMH Fondo PS, Santander, serie D, 26/5, n° 1.
65 Fernandez Soria, Educacion, socializacion y legitimacion politica. Espaiia 1937-1970, cit., p. 53.
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ABSTRACT: 1920s and early 1930s was the time when the new generation of Tatar primers
(alphabet books) acquired a fundamentally new ideological basis. The Bolshevik reform
of the ethnic school education system aimed to free it from manifestations of «bourgeois
nationalism» and religious «backwardness» and to create a new Soviet identity for both
students and teachers. This inevitably resulted in truly «revolutionary» changes in Tatar
primers and had a serious impact on both their contents and design. In this article we
examine «transitional» Tatar Arabic alphabet-based primers of early and mid-1920s, which
combined Soviet content with traditional patriarchal values. We also study the primers
with Latin script that replaced them at the turn of the 1930s. These can be characterized
by a gradual (although quite rapid) substitution of the ethnic discourse with the Soviet

* The article is based on the monograph Tatar «Alifba»: national primer in the multicultural
environment (late 19" — early 20" century), published in 2014 by the publishing center of the
K.D. Ushinskiy Academic pedagogical library (Moscow). The original text has been translated
and adapted for the journal «History of Education & and Children’s Literature». Special thanks
for the translation to Vladimir Makarov and Dinar Khayrutdinov (Kazan-Volga Region, Federal
University, Institute of International Relations, History, and Orient Studies). The article was
supported by the grant 13-06-00038 of the Russian Foundation for Humanities (RFH).
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discourse. We trace the process of filling the primers with new, socialist content and their
transformation into an important political and propagandist educational tool for new Soviet
citizens — builders of the multinational socialist Russia.

EET/TEE KEYWORDS: Revolution; Reform of the educational system; Soviet identity;
National identity; XX® Century.

Introduction

Before the Russian October revolution of 1917 the main mission of the
Tatar primers was not just educational but cultural as well. Other publications
in minority languages could hardly compete with them in terms of scope. After
the revolution, their main mission was that of political education.

In the Soviet period Tatar primers became a material part of the educational
space where the government implemented various strategies and practices of
imposing Soviet mindset on children and sometimes on adults, eradicating
the «bourgeois nationalism» and nurturing «proletarian internationalism»,
which was supposed to propagate the achievements of Soviet power and Soviet
lifestyle. A characteristic feature of these practices was the conscious negation
of continuity and viewing «revolutionary breach» and «severance» as methods
of creating every new generation of textbooks. This is true for a number of
periods: for the early and mid-1920s, when prerevolutionary Tatar primers
were substituted with textbooks which had «class-based» content; for the
second half of the decade, when new Soviet primers with Arabic script were
forcefully replaced by textbooks with Latin script (yanalif)'; for the late 1930s,
when the Latin script was suddenly replaced by the Cyrillic alphabet; for the
Khrushchev Thaw of the late 1950s — early 1960s, when the Tatar primers were
purged of manifestations of Stalinism; and for the late 1960s, when finally the
exemplary (as it seemed) Soviet Tatar primer was created, which has remained
practically unaltered up to the years of perestroika and the collapse of the
USSR. However, immediate and complete severance of historical continuity
was not always possible to reach. Some examples of these include the invitation
of representatives of the old, prerevolutionary local pedagogical school (e.g.,
M.Kh. Kurbangaliev) to work on the new primers, a delayed retiring of primers
with Latin script in the 1940s, which was justified by the hardships of the wartime
and the post-war period, as well as the active use of Soviet primers in the post-
Soviet Tatarstan. The innovative elements in the primers’ texts and context
were successfully combined with manifestations of the “long”, “slow” time

! Yanalif (Tatar yanga alifba/jana olifba, literally «new alphabet») was a uniform alphabet
based on the Latin alphabet which came to replace alphabets based on Arabic script. The yanalif
was officially adopted in the Turkic language-speaking republics of the USSR in 1927-1928.
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which encompasses all material attributes of everyday life, including a primer as
an attribute of school life and daily educational routine. This continuity, often
intentionally rejected, brought the needed stability to the school life, which was
revealed in both preserving its material components and their daily usage. This
is the reason why the Soviet «Alifba» accumulated not only the whole Soviet
experience with all its manifestations, results and supposed prospects, but also
the whole previous social and cultural background, which makes it a most
valuable source of knowledge and understanding of the past, including that of
the Tatar nation.

The October revolution of 1917 brought fundamental changes into all
spheres of life for all peoples of Russia, including education, science and culture.

Defining the early Soviet state as an empire of «affirmative action», the
renowned American scholar of the history of nations and nationalism Terry
Martin noticed that «no multiethnic state has subsequently matched the scope
of Soviet affirmative action», which was widespread in the early USSR and
formed one of the defining characteristics of the regime:

Russia’s new revolutionary government... confront[ed] the rising tide of nationalism and
respond[ed] by systematically promoting the national consciousness of its ethnic minorities
and by establishing for them many of the characteristic institutional forms of the nation
state. The Bolshevik strategy was to assume leadership over what now appeared to be the
inevitable process of decolonization and to carry it out in a manner that would preserve
the territorial integrity of the old Russian empire and enable the construction of a new
centralized, socialist stateZ.

The dual policy designed to stimulate minority languages and minority elites,
which was soon named the policy of «korenization», naturally concerned the
system of local education as well. Introduction of new Soviet values by way of
teaching the native language and teaching in the native language was supposed
to make Soviet power «friendly», understandable and easy to relate to. Tatar
primers were one of the main symbolic markers of the national identity which
underwent an «aggressive promotion» (ethnic folklore, museums, clothes, food,
costumes, etc.)’. The Soviet primers in minority languages developed most
successfully in the areas which had certain historic and cultural background,
including prerevolutionary traditions, previous experience of compiling
primers, presence of intellectual elites and a well-developed system of native-
language education.

2 T. Martin, An Affirmative Action Empire: The Soviet Union as the Highest Form
of Imperialism, «Ab Imperio», vol. 2, n. 1, 2002, pp. 55-56 and 80. «Affirmative action» is
understood as the policy which favors the members of ethnic groups who previously suffered from
discrimination (p. 79).

3 Ibid., p. 72.
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In the 1920s, a lot of primers for adults were created as well. Their emergence was related
to the literacy campaign in Soviet Russia, which began with a decree of the Council of
People’s Commissars (CPC) dated December 26, 1919. The decree mandated obligatory
teaching of reading and writing to the whole population of the country aged 8 to 50.In 1923
the All-Russian Central Executive Committee (VtsIK) and the CPC of the Russian Soviet
Federal Socialist Republic (RSFSR) issued another decree On the eradication of illiteracy,
which established the 10t anniversary of the October revolution — November 7%, 1927 — as
the deadline for this project. However, the conversion of Tatar alphabet into yanalif in 1927
immediately made all the adult population of the Tatar Republic «illiterate». Tatar primers
for adults became a unique historic and cultural phenomenon, and studying them is, in our
opinion, a separate research task.

1. The first Tatar Soviet primers for children

On May 27, 1920 the Soviet government signed a decree setting up the Tatar
Autonomous Soviet Socialist Republic (TASSR), with a heterogeneous ethnic
and religious population structure, which was represented by two main ethno-
confessional communities of the region — Tatars and Russians, the Islamic and
the Orthodox Christian communities. This quasi-state was originally supposed
to satisfy political, economic and cultural ambitions of the titular ethnic group
of the region, including opening Tatar national schools, raising the educational
and cultural level of the Tatar people, and especially pursuing the new language
policy focused on the wide usage of Tatar both in the spheres of administration
and popular education. By the decree of the Tatar Central Executive Committee
and the CPC of the Tatar Republic dated June 25, 1921 and titled On the
Introduction of Tatar language into documentation management, Tatar was
declared the official language alongside with Russian and was established as
mandatory in all educational institutions of TASSR*.

Soviet Tatar schools started to open in compliance with the orders of the
RSFSR’s People’s Commissariat for Education (On schools for non-Russian
peoples of the Republic, October 18, 1918 and On national minority schools,
October 31%t, 1918). These granted an opportunity to study in the native
language to students of all nationalities at primary and secondary schools. In
1921 several Academic centers were formed within the structure of the People’s
Commissariat for Education (PCE) to serve the purpose of ideological leadership
and coordinating research, teaching and cultural education. One such center
appeared at TASSR’s People’s Commissariat Education, ready to deal with the
issues of teaching at the ethnic schools of the region.

4 Sbornik dekretov, postanovleniy, vazhneyshikh tsirkulyarov i drygikh materialov v oblasti
realizatsii tatarskogo yazyka [Collection of Decrees, Resolutions, the Most Important Circulars,
and Other Materials in the Sphere of Tatar Language Realization], Kazan, Tattsik, 1925, p. 24.
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1923 was the crucial year for Tatar national education, when the RSFSR’s
PCE adopted a resolution On eliminating religious education at Islamic schools
(January 3", 1923) and the decree On registration of religious communities
(February 8™, 1923), according to which Islamic religious schools were subject
to compulsory closure. These actions met with an extremely negative reaction
from the Muslim population. Unwilling to let the tension build up, the Soviet
administration was obliged to make some concessions, which manifested itself
in the order of the Central Executive Committee and CPC of RSFSR dated
October 8™, 1923. This document allowed teaching the basics of the Islamic
doctrine in mosques and at private homes. But this decision did nothing to
develop or at least preserve the traditions of prerevolutionary Tatar primers:
teaching general subjects in these schools was still forbidden, and only those of
age by the Sharia could become their students. An additional requirement was
graduation from a Soviet primary school (3' grade)’.

One of the first Tatar primers published in the Soviet period was the «Tatar
elifbasi» [Tatar primer] by Mukhitdin Kurbangaliev (1922)¢. This primer
appeared as early asin 19127 and was reissued many times before the revolution.
It could be characterized as «transitional»®: while clearly different from most
primers of the prerevolutionary period, it was not quite Soviet either. This
primer did not contain religious texts, but it did not include ideologically tinged
«Soviet» texts either. The only text on «old» life included there was a poem
called The Old School (the author’s name is not mentioned). It was filled with
good humor as opposed to criticism, describing shakirds who did not want to
study, only play and have fun. It is highly possible that this poem was written
well before the Revolution®.

The «Tatar elifbasi» became one of the most stable Tatar primers of the
Soviet period, as it was reissued numerous times up until 1945, taking into

5 R. Nabiev, Islam i gosudarstvo [Islam and the State], Kazan, Kazan University Press, 2002, p. 83.

6 Two publications came out simultaneously: Tatar Alifbasy [Tatar Primer]. Mektep balalary
ochen, Kazan, TSSR State Press, 1922 (with images); Tatar Alifbasy [Tatar Primer]. Mektep
balalary ochen, Kazan, no place, no date (no illustrations).

7 M. Kurbangaliev, Tatar Alifbasy, Kazan, L.P. Antonov’s Printing House, 1912.

8 Characterizing 1918-1931 as a «transitional period from a prerevolutionary textbook to
a Soviet textbook», famous Russian experts on the history of primers V.G. Bezrogov and T.S.
Markarova consider it appropriate to distinguish between two sub-periods: 1918-1923 and 1924-
1931. While in 1918-1923 mostly «cosmetic rearrangement» of the textbooks occurred, the years
1924-1931 were marked by the emergence of «purely Soviet» textbooks, while preserving or
thoroughly reworking the old ones. T.S. Markarova, V.G. Bezrogov, Predislovie. [Introduction].
Partiynoe vozvraschenie k chistoy chelovechnosti, in Id. (ed.), «Bukvar — eto molot» [«A Primer is
a Hammer»]. Uchebniki dlya nachalnoy shkoly na zare sovetskoy viasti, 1917-1932 gg. Collection
of Research Articles and Materials, Moscow, NPB named after K.D. Ushinsky RAO, Azimut,
Trovant, 2011, pp. 5-9. These observations can be also attributed to the current situation with
Tatar primers in Soviet Tataria at that time.

9 Tatar Alifbasy [Tatar Primer|. Mektep balalary ochen, cit., p. 55.
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account the new ideology and changes in writing (Arabic script — yanalif —
Cyrillic alphabet).

When on August 30™, 1925 RSFSR passed a law on universal primary
education, which involved compulsory four-year education for children aged
8 to 11, the number of primary and secondary schools in Tataria rapidly
increased: by 1926 there were more than 2,330, with 1,223 of them being Tatar
schools!?. This was possibly one of the reasons for the massive creation of new
Tatar primers in that period. Another reason may have been the introduction of
new syllabi in the academic year 1922-1923. They were compiled by the State
academic board of the PCE and featured an integrated approach to teaching'!.

The first primer based on this method in Kazan — the «Kyzyl yul» («Red way»)
by M. Fazlullin and G. Nugaybek —was published in 1925. The book was reissued
several times between 1925 and 1930. Attempts to adapt it to complex topics led
to impoverishment of its content, with the texts becoming more complicated.

Some truly unique primers in the 1920s include, for example, the «Yakty
yul» [The Bright way] by I. Alekseev and G. Sharaf — a primer for baptized
Tatars published in Arabic script!?. Tatar (Islamic) names and nouns in the
texts of this primer were substituted with those used by baptized Tatars,
borrowed from Russian language, but slightly different: Nachtya [Nastya],
Anuk [Anna], dedey [dyadya — uncle], etc. The word «mektep» on the title
page was replaced with the Russian word «shkola» [school], and «alifba» —
with «bukvar» [primer, alphabet book]. Baptized Tatars often used Russian
words in their speech, unlike Muslim Tatars. The emergence of such a primer
demonstrated, on the one hand, that the universal national education system
concerned all ethnic and religious groups of Tatars, and on the other, that each
of these groups was admitted as possessing a certain cultural singularity — to the
point that they were allowed to study separately from each other.

However, the main characteristic feature of all Tatar primers was the
fundamental alteration of their ideological content. Religious texts were replaced
by texts about the Soviet power, the October revolution and V.I. Lenin:

Grandpa Lenin loves workers. Grandpa Lenin loves peasants. Grandpa Lenin loves children.
Grandpa Lenin loved all the poor people of the world. Grandpa Lenin led the workers
in their struggle for freedom. Grandpa Lenin freed the peasants from their landlords. He
wanted to free all the poor people of the world. Grandpa Lenin is the leader of the October
revolution'3.

10 National Archive of the Republic of Tatarstan, f. R-732, op. 1, d. 22685, 1. 2.

11 The «integrated approach» was a topical principle of organizing educational materials,
which eliminated the traditional subject system of education.

12 1. Alekseev, G. Sharaf, Yakty yul [The Bright Way], Kazan, Tatar State Press, 1926.

13 T. Timerbulatov, Sovet mektebe [The Soviet School], Moscow, Nashriyat Cooperative
Press, 1927, p. 58. Due to the shortage of printing equipment in the provinces, a lot of Tatar
primers of that time were published in Moscow.
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The text titled The Master of the Soviet country was supposed to help the
children to understand the organizational structure of the Soviet power — from
its lower to its higher echelons:

The village is ruled by the village council. Members of the village council are elected by
people. The volost (district) is ruled by the volost council. Its members are elected by the
representatives of villages. The meeting of the representatives is called a congress'*.

The first page of the textbooks had the slogan: «Workers of the world,
unite!» Together with the theme of the «new Soviet homeland», the Soviet
symbols also emerged in the Tatar primers: pictures of V.I. Lenin, red flags
with USSR, RSFSR, TASSR printed on them, the Red Star, Red Army soldiers,
Young Pioneers, the sickle and hammer symbol. However, such texts were still
rare.

The dominant themes of the first Soviet Tatar primers were taken from
everyday lives of occasionally urban, but mostly rural population of the region.
The texts were usually accompanied by relevant genre illustrations made in a
realistic style accessible for children, with due regard to the traditions of the Tatar
national artistic culture. Clothes for children and adults, household objects, the
daily routine of men and women, children’s games carefully reproduced not so
much the Soviet but the prerevolutionary lifestyle of the Tatar village. There
was, for instance, an image of two women carrying water from a well. They
are well-dressed, wearing long gowns with a large pattern, slim fit beshmets on
top!®, kerchiefs over kalfaks on their heads, but only bast shoes on their feet.
Another picture shows three men — a grandfather, a father and a son — putting
up a log-house. The artist even managed to render the tense facial expressions
of the father and the son who are depicted carrying a heavy log!¢. Thrashing
on the barn-floor, a woman baking peremyaches!’, a girl collecting berries, and
other pictures showing women, men, children busy with their daily routine —
all these elements create an impression that the life had not changed, that there
was no revolution of 1917 or Civil War. Only images of an industrial plant and
a factory, a flag with USSR on it and children going to a Soviet school bring us
back to the new reality'®.

Primers made an important focus on the description and depiction of the
world of a child and his family. Unlike many Soviet primers in Russian, which,
in accordance with the new gender attitudes of the supreme power, featured
images of an incomplete family — a mother with children or just one child (the
image of a father appeared in Russian-language Soviet primers in the mid-

14 F. Ageev, G. Ibragimov, Kyzyl yoldyz [The Red Star], Moscow, Nashriyat Cooperative
Press Printing House, 1924, p. 78.

15 The beshmet is an article of upper clothing worn by both men and women.

16 Ageev, Ibragimov, Kyzyl yoldyz, cit., p. 15.

17 The peremyach is a small pie with meat filling.

18 Ageev, Ibragimov, Kyzyl yoldyz, cit., pp. 13, 19, 28-29, 42-47.



68 ALLA SALNIKOVA, DILYARA GALIULLINA

1930s), the Tatar primers usually showed a «complete» family, consisting of
several generations — children, both parents, grandmothers and grandfathers.
In this case ethnic gender stereotypes prevailed over the political ones. A typical
illustration showed an evening of a large family. The grandfather is making
bast shoes, the grandmother is knitting, the mother is embroidering, the father
is fixing a horse collar, the boy is reading, and his younger sister is talking to
her grandmother with a rag doll in her hands. The caption under the picture
reads: «My grandfather, my grandmother, my mother, my father, my brother
and me»".

Images of women working on the factory floor were also absent from
Tatar primers. A woman was usually shown busy with traditional «woman’s
housework» or some agricultural labor, cooking soup, preparing baking dough,
bringing water, doing the laundry, embroidering, taking care of the children or
reaping and thrashing on a par with men?°. The male worker was always present
in new Tatar Soviet primers. It fit well into the system of «otkhodnichestvo»
[seasonal work]?! which had developed in Tatar villages as early as at the
beginning of the 20 century and did not contradict the traditional Tatar family
lifestyle??. «The man is a breadwinner, the woman is a keeper of the family
hearth» — this patriarchal scheme was neither broken nor even changed in the
primers.

Since 1929, due to the general attacks on religion and church in the USSR,
more antireligious materials have started appearing in Tatar primers. Old
religious holidays were contrasted to the new, Soviet ones. A special emphasis
was placed on November 7 — the «Revolution day». In the «Sovet mektebe»
[Soviet School] primer there is a story about children actively participating in the
celebrations: they march with unfolded banners, shout out slogans like «Little
Octobrists are the future Young Pioneers!» or «Be prepared!» The primer gives
a direct task to students: «See how the celebrations of the October revolution
went in your village!»23. In the «Yana avyl»[New Village] primer it is stated that
only the October 1917 gave freedom to the people:

On this day we go out in the streets with flags and banners. We sing the songs of the revolution.
Our red flags have Soviet symbols on them: the sickle and the hammer. Our red banners say:
“Long live the Soviets! Long live the Red October! Long live the October revolution!”>*.

19 1. Alekseev, G. Sharaf, Yana avyl [New Village], Kazan, Tatar State Press, 1926, p. 41.

20 Ageev, Ibragimov, Kyzyl yoldyz, cit., pp. 3, 13, 15, 19, 43-44; Alekseev, Sharaf, Yana avyl,
cit., pp. 14, 24, 26, 41, 68, 70; Timerbulatov, Sovet mektebe, cit., pp. 27, 90.

21 «Otkhodnichestvo» [seasonal work] implied temporary jobs that peasants would have
outside their places of permanent residence.

22 Ageev, Ibragimov, Kyzyl yoldyz, cit., p. 44; Timerbulatov, Sovet mektebe, cit., pp. 73 and 81.

23 Ibid., pp. 56 and 61.

24 Alekseev, Sharaf, Yana avyl, cit., p. 111.
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Young Pioneers also appear on the pages of Tatar primers — often barefooted
but with obligatory attributes of Young Pioneer, such as scarves, drums and
banners, showing that they belong to the children’s communist organization.
The first barefooted Young Pioneers in tubeteys can be seen in the «Kyzyl
yoldyz» [Red Star] primer (1924)?. In the «Yana avyl» [New Village] primer
(1926) there is an image of a barefooted boy in a Young Pioneer scarf and a
tubetey, as an illustration to the poem called We shall turn the Soviet country
into a blooming garden. The boy is holding a banner with the words «Ezer
bul!» («Be prepared!») printed on it in Arabic letters. A similar Young Pioneer
can be seen on the illustration to the text Aunt Khakima’s house, which tells a
story of Young Pioneers helping the family of a Red Army soldier?®. However, in
T. Timerbulatov’s primer «Sovet mektebe» («Soviet school», 1927) barefooted
Young Pioneers from a village are replaced by ordinary schoolchildren from
the city — they proudly march along the streets and organize Young Pioneer
meetings®’.

Themes of healthcare and prevention of diseases (especially infectious ones),
typically for their time, were also present in Tatar primers. These were texts
and images showing a medical examination or vaccination against smallpox —
one of the most frequent and lethal children’s diseases in the pre-revolutionary
Russia. Other texts listed other, equally frequent and dangerous illnesses:
rose rash, cholera, typhoid fever, scarlet fever, trachoma and scabies*®. The
primer contained a recommendation to maintain quarantine and to stay home
instead of going to school in the case of a disease: «Our teacher told us about
these diseases. We put a poster on the wall saying ‘Diseases are caused by
uncleanliness. Go to a bath house every week! Wash your face every morning!
Always wash your hands after doing dirty work and before your meals!” At
the medical examination the doctor tells the Young Pioneers to ‘sit up straight,
keep your ears, hands and neck clean’»?°. A Young Pioneer must be neat,
tidy and disciplined, as an example to his younger comrades, the Oktiabriata
(Little Octobrists). According to Catriona Kelly, these themes, which had
purely didactic purposes and were present in contemporary textbooks of other
industrial countries of the period3?, were, however, created within the limits of
a completely different social and cultural field. They were usually designed for

25 Ageev, Ibragimov, Kyzyl yoldyz, cit., p. 79.

26 Alekseev, Sharaf, Yana avyl, cit., pp. 66, 112.

27 Timerbulatov, Sovet mekiebe, cit., pp. 56, 71.

28 Ibid., p. 96; Alekseev, Sharaf, Yana avyl, cit., pp. 104-105; Alekseev, Sharaf, Yakty yul,
cit., p. 104.

29 Alekseev, Sharaf, Yana avyl, cit., pp. 105-106.
0 C. Kelly, «Papa edet v komandirovku» [«Daddy is going to a Business Trip»]: representatsiya
obschestvennykh i lichnykh tsennostey v sovetskikh bukvaryakh i knigakh dlya chteniya, in S.G.
Leontyeva, K.A. Maslinsky, Uchebnyy tekst v sovetskoy shkole [Training Text in Soviet School], Saint-
Petersburg, Moscow, Institute of Logic, Cognitology, and Individual Development, 2008, p. 160.

W
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propaganda and supposed to show the Soviet state’s constant concern about
the health of its citizens.

In the mid-1920s a new «revolutionary change» happened in Tatar language
and culture. This time it was the introduction of the Latin script as the official
system of Tatar writing, which led to the emergence of a new generation of
Tatar «Latinized» primers, very different from their Arabic-alphabet based
predecessors.

2. «Considering the matter settled»: the Latinization of Turkic alphabets
and the Tatar primers of the late 1920s-1930s

The question of the conversion of Tatar writing from Arabic to Latin script
was reputedly first raised as early as in the beginning of the 1910s by the famous
Tatar writer and journalist S. Rameev3!. He developed his version of the Latin
alphabet for Tatar language. But this was only a «draft project», met by the
«supporters of Arabic» with disdain, so it failed to come to life.

Less than ten years since, the idea of the «alphabet reform» was expressed
once again, this time by the Bolsheviks. Interestingly, the reform was supposed
to cover not only Turkic-Tatar peoples but for «all nationalities populating
the territory of the Republic», including Russians®?. A movement to support
Latinization began in the Tatar Republic. In 1920, the issue of converting to the
Latin alphabet was openly brought up at the conference of Tatar and Bashkir
journalists in Kazan, and in 1924 the first group of «Latinists» was formed at the
6™ United Tatar-Bashkir command school. By the beginning of 1925, volunteer
groups for learning the Latin script in Tataria included about 1,000 people?3.
In 1924 the «Latin dusty» [Friends of Latin] all-Tatar society was formed at
the Communist club of Kazan. The society regularly held discussions «on the
Latinization of Tatar» and even distributed leaflets in Latin script. The de-facto
leader of this society was the prominent Tatar party worker, public figure and
writer Sh. Usmanov (1898-1937), who took charge of the new movement for
the Latinization of Tatar writing in general.

One of the primary arguments of the Latinization supporters was that Arabic
alphabet did not fit well into the phonetic system of Tatar language. But the

31 S. Ramiev, Bezge tekdil ve islakh heruf kirekme? [Do We Need Renewed and Modified
Letters?], «Idel» [«Volga»], 1911, June, p. 5.

32 It was formulated in this way in the materials of the Research Ddepartment of the People’s
Commissariat for education in 1919. (Kak Stalin zaschitil russky yazyk [How Stalin Defended
Russian Language], <http://Stalinism.ru/Documentyi/Kak_Stalin_zachitil_russkiy_yazyikhtml>
(last accessed: February 22, 2014).

33 Latinitsa [Latin Graphic], in M. Kh. Khasanov (ed.) Tatarskaya Entsiklopediya [Tatar
Encyclopaedia], 3 vols., Kazan, Institut Tatarskoy Entsiklopedii, 2006, vol. 3, p. 571.
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scholarly arguments were definitely overshadowed by the political ones. The
strongest of these was the difficulty of mastering Arabic writing in the context
of the fast universal elimination of illiteracy happening in the USSR at that time.
According to the well-known Soviet linguist E.D. Polivanov, «script revolutions»
helped to significantly shorten the time of the primary learning, and by doing
that presented «the best possible assistance to the literacy project — the affair of
utmost importance, which the whole future of the Soviet Union depends on»3*.

In the case of the Tatar Republic, it was never taken into consideration that
the literacy rate of the Tatar population had already been very high: according to
the 1926 census, 40,3 % of Tatar men and 27,6 % of Tatar women were literate
(i.e. could read and write in Arabic script)®®. But in the new political context this
kind of literacy was not encouraged, as it was directly associated with the Quranic
writing and the «outdated» religious Islamic tradition. The conversion to the
Latin script also meant a conscious breach with the secular cultural continuity as
well: there was little demand for the «bourgeois» prerevolutionary secular ethnic
culture. The builders of the «new Soviet life» had no need for it. Emphasizing
the «counterrevolutionary essence» of the old Arabic alphabet, the Bolshevik
ideologists considered the promotion of Latin writing a specific form of class
struggle. The non-Russian peoples of Russia associated the Cyrillic alphabet (or,
as it was often called in 1920-1930s, «the Russian script») with the assimilating
policy of the Tsar government, forced Russification and Christianization. This is
why the more «neutral» Latin script was chosen for the new alphabet.

The requirements induced by the current political goals had an air of romantic
revolutionism to them: it seemed that the victory of the world revolution was
near, and the new «international» Latin alphabet, together with another
universal language of the «world proletariat» — Esperanto, would speed up the
implementation of the famous slogan Workers of the world, unite!>°

But in Tataria there were too many people who objected to Latinization,
and not only among the Muslim clergy. The leading figures of the Tatar culture
clearly understood that the «script revolution» could lead to a breach in the
cultural continuity. Some Tatar intellectuals directly associated Latinization
with the policy of Russification, calling the introduction of the Latin script «a
substation on the road to the Cyrillic»3”.

A fierce debate about the adoption of the Latin script broke out at the 1%
Turkological congress in Baku in February-March 1926. Although most

34 E.D. Polivanov, Za marksistskoe yazykoznanie [For Marxist Linguistics], <http://www/
ruthenia.ru/apr/textes/polivan/poliv4.htm> (last accessed: February 22, 2014).

35 V.I. Belikov, L.P. Krysin, Sotsiolingvistika [Sociolingvistics], Moscow, 2001, <http://
stratonomik.ru/cgyjm/sociolingvistika_-_belikov_22.html> (last accessed: February 22, 2014).

36 It is a known fact that the abovementioned Sh. Usmanov was a passionate fan of Esperanto,
and an ardent believer in the unlimited possibilities of this artificial language.

37 L.R. Tagirov, Istoriya natsionalnoy gosudarstvennosti tatarskogo naroda i Tatarstana [History
of the Tatar Nation and Tatarstan National State System|, Kazan, Tatar Book Press, p. 249.
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members of the Tatar delegation explicitly or implicitly disagreed with the
proposed reform (the authors of the first Tatar Soviet primers, e.g. G. Sharaf,
were amonyg its staunch opponents), the Congress made a decision to introduce
the Latin alphabet for Turkic peoples of the USSR. However, it was not stated
directly, but took the form of an absolute support of the Latinization experience
that Azerbaijan had had by that time®.

However, the opponents of the Latinization did not quit their struggle even
after that. The proof for that is the well-known Letter of 823° — a message from
some independent Tatar intellectuals to the 3" Plenary meeting of the TASSR
Regional Committee of the All-Union Communist Party (Bolsheviks), in which
the conversion to the Latin script was declared «an expensive and humiliating
mass sacrifice, made for an absolutely unknown reason». A copy of the letter was
forwarded to Stalin. However, the plenary meeting considered this document «a
sign of an increase in the activity of bourgeois-nationalist elements» and decided
«not to have a second judgment on the question of the Latinization of Turkic
alphabets, considering the matter settled»*°.

On August 34, 1927 the Central Executive Committee and the People’s
Commissariat for education of the TASSR declared the yanalif the official Tatar
writing system. From the academic year 1928/1929 it was introduced in all
educational institutions under the jurisdiction of the TASSR’s PCE*!,

The literacy campaign in the yanalif was supposed to cover at least 100000
people, which required immediate publication of new primers using the Latin
alphabet*?. Switching from one script to another was an unusually difficult task.
People had to learn the new manner of reading and writing — from left to right. On
December 30, 1928 at a session of the Presidium of the State Committee for the
new Tatar alphabet (SC NTA) formed by the Central Executive Committee of
the Tatar Republic it was decided to render «full assistance in this respect» to the
Tatar state publishing house*®. The new typefaces were introduced immediately.

38 Modern historiography attempts to reconsider the correlation of the roles of the center and
provinces in choosing the alphabet for the Turkic-language peoples of the USSR. For instance, A.
Frings, a German researcher, supposes that the central power had to interfere in the question of
the choice of alphabet only for the purpose of showing its authority by conceding to one of the
competing parties — to Azerbaijan. The support of Kazan — «a dangerous center of Pan-Turkism
and local chauvinism» — would amount to «official acknowledgement of the actual leadership of
the Tatar party among the Turkic peoples of the USSR» (A. Frings, Playing Moscow off against
Kazan: Azerbaijan Maneuvering to Latinization in the Soviet Union, «Ab Imperio», vol. 4, 2009,
pp- 252 and 261).

39 BriepBele 3TOT JOKyMEHT Obul omyOnukoBan B kuure: B. Sultanbekov, Istoriya Tatarstana
[History of Tatarstan]: stranitsy sekretnykh arkbivov, Kazan, Tatar Book Press, 1994, pp. 126-131.

40 Ibid.

41 TsIK and SNK TSSR Resolution «On Measures for the Tatar Written Language’s Latin
Print Introducing», 1928, February 8% in Yazykovaya politika v Respublike Tatarstan [Language
Policy in Tatarstan Republic]. Dokumenty i materilay. (20-30-¢ gg.), Kazan, Magarif, 1998, p. 173.

42 1bid.

43 Central State Archive for Historical and Political Documentation of the Republic of
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Primers in Arabic script, such as M. Fazlullin and G. Nugaybek’s Kozsl jul
(The Red way), and G. Timerbulat’s Sovet maxtabe [Soviet school|, were speedily
reprinted in Latin script. The latter came out in 1927 in Arabic writing**, and as
soon as next year, in the yanalif®.

The «Latinized» Tatar primers were supposed to continue the «Sovietization»
of learners, which had been started by the early Soviet primers based on Arabic
writing. The unification (Latinization) of the script significantly increased the
potential number of readers and the possibility of exposing them to the new
Soviet experience. Nevertheless, in spite of the change in the writing system,
ideologically, conceptually and in terms of content most primers between the
1920s — 1930s only managed to maintain the tendencies established a decade
before that.

For instance, one of the first primers for children in the Latin script was the
«Jana olifba» [The new primer»]| by G. Nugaybek and M. Fazlulla, published
in 1928%. It was marred by both low-level book typography and stereotypical
contents. The degree of politicization of this primer was not high even compared
to the ideologically neutral Tatar primers of the 1920s. It did not contain many
Soviet symbols either: only V.I. Lenin was mentioned of all Bolshevik leaders,
and only November 7% — of all Soviet holidays.

In the same year 1928 a primer in Latin script for baptized Tatars was
published — it was I.A. Alekseev and A.N. Grigoryev’s Jaga tormobs [New life]*.
It was a typical Soviet primer with a picture of Lenin, images of a school, a
factory and other attributes of the Soviet reality*®. Soon the publication of
special primers for baptized Tatars ceased: with the introduction of the unified
education system and unified writing there was no need for that.

Special emphasis in Tatar primers was still placed on the problems of hygiene
and healthcare in the context of the rise in childhood medicalization in the
USSR. The «Jana il» primer told its readers how dangerous smallpox was by
means of a story. It featured a boy named Tazi who was afraid of smallpox
vaccination and did not undergo it. Not only did he get ill himself, but he also
infected his friend Batyr. Tazi’s face was disfigured with pockmarks, and Batyr
went deaf*’. «The day breaks. The sun comes out. Zakiya is cleaning the floor.
She is cleaning, but raising a lot of dust at the same time. Some time passed.
Zakiya got ill. She stayed in bed. She lay there for a long time. Then Zakiya

Tatarstan, f. 15, op. 2, d. 352, 1l. 29-30.

44 G. Timerbulat, Sovet mektebe, Alifba, Moscow, SSSR Nations Central Press, 1928.

45 Timerbulat, Sovet mektebe, cit.

46 G. Nugaybek, M. Fazlulla, Yana alifba [New Primer]|, Balalar ochen, Kazan, Yanalif, 1928.

47 1.A. Alekseev, A.N. Grigoryev, Yana tormysh [New Life]|, Kereshen shkollar ocen alifba,
Kazan, Yanalif, 1928.

48 Ibid., pp. 20, 31-32 and 37.

49 M. Kurbangaliev, G. Sayfullin, Yana il [A New Country], Balalar alifbasy, Kazan, Tatizdat,
1930, p. 68.
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died. She died from a breast disease. Dust is very dangerous. Beware of dust»°.
It is difficult to imagine such cruel, «true-to-life» scary stories in a modern-day
primer for children. However, when analyzing any text, it is necessary to take
into account the specifics of the typical mindset of the given time period and not
to forget that people (and children) of that time could think or do differently
than their modern-day peers.

The primer also recommended to receive treatment from qualified doctors
and never to employ the services of «wisewomen» or witch doctors: «Ulmas is
working. He drank some water. The water was cold. Ulmas caught cold. His
mother invited a wisewoman». The boy obviously does not get better. Then
his mother invites a mullah. The child gets even worse. In ten days he dies of a
«tamak bakasy» [tonsillitis]. Then the authors give a warning to the children:

If you have a headache, a sore throat or red rashes on your body, do not go to school, do
not distribute your illness. If you feel ill, go to the doctor. Do not go to a mullah, a muezzin
or wisewomen (witch doctors). Do not believe them. They are frauds. Religion is poison.
Religion poisons workers and peasants®!.

And:

Vil got ill. His father called a doctor. The doctor came to their home. The doctor examined
him. He prescribed a medicine for Vil. Vil took the medicine. 5 days passed. Vil got well.
Then Sara’s mother said: “If I had invited a doctor, Sara would not have died. I killed my
child by inviting a mullah and a ‘karchyk’” [wisewoman]*2.

In real life, however, everything was different. People continued using the
tried-and-true folk remedies or employing the services of «im-tomchy»— witch
doctors and wisewomen®3. Often the folk medicine methods would intertwine

with religious rites. There were certain rules for attending of the sick, as well as

special prayers which were supposed to be pronounced in the case of illness’*.

This demonstrated not so much the backwardness of the population but a

long-standing tradition®.

The theme of children’s health was raised in the primers for older learners
as well — for example, in the primers for teenagers. The «Jana il. Jagysmerlor
olifbase» [The New Country. A Primer for Teenagers», 1932] by V. Burnash

50 Ibid, p. 74.

SU Ibid., pp. 99-101.

52 Ibid., pp. 101-102.

33 Tatary Srednego Povolzhyya i Priuralya [Middle Volga and Ural Tatars], Moscow, Science,
1967, pp. 337-338.

54 Islam yolalary [Muslim Customs], «Idel» [«The Volga»], nn. 1-2, 1992, pp. 41-45.

55 Even in the 1940s and 1950s a lot of Tatar village women preferred to seek medical help
from wise women (L.A. Korolyeva, A.A. Korolyev, Tatary-musulmane Srednego Povolzhya v
1940-¢ — 1980-¢ gg. [Middle Volga Tatar Muslims in the 1940s — 1980s], «Oykumena», vol. 2,
2009, p. 120).



THE REVOLUTION AND THE NATIONAL PRIMER: THE TATAR «ALIFBA» OF THE 1920S-EARLY 19305 75

and G. Distanov, for instance, was specifically compiled for learners aged 12-
15%¢. They often had to take care of their younger brothers and sisters, which
is why the primer included texts instructing them on that topic. One of them,
titled The wishes of little children, was narrated in the first person, i.e. from
the baby’s point of view:

If T could speak, I would say:

— Do not kiss me on the lips!

— Do not spit into my mouth or face!
- Do not give me to mullahs, witch doctors and wisewomen. Otherwise I can get sick, become
weak or die.

Protect me from measles, scarlet fever and scrofula.

- Do not pass me around from one pair of hands into another. Be careful when you get me
seated or take me in your hands.

—Do not give me “imezgech” (supplementary food for a baby wrapped in gauze fabric - A.S.,
D.G.). See to it that I do not put my fingers into my mouth.

- Do not bring me to other people’s homes. Otherwise I will grizzle a lot and I won’t sleep.
— Do not give me tea, coffee, beer or vodka to drink.

— Only then I will grow up healthy and strong and become a fighter for the revolution®’.

It is natural that at the period under review there was a lot of special medical
educational literature too, but most of it came out in Russian. The Tatar primer,
thus, made up for what was absent.

Nevertheless, there were some changes in the structure and content of the
primers in the Latin script. For instance, in the context of the fast industrialization
of the country, primers not only taught reading and writing but also the basics
of mathematics. Many of the mathematical problems included in primers were
adequate to the realities of that time: «My father gave me one ruble and told
me to buy some sugar and matches at the cooperative shop. I bought tea for 60
kopecks and sugar for 20 kopecks. How much change did I get?» But why didn’t
he buy matches after all? «Once Salima didn’t go to school because her stockings
had worn off. We decided to buy stockings for her. We collected 50 kopecks in
our class, and 30 kopecks in the other class. How much money did we collect in
total?»%8, The «international» theme was also present in the problems: «There
are 2 Negroes, 3 Uzbeks, 3 Hindus. How many of them all in all?; There are 2
Germans, 4 Polish men, 4 Frenchmen. How many are they in total?»%°.

Practically all Tatar primers of the early 1930s were illustrated. Some
pictures showed the outcomes of Socialism-building in the city and in the
country. One of such achievements was the gradual formation of the new Soviet
holiday culture. This is why a special emphasis in the pictures was placed on

56 V. Burnash, G. Distanov, Yana il [A New Country]. Janysmerler yysmerlor alifbasy, Kazan,
Tatizdat, 1932, p. 3.

57 Ibid., pp. 191-192.

58 Timerbulat, Sovet mektebe, cit., pp. 55-56.

59 Ibid., p. 56.
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the illustrations concerning new, Soviet holidays: May 1 or November 7, All
of these pictures were bright, gaudy, attractive and were accompanied by texts
that described them.

In G. Kurbangaliev and G. Sayfullin’s Jaga il the October revolution day
celebrations in a collective farm [kolkhoz] are described in first person from the
point of view of a child participant.

The October holiday has come. We have been preparing for it. We came out in the streets with
red flags. There we listened to the words of truth. In October workers and peasants received their
freedom. We shouted out: ‘Long live October! Say no to religious holidays! Hooray!” We are the
children of October. We are Young Pioneers. We are following in grandpa Lenin’s footsteps®.

The illustration to this text showed boys and girls marching in unison with
a banner saying «Long live the Red October!», a flag and a drum. Star-shaped
badges were pinned on their chests. They were dressed in traditional clothes, with
bast shoes on their feet.

Authors of the primers clearly preferred texts about the «Red October»,
although texts devoted to other Soviet holidays would sometimes appear as
well. For instance, some primers included materials devoted to the widely
respected January 9™ (the «Bloody Sunday» of 1905) — the day when a peaceful
demonstration of St. Petersburg workers who were going to present a petition
to Nicholas II was gunned down by the Tsar government. In G. Timerbulat’s
Sovet maktobe primer (1928) there is a story of the «difficult» situation of the
workers who decided to tell the Tsar about it. «Grandpa Lenin» had warned
them: «You can’t trust the Tsar», but they did not listen: «The soldiers were
firing at them. The whole street was covered with blood. Many people died,
including women and children. This was the Tsar’s order. After that he was not
trusted anymore. When they found out that he sided with moneybags, they tried
to overthrow him»®!. So, the textbooks for the youngest children contained not
only open ideological and anti-religious propaganda but also some information
on the history of the revolutionary movement in Russia.

In terms of contents, the late 1920s-1930s primers were very much like
their earlier Soviet predecessors. The traditional lifestyle, agriculture, school
were still primary themes for these books, but the contents of the stories and
the pictures illustrating them were quite removed from actual reality, essentially
representing only the desired dream of tomorrow. The collective farms as shown
on the pages of the primers featured a variety of agricultural equipment, good
schools, kindergartens and shops. This did not match the reality of the Tatar
village of that time. The actual life saw the forceful collectivization of agriculture,
dekulakization and the countrywide confiscation of seeds from villages. The rural

60 Kurbangaliev, Sayfullin, Yana il, cit., p. 80.
61 Timerbulat, Sovet mektebe, cit., 1928, pp. 35-36.
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population of the Tatar Republic suffered from a severe shortage of provisions
almost to the point of starvation®?.

Some illustrations which reflected the new Soviet life were passed on from
one primer to another — but while the characters and general storylines remained
the same, emphasis could be placed on different things. This can be seen on
the example of the two editions of the «Jana il» [New Country| primer by M.
Kurbangaliev and G. Safiullin (the 1930 and the 1931 editions). The 1930 edition
opened with a rather traditional picture for this sort of textbooks — the image
of a family at home. All members of the family are busy in their usual ways:
the father is fixing a horse collar, the mother is sewing, the children (there are
three of them) are playing. But the indoor environment for these everyday, trivial
happenings is absolutely new. A portrait of Lenin can be seen on the wall in
the foreground, the room itself is furnished with European-style furniture. At
the same time all the members of the family are dressed in traditional clothes,
and the woman is wearing bast shoes. As a result the whole picture looks like
some sort of a frame-up, when the village family is randomly inserted into the
«strange», «urban» and openly «Soviet» environment. It is clear that the author
of the picture intentionally tried to show the modernization and Sovietization
of the Tatar rural lifestyle, but it came off awkward®. The image of the «new
lifestyle» would scare away or irritate rural readers instead of attracting them, it
would look like an attempt at a forceful Europeanization, traditionally associated
with Russification. In the 1931 edition this «mistake» was corrected. The very
same family was returned to its previous conditions — a small rural house with no
wall paintings, no European-style furniture and no electricity®*.

Conclusion

The 1920s was the time of bold exploration and daring experiments in the
education sphere. Political, institutional and methodical aspects of teaching
reading and writing to various categories and groups of people regardless of their
gender, age, nationality, religion and social status, were drastically emphasized.
In the course of the reforms, the issue of eliminating the shortage of primers
and expanding their educational, political and propagandist functions came to
be seen as one of the most important problems. The new Soviet primers were
created on a fundamentally new ideological basis, which allows us to speak
about the certain «primer revolution», when the primers themselves changed

62 On this see, e.g.: I. R. Tagirov, Ocherki istorii Tatarstana i tatarskogo naroda [Essays on
Tatarstan and Tatar Nation History (the XX Century)], Kazan, Tatar Book Press, 1999, p. 276.

63 Kurbangaliev, Sayfullin, Yana il, cit., 1930, p. 7.

64 [bid., 1931, p. 3.
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(although the change was not immediate). The Bolshevist revolution of 1917,
with its results and consequences, also came to hold an important place — in
fact, the main one — in the primers.

Above all, the most characteristic feature of the Soviet Tatar primers for
children in the early and mid-1920s was their vast diversity. Both new and
significantly altered prerevolutionary editions co-existed at the same time.
All of them were printed in the Arabic script, but they differed in structure,
contents and design, which could be explained by the specifics of their target
demographic (for example, baptized Tatars) and orientation on certain methods
of teaching reading, or different authors, or different publishing equipment.
Although the Soviet symbols and propaganda texts were always present in
these primers, on the whole they were still less Sovietized than their Russian-
language equivalents. Traditional patriarchal values were still very prominent,
which could possibly be explained by the attempts to maintain and emphasize
the ethnic specifics of these books. At the same time these primers did not show
any effort to discover or intentionally emphasize the stereotypical features of
the Tatar national character, or to compare them to the Russian character.

The conversion of the languages of Turkic peoples of the USSR, including
Tatar, to yanalif was an extremely large-scale and daring experiment of the
Soviet authorities. It began together with the emergence of the «hot», «dynamic»
Soviet Culture 1. It was the culture which was not afraid of experimenting,
which is why many reforms in the life of Soviet society were attempted, as risky
or unpredictable as they sometimes were. The «script revolution» that happened
at that time became a sort of continuation of the political revolution. It was
accompanied by many romantic revolutionary slogans and ideas typical for
Culture 1. By getting rid of the «outdated», «religious» Arabic script, Turkic
peoples of the Soviet Russia were supposed to say goodbye to all «regressive»,
«dated», «counterrevolutionary», «parochial» things related to it, and to dash
forward to the bright communist tomorrow, armed with the «progressive»,
«international» Latin writing. Tatar primers based on the Latin alphabet were
constructed in complete accordance with these attitudes and rules.

In the late 1920s — early 1930s the variety of primers was still there, but the
Sovietization of Tatar primers becomes much more evident. The Soviet discourse
begins to hold a more prominent place in the “Alifba” by gradually replacing
the ethnic discourse. It becomes more aggressive, sometimes manifesting itself
openly (like, for instance, in the forms of Soviet holiday culture representation)
and sometimes appeared in covert and latent forms (like, for instance, in the
medicalization of childhood culture as a part of the Soviet «culturalization»
of the masses). Tatar primers now obviously served the single national task
of implanting the new Soviet ideology into the minds of young citizens of the
USSR, because children’s memory firmly grasped and safely stored all the things
that they read in their alphabet books. After all, the primers often were the first
books they read in their lives.
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experts gathered to deal with proposals and standards for policies, legislation and social
institutions, to organize the modern state and configure idealized urban societies and their
institutions. Education had gained prominence as a factor in building the modern society.
The circulation of ideas involved people engaged in intellectual functions, as well as ideas
spread to the population at large, for whom the new products, institutions and cultural
patterns would be designed.

EET/TEE KEYWORDS: National education system; Social institutions; Latin America;
XIX-XX Centuries.

From the mid-nineteenth century to the early decades of the twentieth
century, Professional Congresses, often held within International Exhibitions,
sprang up throughout several countries, including Brazil.

This article briefly introduces these congresses and analyzes their place within
historical processes, particularly as regards to Brazilian society. It investigates
their meanings, locates them historically and questions the description that
these congresses were essentially scientific activities, or even a practice begun
by scientists, but reverberating into other spheres.
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To this end, the article will situate these events in the Universal Exhibitions
and in Latin America, then to treat the specialties and social policies, especially
in relation to childhood. The analysis of the meaning of the encounters and
the processes in which they are embedded, in the framework of international,
political and economic relations, enable us to state that beyond being connected
to the production of specialized knowledge, the congresses were political
activities that legitimized the models and criteria of integration into the so-called
«concert of civilized nations». The congresses may be seen as one way in which
ideas circulated, occurring both nationally and internationally, alongside other
modalities such as the setting-up of scientific, political or religious associations,
or the dissemination of the general and specific press, involving a wide range of
sectors of society!.

Congresses within Universal Exhibitions

There is a close link between the scientific congresses and the Universal or
International Exhibitions that took place after the 1851 Great Exhibition of
London, and continued into the twentieth century. For the present study, we
will highlight the Exhibition held in Rio de Janeiro in 1922 to celebrate the
Centenary of Brazil’s Independence?.

The Universal Exhibitions were a space for scientific and technological
dissemination intended for the public at large (not to mention ideological and
commercial messages). The congresses were important elements in this scientific
dissemination. They were announced and celebrated as notable events promoted
during exhibitions, as well as by the organization of parallel themed exhibitions
and the setting-up of museums, which were spin-offs of the larger events.

World’s fairs performed a hegemonic function precisely because they
propagate the ideas and values of the country’s political, financial, corporate,
and intellectual leaders and offered these ideas as the proper interpretation of
social and political reality>.

According to Plum, the first foundations for international cooperation
among professionals were laid in the Great Exhibition in London in 1851,
and were institutionalized over the following decades. Comparison between
different nations’ output and producers drove the design of new methodological

I M. Kuhlmann Jr., Congressos Profissionais no final do século XIX e inicio do século XX:
ciéncia e politica, in A. Heizer, A.A. Passos Videira (edd.), Ciéncia, civilizacdo e repiiblica nos
tropicos, Rio de Janeiro, Mauad, 2010, pp. 179-198.

2 1d., As Grandes Festas Didadticas: a Educacdo Brasileira e as Exposi¢oes Internacionais,
1862-1922, Braganga, Paulista, Edusf, 2001.

3 R.W. Rydell, All the World’s a Fair: Visions of Empire at the American International
Expositions, 1876-1916, Chicago, The University of Chicago, 1984, p. 3.
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procedures. One meaningful result of this exhibition was the creation of
international comparative statistics; Belgian naturalist, Lambert Adolphe
Jacques Quételeet (1796-1874) was appointed as a member of the international
jury and prepared the International Statistics Congress, which brought together
statisticians from several countries, and its first edition was to be held two years
later in Brussels®.

Scientific interpretations of social and natural phenomena were becoming
increasingly authoritative, and the planners of the international exhibitions
promoted the prestige of this science. Brazil’s representative at the London
International Exhibition (1862), Councilor Carvalho Moreira, considered it
«an encyclopedia in action»°. In the First Draft of a System of Classification for
the World’s Columbian Exposition (Chicago, 1893) G. Brown Goode wrote
that it would become an «illustrated encyclopedia of civilization»®.

The holding of congresses simultaneously with exhibitions was boosted in
1878, in Paris, when engineer Thirion was tasked with organizing these meetings
on a range of scientific specialties and other matters such as agriculture, industrial
property, the arts, literature, and poetry. In 1889, in Paris, the Universal
Exhibition to celebrate the centenary of the French Revolution hosted more
than 60 congresses on a range of topics, including: Criminal Anthropology,
Ethnographic Sciences, Electricity, Celestial Photography, Hydrology and
Climatology, Hygiene and Demographics, Veterinary Medicine, Meteorology,
Marine Works, Unification of Time Zones and Zoology.

The cultural strength of the fair increased in 1893 in Chicago by a series
of international congresses to discuss religion, labor, women’s issues and
other important topics of the day. At the 1904 Louisiana Exhibition, a series
of international congresses brought together the leading scientists and men
of letters of the United States and the world, including Max Weber, Henri
Poincaré, William Rainey Harper and Hugo Miinsterberg’.

While the congresses associated themselves with international exhibitions,
specific exhibitions on a given topic also occurred, either in tandem with
congresses, or not, as in London in 1884, when the International Exhibition of
Hygiene and Education took place.

4 W. Plum, Exposi¢cbes Mundiais no Século XIX: Espetdculos da Transformacio Sécio-
cultural, Bonn, Friedrich-Ebert-Stifung, 1979, pp. 83-84.

5 M. de Souza Neves, As vitrines do progresso, Rio de Janeiro, Depto. Historia, PUC-R],
1986, p. 41.

6 Rydell, All the World’s a Fair: Visions of Empire at the American International Expositions,
1876-1916, cit., p. 45.

7 1bid.
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Congresses in Latin America

In Latin America, congresses were also held during exhibitions, beginning
in 1882 at the Continental Exhibition of Buenos Aires, when the International
Pedagogical Congress was held. In Brazil, during the Industrial Exhibition of 1881
it was determined that should have an attempt to hold a Congress of Instruction in
Rio de Janeiro, in 1883. The proposal for this Congress had goals closely imitated
that of the International Congress of Instruction, in Belgium in 18808. However,
due to difficulties with funding, the event did not take place, although a book was
published containing contributions commissioned from specialists on a range of
matters. The organizing committee did, even so, manage to hold a pedagogical
exhibition with material from a number of countries and a range of lectures on
educational matters. The books, devices and pieces of furniture exhibited were the
foundations for the setting up of the National School Museum [Museu Escolar
Nacional], which was inaugurated in the same year in Rio de Janeiro’.

To coincide with the celebrations in 1900 of the fourth centenary of Brazil’s
Discovery, the Congress of Medicine and Surgery [Congresso de Medicina e
Cirurgia], the Congress of Engineering and Industry [Congresso de Engenharia
e Industria], and the American Legal Congress [Congresso Juridico Americano]
were held. During the exhibition to celebrate the centenary of the opening of the
ports in Rio de Janeiro in 1908, there was at least one Congress on public and
private welfare. Organized around the exhibition to celebrate the centenary of
Brazil’s independence, in Rio de Janeiro in 1922, thirty congresses were held,
beginning in 1921 with the Interstate Conference on Primary Education.

Congresses assumed greater importance in the Americas at the beginning of the
twentieth century. However, there was no cooling-off of such meetings in Europe,
where a large number of them continued to take place. For example, one can
mention the International Congress on Criminal Anthropology in Amsterdam
(1901) and in Turin (1906); the Child Congress in Liege (1905); the International
Congress on Child Nutrition [Gouttes de Lait] in Paris (1905) and in Berlin (1911);
the Congress on Occupational Health in Milan (1906).

In the case of the Americas, there were congresses in which the United States
took part, such as the Pan American Medical Congress in Washington (1893), as
well as those bringing together only Latin American countries, such as the Latin
American Scientific Congress — Congresso Cientifico Latino-Americano, Buenos
Aires (1898); Montevideo (1901), Rio de Janeiro (1905) and the Latin American
Medical Congress — Congresso Médico Latino-Americano, Santiago (1901); and
Buenos Aires (1904).

8 Moysés Kuhlmann Jr., Notas sobre o Congresso Internacional do Ensino, Bruxelas, 1880,
«Historia da Educagio», vol. 9, n. 18, 2005, pp. 59-69.

9 Relatorio da Directoria da Associacio Mantenedora do Museu Escolar Nacional, Rio de
Janeiro, E. Leuzinger, 1884, <http://www.bbk.ac.uk/ibamuseum/facsimils/Leuziner0101.html>
(last accessed: May 31°t, 2012).



EDUCATION IN INTERNATIONAL CONGRESSES (LATE NINETEENTH CENTURY TO EARLY TWENTIETH CENTURY) 83

Delimitations and convergences among specialties

Apart from the competition among nations, a range of influences, bodies
of knowledge, interests and topics were discussed in international congresses
and exhibitions. While postulating primacy in their specificity, none of the
competing areas intended to overwhelm the others, but to join forces to build
civilized life.

In the late-nineteenth century and early twentieth century in Brazil, there was
specialized knowledge, which can be seen in the existing museums and research
institutions. From the Higher Education, Engineering, Law and Medicine were
the major areas from which sprang the intellectuals who participated in those
congresses and in the processes’ wherein new fields of specialties and scientific,
social and political activity were delimited.

In medicine, an early but fruitless attempt to hold a congress in Sao Paulo,
Brazil occurred in 1878, under the auspices of Doctors Nogueira Cardoso and
Cesario Mota, who approved 23 thesis for this meeting. It was the Rio de
Janeiro Society for Medicine and Surgery, which held the First Congress in
1888, and again in 1889, 1890 and 1900'°.

In the opening session at the 3'4 Latin American Scientific Congress in 19035,
Dr. Alfredo Osoério said:

No one is more suited to this beneficent and conciliatory mission, to this task of concord
and fraternity than we doctors, [...] and it is to doctors who in future, the government of
the peoples will fall, because only those who know the 1philosophy and psychology of the
individual will be able to know and guide the collectives'!.

Mr. Julio de Barros Raja Gabaglia provided an article on legal and
social sciences in the book celebrating Brazil’s 400™ anniversary, in which
he commented upon the recent specialization of social sciences, alongside
development in the sciences, as shown by subdivisions in law, with demarcations
that were addressed jointly or separately in the range of teaching systems of
different countries:

Thus, from primitive confused notions arise several sciences, which, unfolding and
multiplying, have constantly increased the range of human knowledge. At first, we shall find
law mingled with other sciences, and subsequently independent of them, and then finally
broken down into private and public law, civil, penal, international, commercial, maritime,
constitutional, administrative law, and so on, all of which are ramifications of studies

10 A.J.S. Lima, As Sciencias Medico-pharmaceuticas: parte segunda, 1808-1900, in Associagio
do Quarto Centenirio do Descobrimento do Brasil (ed.), Livro do Centenario (1500-1900), 4
vols, Rio de Janeiro, Imprensa Nacional, 1900, vol. 1.

11 Congresso Nacional de Assistencia Publica e Privada do Rio de Janeiro, Assistencia
Methodica, Meios Praticos para se Obter uma Alianca entre a Assistencia Publica e a Privada. O
Problema no Brasil, Rio de Janeiro, Jornal do Commercio, 1908, p. 21.
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following a single principle and an initial concept of separation, and that have specifically
subdivided and interlinked at different points. A careful examination of the multiple issues
of public law, supreme among those addressing the economic order and relations of the State
with society [...] has given birth to other sciences, called political and economic sciences
by some, and moral, political and economic sciences by others, while simply called social
sciences by many. [...] Legal, social and political sciences together make up a single great
entity. We must reduce them to a synthesis through sociology 2.

Engineers also saw themselves as leaders of society to implant civilization.
At the Engineering and Industry Congress of 1900 [Congresso de Engenharia e
Industria], to celebrate the 20™ anniversary of the Engineering Club, Mr. Osorio
de Almeida, Chairman of the event, gave a speech in which he emphasized the
importance of the field:

The science of law provides a firm foundation for the principles of order and justice;
Medicine discovers the laws for preserving the individual. Although, it is Engineering and
Industry that provide the former with the force that is the sanction of law, and the latter
with the means to protect against the destructive action of natural forces and even turn them
into factors for the comfort and well-being of mankind 3.

During the opening session for members of the sections of engineering,
physical sciences, mathematics, and natural sciences at the 3" Latin American
Scientific Congress in 1905, at the headquarters of the Engineering Club, Mr.
Castro Barbosa affirmed that within «this constant and wonderful progress
the engineer may feel justifiably proud». The same tone was taken by Carlos
Wauters, on his speech on behalf of new members:

Nothing may be obtained from nature hastily without the factor of adequate cause. The
new Latin nationalities of America could not suddenly wake up to the fecund, tranquil
life of lettered peoples, and political emancipation could not in itself lead to intellectual
emancipation.

We engineers must be the forerunners of this emancipation because our
science is for application, and to intend to seek it in the fields of high scientific
speculation, in our current circumstances, would be to try to achieve the
impossible!.

Jurists, engineers and doctors vied for privileged positions to lead «the
government of the peoples», but their interests converged through shared
participation in societies and associations as well as through taking part in areas

12 7, de Barros Raja Gabaglia, As Ciéncias Juridicas e Sociais, in Associacio do Quarto
Centendrio do Descobrimento do Brasil (ed.), Livro do Centenario (1500-1900), cit, vol. 3, pp. 3-4.

13 B.F. Ramiz Galvao, Memoria Historica dos Trabalbos da Associacdo do Quarto Centenario
do Descobrimento do Brasil, in Associagio do Quarto Centendrio do Descobrimento do Brasil
(ed.), Livro do Centenario (1500-1900), cit., vol. 4, p. 352.

14 Terceira Reunido do Congresso Scientifico Latino-Americano, Actos solemnes, visitas e
excursoes, Rio de Janeiro, Imprensa Nacional, 1909, vol. VIII, p. 122.
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concerning social policies, which were being delimited, such as occupational
health and education.

This coexistence occurred in borderline areas, such as the chair in Public
Medicine, mentioned by Mr. Raja Gabaglia, which existed in Brazilian Law
courses. In the 1905 Scientific Congress, Public Medicine organized itself as a
specific section, but its minutes and annals were published as an attachment
to the section of medicine. Communications of this section were related to
the interface between Medicine and Law, concerning issues of public health,
hygiene, and welfare, deriving from issues stemming from urban development,
and having to do with innovations, such as ambulances for transporting sick
people, or care for the dead. There was also a sociological communication
inspired by the so recent work of Durkheim on suicides, and which investigated
the phenomenon in the city of Sio Paulo. Sociology was linked to Law, in
congresses such as in 1905, with the section on legal and social sciences, or in
1922, at the First Brazilian Childhood Protection Congress, in the section of
Sociology and Legislation.

Congresses and social policies

In regard to the intervention in the area of welfare, at the opening session
of the 4™ Latin American Medical Congress in Rio de Janeiro in 1909, Dr.
Azevedo Sodré, chair of the Organizing Committee, referred to the interaction
among different areas to investigate issues related to poverty in modern society:

Gentlemen, you will agree that we were not ill-advised when we expanded the fourth
section, dedicated to hygiene and public welfare. I hardly know of more momentous issues
that could lend themselves more to internationalism than those concerning these two great
branches of human knowledge, rooted in the soil of medicine and sociology. Regarding
Public health, all peoples share solidarity, we all depend on each other. [...] Protection
against misfortune, in whichever of its countless and multifarious aspects, is not a purely
medical matter; however, given the eminently social character of modern medicine, this
topic challenges our attention. Both because in a confrontation with hygiene, psychology,
morality and sociology, the issues with which it has to do are not addressed by those
with a sound knowledge of human structure, and also because they have to deal with our
professional duties: to aid those who suffer or who may come to suffer. It is surely a great
deal to fight disease in each isolated individual; it is, even so, unarguably much more to
combat the evils that afflict the community.

He then reaffirmed the would-be preponderance of the medical sector to
lead a definition of proposals to enhance welfare:

Who better than we doctors, then, to raise the banner of legitimate protection for the victims
of misfortune, we, who in the bustling affairs of professional life always keep alive and
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vibrant with the spirit of altruism, we, who far from hardening our souls in our dealings with
poverty, become increasingly sensitive to the sufferings of others? It, therefore, behooves us
to strive, with our best efforts, to improve, extend and complete the processes of public
and private welfare, a welfare exercised under as many modalities as there are variations in
conditions that demand it, welfare that must be perfectly egalitarian, that smacks neither of
charity nor of favor, but is rather a just claim for a right that a society has deferred, a society
that too early forgot the sublime lesson of the Nazarene and still intends to be ruled by the
law of mutual assistance that we all owe each other.

Dr. Azevedo Sodré concluded this part of his speech by addressing the need
to formulate social policies and the role of the State, for which the Medical
Congress resorted to legal expertise through an invitation to specialists from
that area:

However, all of these countless problems of public and social prophylaxis, of welfare
under its range of shapes, that are on the order of the day in our affairs, are intimately
subordinated to and directly depend on an essential, primordial question which has never
been debated in these assemblies. Nevertheless, owing to its extreme importance, because
of the consequences resulting from it, should be compared to the pinnacle of the dome of
a great building. I refer to State intervention in hygiene and public welfare, to the role the
State must play, and to how and how far it must intervene, respecting or even confronting
individual and collective freedoms. The study of such a momentous matter, entrusted by us
to three of Brazil’s most res?ected jurists, and the resulting debate, will certainly contribute
to the success of our event'.

The congresses did not merely bring together scientific specialties, but
were organized as themed events, such as the case of industrial property, or
those concerning international agreements on weights and measures, on the
unification of time zones, on child protection, and so on.

There were even religious congresses, which the Church increasingly saw as
an option to organize its militants in its struggle against the State, for example,
the Catholic congresses held in Spain between 1889 and 1902. In Brazil, one
may mention the Catholic Congress of Bahia (1900), the Diocesan Catholic
Congress of Sdo Paulo, (1901, 1905, 1911), the Eucharistic Congress of Sao
Paulo (1915), and the National Eucharistic Congress of Rio de Janeiro, held
in 1922 during the Centenary Exhibition. These events were one way in which
the Church found a breathing space to regroup as a political element. Religious
teaching and welfare, in their several modalities, were the privileged fronts of
operations. In 1900 Father Julio Maria, a Law Ph.D., apostolic missionary,
as well as member of Brazil’s Historical and Geographical Institute [Instituto
Historico e Geografico do Brasil], wrote:

15 Quarto Congresso Médico Latino-Americano, Actas e Trabalbos, Rio de Janeiro, Imprensa
Nacional, 1909, pp. 64-66.
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The State cannot intend to run such complex and such delicate operations as education,
health, the fate of orphans, convicts, abandoned children, the Army, or the Navy while
recklessly dispensing with the most ancient and most active force that is known - religion.
[...] Fortunately, it seems that these ideas are holding sway, if not in all at least in some of
the leading representatives of Brazilian policy and clergy'®.

Childhood protection

Congresses promised the prospect of the organization of the modern
state, and models were put forward for urbanized society and its institutions.
Childhood as well as the medical, welfare, and educational attention reserved
for childhood to arise as one of major theme mainstreaming all areas. Education
— both what it is and what it is not, as well as what it means and produces —
began to be located as an important factor for structuring «modern» society.

The idea of holding congresses dedicated to childhood arose in Antwerp,
Belgium, in 1894, and was repeated in Brussels (1895) and Liege (1905).
Furthermore, in 1905, the First International Child Nutrition [Gouttes de
Lait] Congress was held in Paris; the second was in Brussels in 1907, when the
International Union for the Protection of Early Childhood was formed; and the
third was held in Berlin in 1911.

The First Child Congress was held in Belgium in July 1913. Brazil, invited
by the Belgian government, neither sent representatives nor the requested
information, but Dr. Arthur Moncorvo Filho, physician and director of the
Rio de Janeiro Institute for Child Protection and Assistance, and Dr. Alfredo
Ferreira de Magalhaes, a physician from Bahia, who played a major role in this
field in the early twentieth century, both took part.

American Child Congresses were held from 1916 onwards, as part of the
celebrations of the centenary of Argentinian Independence in Buenos Aires, and
nine editions were held up until 1948. The second was in Montevideo in 1919.
The third was held during the Exhibition of 1922, along with the First Brazilian
Childhood Protection Congress. These meetings focused strongly on education
among topics pointed out, and brought together a broad spectrum of social
forces, identified by Dr. Alfredo Ferreira de Magalhaes, in the 1916 meeting:

The First American Child Congress was not a congress on pediatric clinical practice, as
many might think. It was not only physicians who met, exchanged ideas and debated there,
but also lawyers, jurists, politicians, secondary school teachers, teacher trainers, professional

16 J. Maria, A Religido, Ordens Religiosas. Institui¢des Pias e Beneficentes, in Associagdo do
Quarto Centendrio do Descobrimento do Brasil (ed.), Livro do Centenario (1500-1900), cit., vol.
1, pp. 112-113.
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education workers, directors of the protection associations of children, youths and the
elderly, men women and unmarried women, many of whom didn’t show a low degree of
intellectual and social culture!”.

The First Brazilian Childhood Protection Congress was held simultaneously
with the Third American Child Congress during the celebrations of the
centenary of independence. Preparations for it had been underway since July
1919, but it had been postponed several times until the decision was taken
to merge the two meetings. Over 2,600 members from 21 States of Brazil
enrolled, and official delegations came from 17 American countries: Argentina,
Bolivia, Chile, Colombia, Costa Rica, Cuba, Equator, Guatemala, Mexico,
Nicaragua, Paraguay, Peru, Panama, San Salvador, the United States, Uruguay
and Venezuela. Italy also sent a representative. The goal of the meeting was
to deal with «all matters that directly or indirectly refer to children, both, in
general, from the social, medical, pedagogical, and hygienic point of view, and,
in particular, in their relations with Family, Society, and the State»'8.

The Congress was divided into 5 sections: Sociology and Legislation (above
all in regard to the family and the community); Welfare (in regard to pregnant
women, mothers or nursing mothers, and to infants and young children);
Pedagogy (particularly in relation to child psychology and to physical, moral
and intellectual education, including professional education); Infant Medicine
and Pediatrics (general, surgery, orthopedics and physiotherapy); Hygiene
(eugenics, private hygiene in infancy and early childhood, the study of infant
nutritional chemistry, public hygiene, particularly communities, and above all
school hygiene).

The Sociology and Legislation section focused legal matters (criminal and
labor legislation), cultural matters (the influence of cinema and theater, child
prostitution) and educational institutions. The Welfare section dealt with child
protection measures, with several accounts from institutions from all over the
country. The Pedagogy section comprised communications on development
and learning, curricula, moral, popular education, religious education, and
pedagogical methods. The Medicine section dealt mainly with specifically
medical topics, while Hygiene section focused on issues such as alcoholism,
eugenics, health education and school hygiene.

Education was given a privileged space, and was a catalyst for proposals
on childhood, although in that Congress issues on health and hygiene also
stood out. The Pedagogy section was one of the busiest in terms of the number
of papers enrolled, and there were interventions for educational issues in all
sessions, except for that of Childhood Medicine. In the Sociology and Legislation

17 A.F. de Magalhdes, De Regresso do 1° Congresso Americano da Crianga, Salvador,
Almeida, 1918, p. 6.

18 Congresso Brasileiro de Protec¢io 4 Infancia, Boletim 6: 1921-1922, Rio de Janeiro,
Imprensa Nacional, 1924, p. 78.
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session, the debate on childhood legislation and the role of the judicial branch
was associated with educational institutions for abandoned children, while
moral education was emphasized both within such institutions and from the
point of view of the customs of urban life. In the Welfare section, a relationship
could be found between educational institutions for poor children, social
policies and moral education. There were also accounts of the experiences from
several social entities in Brazil, many of them with educational institutions. In
the Hygiene section, the relationship between health and education in social
policies was reaffirmed, and specific aspects of school hygiene were discussed.

Relations among different sectors were wide-ranging, and this can be seen in
the composition of members of the Congress as well as in relations surrounding
the meetings. A leading category among members enrolled at the Brazilian Child
Protection Congress, that of honorary members, shows privileged recipients
of demands from the meeting, involving people from the Federal and State
levels of government. The other category, effective members, came to 2,632,
including individuals and institutions. An enrollment fee was charged, which
favored this arrangement, and explains the presence of unexpected names such
as sports clubs, associations and Masonic lodges. Those enrolled showed a
range of educational backgrounds and areas of involvement: professors and
students from medical colleges, physicians, pharmacists and dental surgeons.
Those with a background in law included politicians, judges, the chief of
police, and the representatives of various entities. Those working in education
included school directors and teachers. The wide-ranging list of professions
among those enrolled demonstrates the scope of social sectors involved: mayors,
civil servants, architects and builders, civil engineers, military engineers, Navy
officers, agronomists, ranchers, farmers, traders, capitalists, industrialists,
proprietors, journalists, accountants, and publicists. Most religious people were
Catholic, but there were representatives of Protestant denominations and there
is one communication from a Spiritualist Association. Although most attendees
were male, there was a significant female presence. This demographic breadth
of scope shows both the network of relations of the organizers of the event and
the social acknowledgment of the importance of the matter, going beyond those
working directly with children®.

19 M. Kuhlmann Jr., A Circulacdo das Idéias sobre a Educacdo das Criancas: Brasil, Inicio do
Século XX, in M. Cezar de Freitas, M. Kuhlmann Jr., Os Intelectuais na Histéria da Infancia, Sao
Paulo, Cortez, 2002, pp. 459-503.
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Congresses and their meanings

In the documentation related to the congresses, one nearly always finds
manifestations, generally during the opening or closing sessions, proposing a
reflection on the importance of these meetings and their goals.

At the opening of the 1922 Exhibition, Brazilian President Epitacio Pessoa’s
address to the ambassadors of friendly nations, deemed «a glorification of the
grandeur of Brazil», showed a progressive optimism, in which congresses were
taken as proof of Brazil’s progress:

The scientific, historical, artistic and economic congresses that you will attend, just as you
might attend this Exhibition in which we seek to summarize certain aspects of our intellectual
culture, and of the produce of our lands and factories [...] will suffice to persuade you that
something has been done — though much remains to be accomplished — to build the future,
after this difficult step of the first century of emancipated life?°.

At the 1908 National Public and Private Welfare Congress [Congresso
Nacional de Assisténcia Publica e Privada] in Rio de Janeiro, jurist Ataulfo de
Paiva, a judge of the Rio de Janeiro appeal court, stated:

And scientific congresses, much maligned recently, are still and will remain the most
appropriate vehicle civilization has produced in order to proclaim ideas, principles and
programs worthy of nations’ admiration®!.

At the opening ceremony of the 1900 Engineering and Industry Congress,
Mr. Ramiz Galvao spoke on behalf of the Fourth Centenary of the Discovery
of Brazil Association [Associagdo do Quarto Centenario do Descobrimento do
Brasil], to register his

profound gratitude for having wished to associate itself with the celebrations of Brazil’s
Jubilee. And, gentlemen, I use the term celebrations advisedly, because in these august
assemblies of science just as in the heyday of the Hellenic people, the heart of the Fatherland
is gladdened by the groof of the talent and vigor of its sons, [and] applauds the victors of the
jousts of knowledge??.

When mentioning the 4,160,000 visitors to the 1884 International Health
Exhibition in London, the rapporteurs of the Brazilian Commission stated:

20 Exposi¢do do Centendrio do Brasil, Livro de Ouro: Commemorativo do Centenario da
Independéncia do Brasil e da Exposicao Internacional do Rio de Janeiro, Rio de Janeiro, Annuario
do Brasil, 1923, p. 363.

21 Congresso Nacional de Assistencia Publica e Privada do Rio de Janeiro, Assistencia
Methodica, Meios Praticos para se Obter uma Alianca entre a Assistencia Publica e a Privada. O
Problema no Brasil, cit., pp. 5-6.

22 Ramiz Galvao, Memoria Historica dos Trabalhos da Associacdo do Quarto Centenario do
Descobrimento do Brasil, cit., p. 361.
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If, when visiting it, most of the public sought only the pleasure of a stroll through the
gardens, or in its galleries, the pleasure of music, encounters with friends, contemplation
of the elegant part of society; if it was for one class a source of profit, while for another
a pastime and recreation; nonetheless, its importance is undiminished, and the advantages
flowing from it unmitigated. It is enough that from this entertainment, the public acquires
a little hygiene, and that the least attentive and most reluctant observer obtains some small
knowledge, a minor lesson that with time shall yield fruit. Nonetheless, if it were only fruitful
for a limited number of people, namely those who attend it in order to inform themselves and
seek encouragement for further studies on hygiene and education, this would be enough??.

From the point of view of spreading knowledge and disseminating procedures
suitable for hygiene, the report shows that even indirect influences on the public
at large are deemed possible. Alongside this, the dimension of a necessary
exchange by the interested parties is highlighted. This shows that the circulation
of ideas involved specific social relations among people exercising intellectual,
administrative and political roles in different institutional positions. At the
same time, ideas were spread within the framework of a broader dissemination
to the population at large, wherein an attempt was made to incorporate new
products, institutions and cultural models to social practices.

At the opening of the International Congress of Instruction in Brussels
(1880), Mr. Couvreur, Chairman of the Executive Commission, said that if
the new ideas were to be accepted and adopted, they would have to penetrate
the masses, and not only be taken up by a few spirits. Congresses possess the
merit of allowing these ideas to arise, and become consolidated in the clash
of contradictions. Thanks to congresses, observation could step out of the
pages of books and occur in the light of the day, in the open forum, instead of
moldering in libraries, academies and administrations. And thus, ideas would
eventually be adopted by public opinion and impose themselves on lawmakers:
«congresses are one of the most useful forms of self-government. They prepare
the laws»24,

At the same meeting, Mr. Midosi, the Portuguese delegate, was applauded
when he said that he was deeply persuaded of the usefulness of such meetings,
not only in order to see for himself the state of instruction in different countries,
but also to exercise a great influence on relations and life in different nations,
in the struggle against the common enemy, ignorance. In congresses, one could
find perfect freedom of discussion, perfect equality of rights, and complete
fraternity among all its members: «literary congresses will bring about a true
universal Republic»?’.

23 Comissdo Brasileira na Exposi¢do Internacional de Higiene e Educacdo, Trabalbos da
Comisssdo Brasileira, Rio de Janeiro, Imprensa Nacional, 1884, pp. 26-27.

24 Congres International de ’Enseignement de Bruxelles, Discussions, Bruxelles, L’Office de
Publicité, 1882, pp. 10-11.

25 1bid., 54.
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International relations shine through as one of the existing concerns in
holding congresses, which is why diplomatic efforts were made to have them.
The idea of harmony was preached, which would set the prevailing tone at such
meetings, and, which would ease international tensions and foster agreement
among nations. At the opening session of the 3" Latin American Scientific
Congress, Councilor Carlos Augusto de Carvalho, the first vice-president of the
Steering Committee, uttered the following words in his speech:

This is the social and international mission of a congress [...]; it cannot be mere showy
display, provoking emulation and rivalry, nor can it assume the features of the ostentation
of old universities. [...] By summing up the efforts of those who study, it awakens affection
and meets affinities; it eliminates prejudices, dissolves antipathies, links brain to heart,
strengthens the sentiment of respect for human dignity, which is the spirit of tolerance,
love, and solidarity; it exercises a benign influence on international relations through the
communion of moral interests that it establishes and perfects>®.

The Mexican delegate, Mr. Carbajal y Rosas, stated in the same session:

Science, whose homeland is the world, fulfills among its immense goals that of bringing
together in one fatherland all the countries of men. In this setting of supreme serenity,
individuals forget what is sometimes hostile and exclusive in each one’s national sentiment,
and magnanimously collaborate in the task of aggrandizing not onlg their countries of

origin, but all mankind itself, with no distinction of race, creed or ﬂag2 .

The Baron of Rio Branco, Minister of Foreign Affairs, had this to say:

The foremost, and, socially speaking, the most useful consequence of international congresses
of scientists is the setting up of an intellectual commerce among men, who dedicated to the
same tasks and research, generate knowledge among themselves at these meetings, and being
able to watch and study, receive training for their homelands, albeit incidentally, in the field
of politics, dissolving prejudices and dissipating misunderstandings, and thus cooperating in
the great task of the pacification of spirits and the construction of friendship among nations.
No form of official, tendentious propaganda matches this, which is spontaneously exercised
by men of great worth, convinced and alienated from political passions®®.

International Relations, Politics and Economy

Although the 1905 Congress was Latin American, it was not driven by the
prospect of opposition to the United States. To the contrary, it would seem
that the absence of the USA created a space for subordinate nations to wage a

26 Terceira reunido do Congresso Scientifico Latino-Americano, Trabalhos Preliminares e
Inauguracdo do Congresso, Rio de Janeiro, Imprensa Nacional, 1906, vol. I, pp. 158-159.

27 Ibid., p. 185.

28 Ibid., p. 177.
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competition for the most civilised and correctly governed, and thus deserved
privileges in its relations with the «protecting» nation. At the opening, Councilor
Carlos de Carvalho, posed this question:

Will a latent, disguised, anti-Anglo-Saxon league, stretching from Mexico to Tierra del
Fuego, represent a centrifugal force, a state of antagonism preserving the Republics, where
two Latin languages are spoken against the all-pervading influence of the American Union,
be at least the trend of this Congress?

[...] T will say this not only on behalf of Brazil but also in accordance with the proud
sentiment of all the Latin American Republics, such a conspiracy is entirely ruled out.
Mr. President of the Republic, ladies and gentlemen — in the flags that here in this space
[...] represent and symbolize the promising Latin American nationalities, Brazil sees the
colors of the spectrum of the great American Light; Brazil knows that the Latin American
Scientific Congress, giving this light a pronounced movement of sympathy and sincerity,
will recompose it so that — great and hot as the sun that fecundates everything — the true
motto of its efforts — Justice and peace — will perpetually shine on the souls of the republics
of North, Center, and South America””.

In Latin American politics, and in Brazilian politics, especially, relations
with the United States were standing out as a point of discussion, and leading to
discussions at many congresses of the increasing hegemony of Pan Americanism.
Apart from the political and economic domination expressed in diplomatic
agreements, we find a subplot on the scientific and cultural plane, producing
mediations and representations of the American continental congregation.
The Monroe Doctrine was echoed by the dialog among professional and
intellectual groups in Pan-American international congresses, where efforts to
organize the state and its institutions were identified with the idea of «modern
civilization», the clearest expression of which was the United States®. In 1922,
US Secretary of State Charles E. Hughes, representing his country during the
centenary Exhibition, tried to save a Pan Americanism that was under threat,
since United States interventionism in Central America, and in the Caribbean
region, had once more resuscitated distrust among several Latin American
republics. In the concluding remarks of the public international law section of
the legal Congress, one can see harmony with US intentions:

The proposals announced in the US presidential message of December 2, 1823, setting
forth what is commonly known as the Monroe Doctrine, met the interests of the states of
Latin America and do not affect the vital principle of sovereignty of these states which are
still in the process of formation?!.

29 Ibid., p. 33.

30 Kuhlmann Jr., As Grandes Festas Diddticas: a Educacdo Brasileira e as Exposicoes
Internacionais, 1862-1922, cit.

31 See «Revista Juridica», vol. 28, n. oct-dec., 1922, p. 172.
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The definition of October 12 as Children’s Day at the closing of the Third
American Child Congress, appears to follow the same logic. At that meeting,
Almir Madeira, of the Niteroi Institute for Child Protection [Instituto de Pro-
tecdo a Infancia de Niter6i], said that dedicating one day to children was a
trend in the «civilized world», for which

the sage policy of concord in the new continent should be increasingly buttressed and
strengthened, and the idea of American fraternity should be especially cherished among
our children. [...] At this auspicious historical moment of the most beautiful solidarity, and
at which scientists, writers and philanthropists from all the states of Brazil, and the most
notable representatives of American nations are present, I propose the following VOTE:
The Third American Child Congress and the First Brazilian Childhood Protection Congress
should encourage by every means available the governments represented here to celebrate
‘Children’s Day’ in their respective countries on October 12%, the commemorative date of
the discovery of America®?.

Associated with political aspects, these agencies of cultural order are also
related to the economy, as suggested in the comment that congresses are a
type of intellectual commerce made by the Baron of Rio Branco in 1905, and
likewise, by Mr. Eduardo Acevedo, Dean of the University of Montevideo,
Chairman of the Third Latin American Scientific Congress in his address:

Such is the major task of these international congresses that bring together peoples that
need to know each other and unite, and who need to become strong in order to defend their
autonomy and thus become respectable forces within the principles of public international
law. [...] the scientific tournaments that bring together the intellectuals of all sister peoples,
encourage investigations, set up a commerce of ideas, disseminate what is done in each
territory, rectify mistakes and put thought onto the same tracks®>.

The link to the economy, beyond a commercial meaning, also alludes to
industrial manufacturing, as in the address made by Mr. Antonio de Paula
Freitas, 1%t Secretary to the Steering Committee, when presenting a report on
the works:

Scientific congresses will help patent the efforts of men of study and keep them in constant
contact. Industries shall have their prominent position, and their congresses, and even
more their exhibitions, true competitions from which they have achieved the most useful
applications>?.

In the opinion of Mr. Ataulpho de Paiva, in an address given at the
National Library in 1913, about the new horizons of justice and welfare,

32 Congresso Brasileiro de Protec¢do a Infancia, Boletim 6: 1921-1922, cit., p. 246.

33 Terceira reunido do Congresso Scientifico Latino-Americano, Trabalhos Preliminares e
Inauguracdo do Congresso, cit., vol. I, pp. 174-175.

34 Ibid., p. 171.
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capitalism represents a higher function in the life of societies, and is, frankly,
cosmopolitan in nature: «capitalist industrialist internationalism and scientific
internationalism can be taken for each other, and complement each other»3°.

Conclusion

The intellectual sectors participating in the preparation for the congresses
shared roles and duties. The conflicting concepts in theoretical formulations
harmonized in these spaces for political articulation, aiming to produce and
disseminate specific expertise, as well as to foster the debate and the formulation
of proposals for the organization of the state, the ordering of the urban space,
the creation of institutions and the definition of policies, legislation and rules.
Thus, the dialog among professional and intellectual groups can be described
by the concept of formations®®. In the process of delimiting different fields —
legal, medical, welfare, educational, and so on — the sharing of competencies
was neither watertight nor restricted to given professions, as can be seen by
the wide range of social segments interacting in the field of proposals. Issues
of international relations, manufacturing, employment and the market, science
and technology, social groups and classes, and relations of force, are present in
the debates. In this sense, science was secondary, although it was represented
as a protagonist: all proposals, seeking legitimacy, rested on the qualifying
adjective of scientific.

Just as in a theater, projects building an illusion of progress as a tangible
reality acted within these «spaces of the dramatization of the real»3”. Both
in institutional relations, and through social formations, in a range of ways
and means, there were intellectuals, who organized themselves in order to
spread concepts and promote political and institutional policies for political
and social organization. These intellectual workers held, or wished to hold,
positions in State agencies, in the Executive, Legislative, and Judicial branches,
in the institutions and entities of civil society. The organization of as well as the
participation in congresses — in addition to disseminating manifestos and being
present in higher education, the participation in leagues and associations, in
reviews and periodicals — created room for this social activity.

35 AN. Paiva, Justica e Assisténcia: Novos Horizontes, Rio de Janeiro, Jornal do Commercio, p. 18.
36 R. Williams, Cultura, Rio de Janeiro, Paz e Terra, 2000.
37 De Souza Neves, As vitrines do progresso, cit., p. 18.
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Introduction

This paper will be focused on one source — the obituaries published in the
Italian school and teachers’ magazines on the occasion of the death of teachers
and school officials (head teachers, principals, school inspectors, directors of
education etc.) — largely neglected and not at all used, at least in Italy, in the
field of the history of schools and education’.

For this purpose, we will use the extensive collection of obituaries kept at the
Fund DBE, recently deposited at the «Centre for the investigation and research
on the history of school books and children’s literature» of the University of
Macerata by Giorgio Chiosso and Roberto Sani, directors of the monumental
Biographical Dictionary of Education 1800-20007.

The above mentioned Fund includes more than two thousand obituaries
derived from some of the most prestigious school and teachers’ magazines of
united Italy: «L’Istitutore. Foglio ebdomadario d’istruzione» (1852-1894),
«L’Osservatore Scolastico. Giornale d’Istruzione e di Educazione» (1865-
1899), «L’Unione dei maestri elementari d’Italia» (1870-1920) and «La Scuola
Nazionale. Rassegna di Educazione e Istruzione» (1889-1901); «I Diritti della
Scuola» (1899-1994) and, finally, «Scuola Italiana Moderna» (1893-present).
They are magazines of different ideological and political orientation, reflecting,
as a whole, the various and varied cultural and educational instances
characterizing the debate on school and on the teaching profession in Italy after
the unification.

These magazines cover a total period of more than a century and allow us to
analyse the characteristics and evolution of this source in the long term, from
the creation of the unitary state to the first World War and the fascist period,
until the advent, after the Second World War, of the republican democracy and
the major socio-economic and cultural changes of the Second postwar period,
from the industrial expansion to the development of the consumer society.

By examining the obituaries — here considered not only as a biographical
source, but also as a means of identity construction for the groups and
institutions that produced them —, we intend to retrace the evolution of the

1 See A. Bianchi, La storia della scuola in Italia dall’Unita ai nostri giorni, in L. Pazzaglia, R.
Sani (edd.), Scuola e societa nell’ltalia unita. Dalla Legge Casati al Centro-Sinistra, Brescia, La
Scuola, 2001, pp. 499-529; R. Sani, Scuola e istruzione elementare in Italia dall’Unita al primo
dopoguerra: itinerari storiografici e di ricerca, in R. Sani, A. Tedde (edd.), Maestri e istruzione
popolare in Italia tra Otto e Novecento, Milano, Vita e Pensiero, 2003, pp. 3-17; J. Meda, «Mezzi
di educazione di massa». Nuove fonti e nuove prospettive di ricerca per una «storia materiale
della scuola» tra XIX e XX secolo, «History of Education & Children’s Literature», vol. VL, n. 1,
2011, pp. 253-280.

2 G. Chiosso, R. Sani (dir.), Dizionario Biografico dell’Educazione 1800-2000, 2 vols., Milano,
Editrice Bibliografica, 2013. See M. Brunelli, The «Centre for Documentation and Research in
History of Textbook & Children’s Literature» in University of Macerata (Italy), «History of
Education & Children’s Literature», vol. IV, n. 2, 2009, pp. 441-452.
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model of teacher and school official in the different historical periods and in
the light of the different ideological, political and cultural backgrounds. In
doing so, we will analyse the importance given to popular education and to the
struggle against illiteracy, as well as to the role of education, and of the school
itself, in the creation of the national identity and in the promotion of the values
of citizenship in the various periods of the unification process>.

After the Unification and for over a century, the obituaries, far from being
an obsolete or marginal literary genre, played an increasingly important role in
didactic, school and teachers’ magazines, as proved by the constant presence
of one or more regular columns dedicated to them and, in particular, by the
continuous and systematic way in which the main Italian school magazines kept
alive the memory and the example of the «fallen Colleagues» and «disappeared
Educators».

In this regard, in the early thirties of the XX century, on the occasion of the
re-establishment, after a brief interruption, of the column «Resurgent» on the
pages of «Scuola Italiana Moderna», it was significantly pointed out:

The sad column re-starts. It is perhaps the most constant in the magazine, because it is always
present. Every week we have victims of duty, teachers burnt out by school, sometimes very
young. [...] It is a sort of roll of honour of the Italian teachers. For this reason, we would
like that for all the disappeared teachers there was a colleague writing about them, so that
everyone in Italy working for the school and following us, can know that they are gone to
God and remember them with the solidarity of suffrage®.

We should point out that, if in the second half of the XIX century the
teachers’ and headmasters’ commemoration was entrusted to austere sections
called «Obituary», «Obituaries», «Brief obituaries», or «Obituary register»,
from the first decades of the twentieth century these sections not only multiplied
but also changed their names. Think, for example, to the magazine «I Diritti
della Scuola» and its various columns: «Mourning in the Family», «Departed
figures», «Departed Educators», «In Memory», «Those who have left us».

It is also the case of the long-lived «Scuola Italiana Moderna», in which the
obituaries found place in columns called «In Memoriam», «Echoes»,«On the
field of duty», «Pro Patria» (the last two for the teachers died in the WWI); and,
in addition to «Resurgent», «In the light of glory», «Our Heroes» and «Register
of glory. Fallen colleagues», dedicated to the teachers died in the World War II;
«Teachers of life after the death», for teachers who were partisans or soldiers
of the regular army killed by the fascists during the struggle for liberation; and
finally, «Educators who disappear» in the post-war period.

3 On the obituary considered not only as a biographical source, but also as a means of identity
construction for groups and institutions that produce it, see M. Perry, ‘Red Ellen’ Wilkinson: Her
ideas, movements and world, Manchester, Manchester University Press, 2014.

4 Resurgent, «Scuola Italiana Moderna», vol. XLIII, n. 1, 9 September 1933, p. XV.
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The organization and features of the obituaries were very varied, thus
revealing a certain number of approaches and rhetorical references: in fact,
they range from a few lines containing the deceased teacher’s essential data
and some set phrases, in the case of simple teachers or not particularly well-
known headmasters, to real biographical commemorations, — sometimes with
references to their ‘merits” and professional qualities and the presentation of
their published works — in the case of the more renowned personalities (teachers
become MPs or ministers, high-ranking ministry officials, teachers arrived to
university chairs or who distinguished themselves for their merits in the field of
innovation and pedagogical teaching etc.)

In our opinion, short obituaries dedicated to simple teachers, school officials
and headmasters of local communities and not in the limelight are particularly
important (more than the biographical recollections of the great personalities)
for the in — depth analysis of the model of teacher and school official proposed by
magazines in different historical periods and in the light of different ideological,
political and cultural contexts.

Hence, the decision to pay a particular attention, in our work, not only
to the great figures involved in public education, but also to the «modest and
hard-working educators», to the «<humble and silent workers of the school and
of the ‘alphabet’»> who, not in the limelight, were always described in school
and teachers’ magazines as models and points of reference for the teaching
community as a whole, by virtue of their efforts «to educate and instruct
the boys entrusted to their cares with paternal affection, [...] sweating and

struggling for the children of the nation»>.

1. «Among pretentious and boastful people, schools are full of». The peri-
odic of Turin «L’Istitutore» and the promotion of a new ideal of teacher after
the national unification

Founded in Turin in 1852 by Domenico Berti, who directed it in a first phase,
and intended to take up the legacy of the «Giornale della Societa d’Istruzione
e di Educazione» (1849-1852), «L’Istitutore» (1852-1894) can be certainly
considered «the first real didactic and teachers’ magazine on a national scale».
In fact, it was one of the most representative and authoritative school paper
of the last forty years of the nineteenth century, being it particularly active
in spreading the pedagogical principles of spiritualist and liberal-Catholic
inspiration (Niccolo Tommaseo, Antonio Rosmini etc.) and in supporting the
renewal of public and private education in a liberal moderate sense.

5 Ramello Antonio, «L’Unione dei maestri elementari d’Ttalia», vol. XI, n. 9,4 May 1880, p. 138.
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The magazine of Turin supported the view of a religiously-oriented school,
but not subjected to the control of the Church and the intransigent and
obscurantist clergy, underlining the importance of the freedom in teaching
against the statist Liberals’ centralist intentions. It, in defending the school
and didactic freedom and the teachers’ autonomy, promoted an open idea of
pedagogy and education, against all forms of dogmatism and schematism.

In particular, after the National unification, «L’Istitutore» engaged a
real battle in favour of the improvement of the legal and economic status of
elementary teachers, whose unique function was underlined over and over
again, being them described as «national educators» and real «creators and
protagonists», through the school, of the transformation of the common people
«in a people conscious of their duties, law-abiding and jealous guardian of
national independence»°.

The section containing the obituaries had a particular function, not at all
secondary, in the enhancement of the role and prerogatives of the social class
of teachers in the new unified state. They were charged not only with the
«noble duty» of «celebrating those honest citizens» and «keeping alive among
the younger generations their memory», but also with the «sacred duty» of
«recalling the teachers’ virtues», showing them as models in order to evoke
among the readers, or among the whole social class of teachers, a desire to
emulate them. At the same time, they had to increase the prestige and authority
of the category within the public opinion and the ruling classes of the country.

In this regard, we can easily understand the emphasis with which
«Istitutore», particularly during the first two decades after the unification,
underlined the role of the school and teachers in promoting a strong national
consciousness and a lively sense of belonging to the new unitary state among the
younger generation’. So, when it reported the death of Giacomo Demichelis,
the elderly and humble schoolteacher of Bosco Marengo, a small rural town in
the province of Alessandria, it particularly emphasized his being member of the
special category of the «honest citizens»: they were men that, carrying out their
high task as educators, had produced a «benefit for the whole country», thus
becoming «worthy» of «being commemorated»:

6 On the magazine of Turin «L’Istitutore» (1852-1894), see in particular: G. Chiosso, I
giornali scolastici torinesi dopo I’Unita, in Id. (ed.), Scuola e stampa nell’Italia liberale. Giornali
e riviste per Ieducazione dall’Unita a fine secolo, Brescia, La Scuola, 1993, pp. 7-50; and Id.,
Istitutore (L’), in 1d. (ed.), La stampa pedagogica e scolastica in Italia (1820-1943), Brescia, La
Scuola, 1997, pp. 365-367.

7 In a commemorative article published in the column «Bozzettini biografici di illustri maestri
italiani» (Biographical sketches of famous Italian teachers) in May 1873, in this regard, it was
stated: «When Francis II of Austria visited the University of Pavia, he said to the teachers around
him - Gentlemen, I want you to create good subjects for me: I do not want poets and scholars.
— However, in Italy there were always teachers, who, instead of creating good subjects, were
engaged in educating good citizens and patriots» (C. Avalle, Cola Montano, «L’Istitutore», vol.
XXI, n. 18, 3 May 1873, n. 18, pp. 285-288).
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In Bosco Marengo — we can read in the obituary for the teacher Giacomo Demichelis — he
was charged with the role of primary school teacher. It lasted more than 38 years, so that
almost the whole present generation of that country received the first teachings from him.
[...] He always cultivated the Italian language with great love, and he wrote very well: and
he always said that we all have to study it well at school, since our language is beautiful,
and without it we would never have been ourselves. And then he talked about the homeland
as something that joined the rights and duties of all the inhabitants of Italy: and he wisely
distinguished the love for the homeland from that for the country. [...] He was good and
pious: he conciliated the domestic affections with those for the homeland, the religious to
civil ones: and his deep religious sentiment made him morally stronger; and he wisely used
his reason, affirming to feel more strongly the need for faith®.

A deep affection for the homeland, an authentic religious consciousness
and a vigorous moral probity were also the Carlo Avalle’s qualities, teacher
of history and geography at the Liceo R. Gioberti in Turin. «L’Istitutore», in
fact, stressed not only that he strongly supported the popular education and the
teachers’ cause, but that he was also committed in the ethical and civil growth
and in the patriotic education of his young students:

He - the obituary published in July 1873 said - leaves in the misery his wife, his relatives and
a lot of his friends who were able to appreciate the good qualities of his soul and blameless
life. Italians mourn him as an uncorrupted citizen. [...] All the teachers whose cause he
supported will remember him, as well as the multitude of young people he educated to the
cult of homeland and of every virtue’.

With reference to the period immediately following the unification, the
several obituaries dedicated to certain priests and religious teachers are also very
interesting: the narration of their choices and work gave to the magazine of Turin
the opportunity of focusing on the fundamental role of the Christian religion in
the education and school field, as well as on the particular characteristics that the
many «ministers of the Altar» had to posses. They were called to teach in public
schools, which, as you know, were particularly numerous and significant, in fact,
as Aristide Gabelli pointed out, they amounted to almost ten thousand units in
the whole peninsula, i.e. the 26% of the total, with reference to the late sixties!°.

«Istitutore» in March 1862, in commemorating father Pietro Barberis,
who had been vice-priest in the parish of Pino d’Asti and then, for a long time, a
primary school teacher in the municipal schools of Turin, not only recalled the
salient aspects of his biography, but focused in particular on the «noble qualities
of his soul» and the «rare qualities» who had made him an «excellent teacher»

8 Demichelis Giacomo, «L’Istitutore», vol. XX, n. 52, 28 December 1872, pp. 818-820.

9 Awvalle Carlo, «L’Istitutore», vol. XXI, n. 27, 5 July 1873, p. 437. See also Carbone
Domenico, «L’Istitutore», vol. XXXI, n. 13, 31 March 1883, p. 208.

10 A. Gabelli, L’istruzione elementare in Italia secondo gli ultimi documenti pubblicati dal
Ministero, «Nuova Antologia», vol. V, n. 13, 1870, p. 190. See also Sulle condizioni della pubblica
istruzione nel regno d’Italia. Relazione generale presentata al Ministro dal Consiglio Superiore di
Torino, Milano, Stamperia Reale, 18635, pp. 403-40S5.
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and a true «example» for «the clergy of Turin» and the whole «teachers’ social
class» of the town. In this regard, the paper underlined «his hard work in the
service of God and the neighbour with love, gentleness and perseverance», but
also «his love for the homeland» and his «rare modesty», together with his
«great abilities», for which he was «respected by all his pupils and dear to all his
colleagues»; finally, it recalled the «unparalleled zeal» and «highest prudence»
which characterized his teaching process, showing a particular ability in the
education of young people»:

Father Pietro Barberis — we can read in the conclusion of the obituary — was very mild-
tempered, always the same in every condition of life, he was deeply engaged with his
theological and moral studies, he cultivated humanities and poetry with love, he preached
effectively and with pious fervour, [...] he was an example for the clergy and teachers for
his moderation and tolerance, as well as for his culture, his blameless virtue and sincere
religion!!.

Some years later, an obituary containing similar themes was published in
«LIstitutore»: it was about another member of the clergy, Giovanni Battista
Cordiviola from Genoa, who was «one of the most distinguished students of
Troya and Rayneri, who always remembered him with affection». Later, he
became teacher and then headmaster of the civic schools in the district of San
Teodoro in Genoa, and maintained this role «with joyful abnegation and with
tireless zeal until the end of his life». The magazine, as in the case of Barberis,
underlined, above all, father Cordiviola’s modest character, «a temperament
much more modest than the usual one of the times», that brought him to carry a
«lonely life, satisfied of his seclusion ». But the author of the obituary underlined
that this was not due to a «lack of doctrine and culture; because he had carried
out good literary and pedagogical studies», but to the fact that «Cordiviola
rather than boasting about his scientific knowledge and philanthropy, preferred
to study, work and perform good actions in silence».

He had a «strong and patient» soul, and lived his double vocation as a priest
and a teacher with «dignified sobriety, always happy for his condition and able to
relieve the misery of the others». In this regard, the conclusion of «L Istitutore»
is not surprising: «G.B. Cordiviola, honest priest respecting all his duties», with
his qualities and with the «continuous and active commitment» in favour of
the people’s children, «had deserved a lasting monument of benevolence in the
heart of many Genoese citizens and of all the inhabitants of the district of San
Teodoro» 2.

Starting from the mid-seventies, the obituaries published in «L’Istitutore»
contained a gradually stronger complaint about the primary school teachers’
difficult conditions, due to the substantial lack of legal protection and, above

11 Barberis don Pietro, «L Istitutore», vol. X, n. 12, 22 March 1862, pp. 178-181.
12 Cordiviola Giovanni Battista, «L’Istitutore», vol. XVI., n. 28, 11 July 1868, pp. 433-434.
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all, to the inadequateness of their salaries. In the articles commemorating the
disappeared teachers, in this regard, the demand for better living conditions,
and the consequent request to the Government and Parliament of a systematic
and decisive action, arose from the awareness of the enormous «intolerable
gap» between the «serious responsibilities» the teachers had to manage and the
«humiliating paucity of their remuneration».

In January 18735, for example, in announcing the death of Raffaello Rossi,
teacher of literature in the technical schools of Udine, the magazine of Turin
firstly recalled his great merits as a teacher, first in primary and then in technical
schools («he felt the calling to teaching and possessed the necessary grace to
interrogate young minds») and his «real fame» as able specialist in the «difficult
art of education», and then lamented how his whole life was characterized by
the sacrifice for the «insufficient salary received», and how his premature death
— in the absence of any form of support and protection for those teachers who
were destined to become «martyrs of work» —had made seriously uncertain the
fate of his «desolate family»:

Raffaello Rossi [...] realized early that if the teaching profession is sublime in its purpose
and pleasant in its exercise, it is equally thorny and unhappy in material interests. The
teachers, whichever was their social class, had the same school education and instruction
of any civil employee. But they are paid very differently! Generally, in some cities, they are
paid less than a woodsman, although they are required to carry out an ongoing study to
keep up with the increasing progress of art and industry. If then they have a family they are
very often forced to let their sons have a humble job so that they are no longer a burden for
their family, although they give education to the people’s children to provide them with a
more comfortable life!3.

A very similar complaint can be found in the obituary of June 1879 dedicated
«to the modest and hardworking teacher» Maria Aly Belfadel, who after having
devoted «twenty-six years to primary education», enduring the «difficulties and
misfortunes» of her «condition as a teacher in a suburb», suddenly departed
this life and the love of her family:

She had to experience severe hardships, difficulties and misfortunes — the author of the
obituary concluded — but she was never heard complaining about her miserable situation or
her misfortune. [...] She was patient, always loving, she never got angry and had a nice smile
for all her friends and acquaintances. [...] She was always praised for her wise and loving
way of teaching by her superiors, relatives and pupils. She was a pious and generous soul,
martyr of work and education!'*

13 Rossi Raffaello, «L’Istitutore», vol. XXIII, n. 2, 9 January 1875, pp. 37-38.

14 Aly Belfadel Maria, <L Istitutore», vol. XXVII, n. 26, 28 June 1879, pp. 414-415. See also
Pelazza Pietro, «L Istitutore», vol. XXIII, n. 43, 23 October 1875, pp. 694-695; Vercelli Virginio,
«LIstitutore», vol. XXV, n. 37, 15 September 1877, p. 590; and Adorni Giovanni, «L’Istitutore»,
vol. XXV, n. 44, 3 November 1877, pp. 689-690.
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Finally, the lively and passionate battle fought on the pages of «L’Istitutore»
in the last two decades of the century in favour of the improvement of the
teachers’ legal and economic conditions and their cultural and professional
competence, is also found in the various obituaries dedicated to school officials
and ministerial inspectors, whose attitude towards elementary teachers and,
more generally, the merits acquired in the relationship with the whole teachers’
social class, were underlined.

So, Costanzo Malacarne, director of the normal school of L’Aquila and
disappeared in the summer of 1875, was celebrated above all for the tireless
efforts devoted to the «noble purpose of raising the social status of the Italian
teachers, responsible for the first education of young people, and, consequently,
for the future of the country»!®; his colleague Giovanni Battista Ramoino,
director of the normal school of Lucca, who died suddenly in March of 1882,
when «he was only 49 years old», was remembered for his daily work to
improve teachers’ competence and to renew teaching methods in primary and
popular schools'®.

Similarly, the school inspector of the district of Asti, Giuseppe Rota, died in
April of 1878, was celebrated for the significant merits acquired in his service
and, in particular, for the «Teachers’ respect» he had deserved, working with
«devotion and resoluteness»'”; while the Inspector of Crema, Paolo Delfino,
who died a few months later, was remembered for his devotion, from an early
age, to «the role of people’s educator for which he always showed a great talent,
or, rather, a kind of cult». Then, he maintained the role of school inspector
in different Italian centers always being very «zealous in his duty and tireless
promoter of the public good». So «L’Istitutore» stressed very significantly:

He loved the teachers as a father loves his children, and he was loved in return from them.
He protected them, as he could, against the abuses and oppressions of municipal groups,
that are always present, especially in small towns. He encouraged shy teachers with good
manners; he gave a shake to the lazy ones and reinforced the good teachers, and he stimulated

all of them to perform the duties of their noble apostolate!S.

15 Malacarne Costanzo, «L’Istitutore», vol. XXIII, n. 28, 10 July 18735, pp. 440-441.

16 Ramoino Giovanni Battista, <L Istitutore», vol. XXX, n. 11, 18 March 1882, p. 166.
17 Rota Giuseppe, «L Istitutore», vol. XXVI, n. 16, 20 April 1878, p. 254.

18 Delfino Paolo, «L’Istitutore», vol. XXVII, n. 5, 1 February 1879, pp. 73-74.
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2. «Continuing the revival of national consciousness in the young and
people’s consciousnesses». The magazines of Turin «L’Osservatore Scolastico»
and «La Scuola Nazionale» and the teachers’ ethical- civil and patriotic respon-
sibility in Italy in the late nineteenth century

The climate of political and cultural decline that characterized the last fifteen
years of the nineteenth century and the prevalence, also in the school policy,
of the nationalist requests expressed by the government led by Francesco
Crispi brought to a broad debate on the necessity of renewing the «educational
function» of primary and popular school and, in particular, the role of primary
school teachers in the promotion of the national identity and the feeling of
belonging to the unitary State in the young generations'”.

The purpose, summed up in the formula «instruct the people just enough,
educate them the more you can» created in the early nineties by the Minister
of Education Guido Baccelli, drew inspiration not only from didactic and
pedagogical issues, but also, and especially, from fundamentally political reasons.
The need to define people’s education within clearly defined boundaries and to
determine its characteristics and extension according to the practical needs of
the lower classes and to the specific needs of the productive life and labour
market in urban and rural areas, was associated, in fact, also with the prospect
of making primary school a place and a means for national and civil education,
essentially aimed at strengthening the social cohesion and the full identification
of the populations with the organizations and the institutions of the liberal
state, through a complex process of homogenization and nationalization of the
Italians?°.

It was necessary, as the Educational Programs of 1894 stated, to promote,
through the «primary school, morally renewed generations, whose respect of
the laws is strong and invincible [...] so that the love of the country can turn
into daily acts of honesty, work and sacrifice»?'.

Among the Italian didactic and teachers’ magazines in line with Crispi’s view
of a «<nationalization» of the Italians to be achieved through school —above all the
elementary one, restored to its authentic physiognomy of «people’s school» and

19 See, in this regard: G. Chiosso, Nazionalita ed educazione degli Italiani nel secondo
Ottocento, «Pedagogia e Vita», vol. 48, n. 4, 1987, pp. 421-440; and above all A. Ascenzi, Tra
educazione etico-civile e costruzione dell’identita nazionale. L’insegnamento della storia nelle
scuole italiane dell’Ottocento, Milano, Vita e Pensiero, 2004.

20 See U. Levra, Il colpo di stato della borghesia. La crisi politica di fine secolo in Italia 1896-
1900, Milano, Feltrinelli, 1975; F. Gaeta, La crisi di fine secolo e I'eta giolittiana, Torino, UTET,
1982; U. Levra, Fare gli italiani. Memoria e celebrazione del Risorgimento, Torino, Comitato
di Torino dell’Istituto per la storia del Risorgimento italiano, 1992; and C. Duggan, Creare la
nagzione. Vita di Francesco Crispi, Roma-Bari, Laterza, 2000.

21 Istruzioni speciali. IV. Storia d’Italia, Geografia, Diritti e doveri del cittadino, in R.D. 29
November 1894, n. 525 — Riforma dei programmi per le scuole elementari, «Bollettino Ufficiale
del Ministero della Pubblica Istruzione», 1894, first part, pp. 1888-1916.



BETWEEN RHETORIC CELEBRATION AND SOCIAL MARGINALIZATION (PART ONE) 107

charged with the task of an inter-classist education — there were, in the nineties,
two magazines of Turin, «L’Osservatore scolastico. Giornale d’istruzione e
d’educazione» (1865-1899) and «La Scuola nazionale. Rassegna di educazione
e istruzione per le scuole elementari e normali e per gli educatori d’infanzia»
(1889-1901). They, very different in their origins and organizations, were
united by the awareness that the essential enhancement of the role of primary
teacher should be carried out by stressing his role as «national educator» and
«instrument of moral and civil redemption» of the country.

«’Osservatore scolastico», first published in the mid-sixties, was for a long
time an almost exclusively didactic magazine, a «simple support to help teachers»
in the practical exercise of teaching. Only since the seventies it became interested
in the political-educational events, giving space to the hardships and problems
of the teachers’ category. «L.’Osservatore scolastico», originally quite moderate,
in the nineties became one of the most active supporters of Crispi’s school
policy, always remaining spiritualist in its inspiration and rigidly hostile to the
secularization of primary education promoted in the Seventies (Cesare Correnti,
Michael Coppino, Pasquale Villari etc.) and to the circulation of positivist
educational and didactic theories in the school and among the teachers??.

The other magazine of Turin, «La Scuola nazionale», was hostile to the lay
influence of the Left wing of Depretis on the Italian school policy and critical
towards the positivist scientific pedagogy. It, during his short life, not only urged
the Ministry of Education to support the renewal of the training of teachers,
but spoke in favour of a «national school, legitimately derived from our best
traditions», which should have been the privileged space through which «the
sense of duty, the devotion to the public good and the love for country»2* were
promoted in the younger generations,.

Both of these magazines gave a great space to the obituaries of disappeared
teachers and headmasters and school officials, because «preserving the memory»
of those who distinguished themselves as the most authentic «benefactors of the
people» and «apostles of the homeland» was useful in order «to incite the other
[teachers] to the same noble deeds»?*, but also to support the battle to raise the
Italian primary school and teachers’ category from the «abjection in which they
are»?’,

22 On «L’Osservatore scolastico» (1865-1899), see in particolar: G. Chiosso, Osservatore (L’)
Scolastico, in Id. (ed.), I periodici scolastici nell’Italia del secondo Ottocento, Brescia, La Scuola,
1992, pp. 306-308; and Id., Osservatore (L’) Scolastico, in 1d. (ed.), La stampa pedagogica e
scolastica in Italia (1820-1943), cit., pp. 472-474.

23 On «La Scuola nazionale» (1889-1901), see G. Chiosso, Scuola (La) Nazionale, in G.
Chiosso (ed.), I periodici scolastici nell’Italia del secondo Ottocento, cit., pp. 396-397; and G.
Chiosso, Scuola (La) Nazionale, in G. Chiosso (ed.), La stampa pedagogica e scolastica in Italia
(1820-1943), cit., pp. 644-645.

24 Ottolenghi Belom, «1’Osservatore Scolastico», vol. XXV, n. 25, 25 March 1890, p. 399.

25 C. Sinatra, Alla Minerva, «La Scuola Nazionale», vol. 3, n. 8, 28 November 1891, p. 121.



108 ANNA ASCENZI, ROBERTO SANI

In this regard, the efforts made by the two school magazines, in the nineties,
in favour of the affirmation of an ideal figure of teacher strongly marked in
ethical and civic sense and, thereby, able to exercise a genuine and undisputed
authority on the communities, are not a surprise. An authority that was the
fundamental premise for the teachers to perform their «leading role» towards the
most vulnerable and marginalized social groups. They were required to perform
this role «even outside the classroom», working on «the families’ trust» and the
«citizens’ consideration» in their regards, and to teach the respect of the «law»
and «authority», increasing in the population the love for «the homeland».

So, in March 1890, «L’Osservatore scolastico», commemorating the teacher
Acqui Belom Ottolenghi, not only recalled his «zeal, activity and intelligence
superior to any praise, in trying to educate not only the minds of the young
men, but to transmit the most honest principles, the nobler feelings» but it also
underlined his extraordinary moral and civil qualities («honest and loyal citizen,
scrupulous observer of those honest principles he tried to instill into the soul of
the other people» ), thanks to which he could «enjoy the highest respect and the
deepest affection on the part of the whole town»2°.

Similarly the magazine, in giving news of the recent death of Giovanni
Lorenzoni, the primary school teacher of Bassano Vicentino, and of Giuseppe
Martinez, from Ferla, near Syracuse, underlined that the former would have
been remembered by the other citizens «with gratitude for his useful work
among the teachers of Bassano, paying to his memory the honor due to a true
benefactor of the people», that had devoted all his «wit, heart, and too short
life»?” to «the education of the new generations» and to the civil development
of his community. About the latter, teacher from Sicily, we can read:

Honest citizen, able to gain the benevolence and respect of all social classes and the admiration
of the great number of friends. Decorum of the clergy, he preferred a rare modesty, and his
elected soul was never touched by poor ambitions. [...] Glory of the teachers, he did not
disdain the modest work of diligent educator for more than thirty years of praiseworthy
service in his homeland?®.

26 Ottolenghi Belom, cit., p. 399. But see also the obituary published in March 1892 for the
teacher and vice-director of the elementary schools of Alessandria Modesto Boccone: the «good
soldier of progress» dead «at work». He was remembered for his great qualities («active, modest,
intelligent, with a great heart and very zealous in the cause of the teachers») and the special effort
devoted to the promotion of «patriotism» among populations (Boccone Modesto, «L’Osservatore
Scolastico», vol. XXVII, n. 23, 12 March 1892, p. 368).

27 Lorenzoni Giovanni, «1’Osservatore Scolastico», vol. XXX, n. 35, 8 June 1895, p. 838.

28 Martinez don Giuseppe, «L’Osservatore Scolastico», vol. XXXI, n. 20, 14 marzo 1896,
p. 276. See also the obituary of the master of Turin Giovanni Calissano published in May 1899,
in which we can read: «He had a very mild temper, affable, helpful with his friends, zealous and
meticulous in carrying out his duty, he was highly esteemed by his superiors school and loved by all
his colleagues. [...] A man of exemplary honesty, strong character and of an uncommon rectitude
of judgments and actions» (Calissano Giovanni, «L’Osservatore Scolastico», vol. XXXIV, n. 29,
13 maggio 1899, p. 456).
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Various obituaries published in that same period on «La Scuola nazionale»,
were very similar. It is the case, for example, of the teacher Domenico De Rossi,
director of one of the normal schools of the capital. The magazine of Turin
wrote about him, in the spring of 1894:

Blameless and simple habits, hardworking and exemplary life, lucid mind and wide culture,
[...] mild and generous spirit, loving and benevolent heart, honest and unchanging will.
[...] He gained the trust of the families in a short time, and also the respect of the citizens
and the affection of the students. [...] Oh how many hardships, how many troubles, how
much suffering the school provoked to him! With his death another member of that glorious
group disappears, for which the teaching was apostolate, the school a gym of moral and
civic education, the duty a cult to worship and the sacrifice a way of life”.

It is also the case of the primary school teachers in the towns of Fenestrelle,
in the province of Turin, and Bra, in that of Cuneo, disappeared respectively in
March 1896 and January 1897. Of the former, Francesco Mondon, «La Scuola
nazionale» remembered as he was «deeply committed in the education and
instruction of his fellow citizens»; and how he distinguished himself not only for
his extraordinary «love for the study» and the «tireless zeal in the exercise of his
noble role», but also, and above all, for his «constant study in order to be of use
to the others with his deeds and advices»: « Not only almost two generations of
Fenestrelle, but even our whole valley, received a solid instruction and a good
education from him »3°.

The above mentioned magazine, wrote about the latter, Giovanni Bonino:

This dear teacher and educator is passed away. He was the Nestor of elementary teachers in
the city of Bra, because he began his school career on the 12t March, 1853 as a substitute,
and he was then appointed permanent Teacher on the 9™ October, 1856. So, he spent
44 years in teaching, and in this long time, three generations received by him primary
education, because he, a very active and caring person, was never absent from his work.
Driven by a patriotic impulse, he devoted himself to teaching with the energy and the good
will that characterized all his duties, being him a man of action. [...] The people, remained
in a state of ignorance under all the despotic governments, had to be not only educated, but
prepared to the new freedom and love of country deriving from the liberation, independence
and unification of Italy. Bonino was one of the teachers who highly felt this great and noble
mission of the Popular School. He succeeded in transmit his patriotism in his disciples. He
was a highly honest and lo?fal man, he gained the affection and respect of his fellow citizens
and of his many disciples®'.

Finally, «La Scuola nazionale» published the obituary of the director of the
elementary schools of Rivoli, Giovanni Battista Aymaretto, a «gentleman» and

29 De Rossi Domenico, «La Scuola Nazionale», vol. VI, n. 23, 16 April 1894, p. 354. See
also Ponti Antonio, «La Scuola Nazionale», vol. III, n. 8, 28 November 1891, pp. 121; and Griffi
Giuseppe, «La Scuola Nazionale», vol. IV, n. 38, 26 June 1893, p. 607.

30 Mondon Francesco, «La Scuola Nazionale», vol. VIL, n. 28, 23 April 1896, p. 448.

31 Bonino Giovanni, «La Scuola Nazionale», vol. VIII, n. 16, 28 January 1897, pp. 254-255.
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«a true teacher and educator», underlining his particular «vocation» for what
was considered an authentic «patriotic apostolate», intended to improve the
fate of the «Nation» and to be a «shining example of civic virtues»:

The man we commemorate today belonged to the noble and strong multitude of the Educators
of Piedmont, that considered their job a true apostolate, working for the regeneration of the
sons of the people. [...] He was aware of the greatness and nobility of his duty, and fought,
fearless, for more than 30 years, with all the enthusiasm that comes from a just and holy
cause, against a terrible enemy, that never forgives, the ignorance®>.

In the nineties the obituaries published in this two school magazines analysed
several other issues, including those relating to the strengthening and renewal
of pedagogical and teaching competence of primary school teachers and that of
the important role of the teachers in the fight against illiteracy and the spread
of popular education in Italy.

For what concerns the first of these issues, «L’Osservatore scolastico» led
a vigorous campaign for the cultural and professional update of the teachers,
presenting to its readers, through the obituaries, a series of ‘examplary models’
of teachers who distinguished themselves for their «strong didactic culture»
and for the effectiveness of their «educational teaching». So Giulio Cesare
Mascarelli, a teacher from Alba prematurely disappeared, was praised not only
for his being an «uncommon genius» and a «tireless worker», but also for his
«pedagogical wisdom» and his «wide and strong didactic culture» for which he
was universally appreciated?.

The obituary for the elementary teacher Esther Callery, who was the
director of the female High School of Turin, was very similar in themes. She
was celebrated for her ability to give her institute «a praiseworthy educational
address»34, thanks to her pedagogical competence and admirable and fruitful
teaching art.

Similarly, the school magazine of Turin praised the extraordinary «culture
and educational experience» of Michele Rosa, a humble primary school teacher
of a small town in the province of Turin become, thanks to his professional
skills and «wise educational principles», a teacher of normal school and then
director of education and central inspector at the Ministry of Education,
showing «dignity and a calm and solid character»33.

32 Aymaretto Giovanni Battista, «La Scuola Nazionale», vol. VIII, n. 42, 10 September 1897,
pp. 670-671. See also Porchietti Eusebio, «La Scuola Nazionale», vol. XI, n. 19, 15 February
1900, p. 299.

33 Mascarelli Giulio Cesare, «L’Osservatore Scolastico», vol. XXIX, n. 4, 20 August 1894,
pp. 1009-1011.

34 Callery vedova Bellezza Ester, «1’Osservatore Scolastico», vol. XXXI, n. 40, 25 July 1896,
p- 492. See also Rho-Negri Clelia, «1’Osservatore Scolastico», vol. XXXIV, n. 1, 1 November
1898, p. 8.

35 Rosa Michele, «1’Osservatore Scolastico», vol. XXXI, n. 20, 22 February 1896, pp. 236-
237. See also Conti Aristide, «La Scuola Nazionale», vol. XII, n. 13, 10 January 1901, pp. 204-205.
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For what concerns the other above mentioned issue, the obituaries published
in «La Scuola nazionale» in the nineties underlined the importance of the role
of the teachers in the fight against illiteracy and for the spread of popular
education in Italy. This is the case, for example, of the elementary teacher
of the small village of Farigliano, Giuseppe Arnaldi, a «sincere supporter of
popular education» who thought the alphabet to the young people of the place,
providing them with valuable benefits, so as to be considered «a second loving
father»3°.

A similar recognition, finally, was bestowed to the elementary teacher of
Foggia Salvatore Secchi-Dettori, «born to be a Teacher»?’, to that of Turin
Carlo Demarie, a «gentle apostle of popular education»®%, and, finally, to
Guido Ruffino, elementary teacher and then teacher in normal schools and
school inspector, for which the instruction and education of the people were
«the supreme ideals of his industrious life»3’.

The obituaries published in «L’Osservatore scolastico» and «La Scuola
nazionale» permitted also, as «L’Istitutore» did, to denunciate the serious
economic hardships and the absence of adequate legal protections that still
characterized the teachers’ category.

In this regard «L’Osservatore scolastico», communicating the death of the
«good teacher Raffaello Nardi from Savignano di Romagna», died when he was
«only forty years old» after «23 years of creditable service in the public primary
education», denounced that he, after a life of «hardships and deprivations»,
was left totally abandoned («the Government denied him a subsidy, a charity, in
such an extreme poverty») so that he was destined «to perish in abject poverty:
this was the prize reserved to an Italian teacher!»:

This gloomy picture — the magazine stated in its conclusion — which unfortunately is not a
unique case, could move the honorable representatives of the nation to correspond with facts
and not with rhetorical phrases the mission of sacrifice of the primary school teachers!*’

The moving and premature death of this poor and only forty years old
teacher, after a life of misery and hardships, wasn’t an isolated case, as proved
by many teachers who, as in the case of Carlo Tegon from Treviso, died for

36 Arnaldi Giuseppe, «La Scuola Nazionale», vol. I, n. 20, 26 March 1890, p. 314.

37 Secchi-Dettori Salvatore, «La Scuola Nazionale», vol. VIIL, n. 15, 21 January 1897, p. 239.

38 Demarie Carlo, «La Scuola Nazionale», vol. VIII, n. 20, 25 February 1897, p. 315. See
also Moriondi Michele, «La Scuola Nazionale», vol. XI, n. 10, 14 December 1899, pp. 158-
159; Delpiano Giuseppe, «La Scuola Nazionale», vol. XI, n. 15, 18 January 1900, pp. 233-235;
Cornaglia Teresa, «La Scuola Nazionale», vol. XI, n. 27, 12 April 1900, p. 431; Prada don Pietro,
«La Scuola Nazionale», vol. XI, n. 28, 19 April 1900, p. 442; and Conti Maria, «La Scuola
Nazionale», vol. XI, n. 34, 31 May 1900, p. 541.

39 Ruffino Guido, «La Scuola Nazionale», vol. IX, n. 1, 14 October 1897, p. 15. See also
Riccardi Francesco, «La Scuola Nazionale», vol. XII, n. 39, 15 July 1901, p. 632.

40 Nardi Raffaello, «1’Osservatore Scolastico», vol. XXV, n. 25, 25 March 1890, pp. 399-400.
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their work, «under the weight of an excessive work that slowly undermined
their existence»*!.

The pages of «La Scuola nazionale» were full of references to the «drama»
that united «many unlucky teachers», and that often affected their families,
thus describing a particularly difficult situation. Think, for example, to the case
of the teacher of Turin Nicola Fabre, who «died suddenly while performing his
own duty, as a good soldier who falls in the battle! »**; to the one of the «best
municipal teacher» of Turin, Sofia Moretti, «died in the battle» after a «long
and zealous service» that had made her a true «martyr of the school»*?, and to
that of the «zealous teacher» Domenico Dogliani, a «true soldier of duty», also
prematurely «dead in the battle»*4.

In the column Obituaries of the magazine, finally, there were «the pitiful
stories» of two teachers become headmaster and school inspector, who, after
their premature death, could not ensure a decent future to their families. They
were the school inspector of Velletri, Vinceslao Saluzzi, who «died in the battle,
as a soldier, regretful because he could not leave a modest pension to his widow
and his honest daughters for not having completed the years of service required
by the law»*’; and of the director of the normal female Royal School of Noto,
Demetrio De Grazia, who left «his wife and four children in the depths of
despair and, moreover, they can not even enjoy his pension»*®.

The above mentioned examples proved how teachers and primary and
popular school were still far from being recognized for their essential role in
the «moral and civil improvement of the populations» and in the promotion,
among new generations, of a feeling of «belonging to the Nation». They were
two stories showing that, beyond the useless and abused rhetoric formulations
and vague statements granted, «at every steps», by the «representatives of the
Government and Parliament», a time in which the Italian elementary teachers
could be «recognized for their full rights» and could «receive from the Nation
a treatment that is not considered a favour»*” was still far.

41 Tegon Carlo, «L’Osservatore Scolastico», vol. XXXI, n. 13, 4 January 1896, p. 153.

42 Fabre Nicola, «La Scuola Nazionale», vol. I, n. 9, 8 January 1890, p. 140.

43 Moretti Sofia, «La Scuola Nazionale», vol. I, n. 23, 16 April 1890, p. 364.

44 Dogliani Domenico, «La Scuola Nazionale», vol. VI, n. 30, 7 May 1896, p. 479.

45 Salluzzi Vinceslao, «La Scuola Nazionale», vol XL, n. 11, 21 December 1899, p. 173.

46 De Grazia Demetrio, «La Scuola Namonale» vol. XII n. 41, 26 August 1901, p. 663.
47 Pasotti Giuseppe, «La Scuola Nazionale», vol. L, n. 11 23 January 1890, p. 171.
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3. Indefense of the «humble workers of the thought, sweating and struggling
for the children of the Nation». The magazine «L.’Unione dei maestri elementari
d’Italia» and the battles for the improvement of the teachers’ category and the
spread of popular education at the turn of the nineteenth and twentieth century

The long-lived subalpine magazine «L’Unione dei maestri elementari
d’Italia» (1870-1920), founded with the aim of «protecting the rights of the
teachers considered “worse than the bell-ringer, the undertaker, the country
guard”», strongly supported the battle for the entrustment of the elementary
schools to the State and, since the eighties, it also supported the activity of
the Pedagogical Association among the teachers of normal schools, being
committed in the renewal of the pedagogical and educational culture in the
light of the new positivist scientific theories. In 1901, moreover, it supported,
along with Luigi Credaro, the Unione Magistrale Nazionale — National
Teachers’ Union (UMN)* and, in the following years, it promoted a prudent
school reformism inspired to the ideas of the liberal groups close to Sidney
Sonnino and to the «Nuova Antologia»: it criticised Giolitti’s school policy,
showing a constant mistrust towards the proposals of the Catholic community
and the socialists*.

These issues, and in particular those concerning the improvement of the
conditions of the teachers’ category, were also treated in a column of the
magazine called, at the beginning, «Brief obituaries» and then «Obituary
Register», published for half a century in order to «maintain alive the memory»
of those who had «sacrificed their lives» to «educate the people’s sons»>?,

The image of the elementary school teacher given, from the beginning of
the seventies, by the obituaries published in «L’Unione dei maestri elementari
d’Italia» is that of a «humble worker of the thought», who «came from
the people» and «entirely devoted to the redemption of the people», a true
«apostle of the school» animated only by «his sense of duty», and whose
teachings are full of «all the Christian and civil virtues»>!. It is not a case, in
this regard, that in commemorating the many elementary teachers disappeared
in that period, the magazine of Turin paid a special attention to those who

48 See A. Barausse, L’Unione Magistrale Nazionale. Dalle origini al fascismo 1901-1925,
Brescia, La Scuola, 2002.

49 On «L’Unione dei maestri elementari d’Italia» (1870-1920) see in particular: G. Chiosso,
Unione (L) dei Maestri Elementari d’Italia, in 1d. (ed.), I periodici scolastici nell’Italia del secondo
Ottocento, cit., pp. 422-424; and 1d., Unione (L’) dei Maestri Elementari d’Italia, in 1d. (ed.), La
stampa pedagogica e scolastica in Italia (1820-1943), cit., pp. 705-707.

50 Picco Giuseppe, «L’Unione dei maestri elementari d’Italia», vol. X, n. 10, 15 May 1879,
p- 154. See also Guglielmi Antonio, «L’Unione dei maestri elementari d’Italia», vol. X, n. 10, 15
May 1879, p. 155.

51 Manzi Domenico, «<L’Unione dei maestri elementari d’Ttalia», vol. X, n. 10, 15 May 1879,
pp- 154-155, See also Costantini Bortolo, «L’Unione dei maestri elementari d’Italia», vol. XI, n.
11, 1 June 1880, p. 170.
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«prematurely died while educating and instructing with paternal affection the
young people» entrusted to their «diligent cares»>?: they constituted an ideal
gallery of «martyrs» of the school and popular education:

The death of young teachers — it was stated in an obituary printed in August 1880 — is a
terrible explanation of their efforts and their miseries! How many of them die prematurely
for the bravery, the enthusiasm, the self-sacrifice to their noble role! How many of them
won the obstinacy of the times with their sacrifices! They were often, or almost always,
closed in narrow, pestilential, noisy places, thus destroying even the vitality of the younger
and stronger teachers; they are vivid flowers drying up on their stem. [...] But they do not
stop, do not swear at the ingratitude and social injustice; but they endure with resignation
the hardships, the agony, the death!”3

«L’Unione dei maestri elementari d’Italia», in this regard, celebrated the
«exemplary lives» of the teacher Giuseppe Picco from Musso Valle inferiore,
who, «always inspired by a sense of duty», for over 25 years had distributed
«with a lot of love» «the secrets of the virtue and knowledge» to his «<numerous
schoolchildren»%; and the teacher Domenico Manzi, who worked for many
years in the area of Savona and was «a victim of his tireless zeal and great
love in educating the people’s sons»>°; as well as those of the primary teachers
Antonio Ramello, who «had worn out his life in the study and education of the
youth»°%; and Margherita Baratelli, the «<humble and hardworking» teacher of
Bassignana, «good and friendly with everyone», who, at the cost of enormous
sacrifices, was able to teach «the way of virtue and knowledge, showing what
the true civilization and true progress were»>’ to the youth of the small village
located in the province of Alessandria.

The obituaries of the disappeared elementary teachers, published at the turn
of the twentieth century, emphasized the «lively intelligence», the «teaching
competence», the «zeal for the education and instruction of the people» and the
«excessive attachment to school duties» of the «many martyrs of the alphabet»
who «in times of profiteering and superficial culture», were «committed in the
public education in the various provinces» of the kingdom?®®. But they were

52 Ramello Antonio, «’Unione dei maestri elementari d’Italia», vol. XI, n. 9, 4 May 1880, p. 138.

53 Mastrantonio Antonio, «L’Unione dei maestri elementari d’Italia», vol. XI, n. 15, 1 August
1880, p. 232.

54 Picco Giuseppe, cit., p. 154. See also Capponi Domenico, «L’Unione dei maestri elementari
d’Ttalia», vol. X, n. 17, 1 September 1879, p. 265.

35 Manzi Domenico, cit., pp. 154-155. See also Costantini Bortolo, «L’Unione dei maestri
elementari d’Italia», vol. XI, n. 11, 1 June 1880, p. 170.

56 Ramello Antonio, «L’Unione dei maestri elementari d’Italia», vol. XI, n. 9, 4 May 1880, p. 138.

57 Baratelli Margherita, «<L’Unione dei maestri elementari d’Italia», vol. XII, n. 1, 1 November
1880, p. 12.

58 See Bergamaschi David, «1’Unione dei maestri elementari d’Italia», vol. XXXV, n. 25,
31 March 1904, p. 197; Cavallero Sebastiano, «L’Unione dei maestri elementari d’Italia», vol.
XXXV, n. 27,14 April 1904, p. 216; Lario De Quiros Antonio, «L’Unione dei maestri elementari
d’Italia», vol. XXXV, n. 35, 9 June 1904, p. 274; Lecchi Teresa, «L’Unione dei maestri elementari
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also aimed at a sort of hagiographical narration in order to create an image
of a primary school teacher as a modern secular saint, whose «Christian and
civil virtues», performed in the highest degree, made him the first and most
authentic «author of the moral and civil rebirth of the nation».

So, for example, «L’Unione dei maestri elementari d’Italia», reporting, in
September 1907, the death of the primary school teacher of Castronovo in
the province of Palermo, Giovanni Ninetti, «valiant educator» and «virtuous
citizen», emphasized the rare qualities of his soul that always inspired him,
allowing him to fully realize his vocation as a teacher and educator of the
people:

He was a zealous educator, with an elected mind, and a good heart — the obituary of the
teacher Giovanni Ninetti said — he never came to a compromise with his consciousness, he
always said the truth, he was never unfair or coward. He carried out with competence and
attention, in the course of his long career, his apostolate. He left traces of his wisdom, of
his firmness in intentions, of his tireless zeal and austere temperament; he did not strive for
honors, distinctions, or favours; he was only satisfied if his work was useful to the people’s
children, to whom he taught — for more than seven decades — with the intelligence of
love, and always with authority, [...] thus gaining the satisfaction of his students and their
families, which surrounded him with their respect and profound veneration®”.

The above mentioned themes can also be found in several other obituaries
published in the magazine of Turin during those same years. So, the teacher
Gaetano Catalano from Calabria was celebrated because he, in carrying out,
«always with a particular zeal», the «difficult task of popular education»,
«never came to a compromise with his conscience, he was never unfair, he
always said the truth, he was never coward, he never asked favours. His life
was pure and he died in poverty»®. The «brave teacher Archimede Grimaldi»
from Bastiglia, in the province of Modena, was celebrated for having been «for
thirty-five years an exemplary teacher committed to popular education»:

Noble and loyal in his character, generous and open to every feeling of goodness and justice
— the obituary for Grimaldi stated in the conclusion — was loved by all the authorities, the
colleagues, and his friends who respected him for his elected virtues of heart and mind®’.

d’Ttalia», vol. XXXVII, n. 17, 1 February 1906, p. 141; Laterza Vito, «L"Unione dei maestri
elementari d’Ttalia», vol. XXXVII, n. 24, 9 March 1906, p. 180; Camelli suor Adalgisa, <L Unione
dei maestri elementari d’Italia», vol. XXXVIIL, n. 14, 10 January 1907, p. 118; and Calabresi
Carlo, «L’Unione dei maestri elementari d’Italia», vol. XXXVIII, n. 24, 21 March 1907, p. 182.

59 Ninetti Giovanni, «1.'Unione dei maestri elementari d’Italia», vol. XXXVIIIL, n. 42, 15-20
September 1907, p. 244.

60 Catalano Gaetano, «L’Unione dei maestri elementari d’Italia», vol. XXXVIIIL, n. 24, 21
March 1907, p. 182.

61 Grimaldi Archimede, «1’Unione dei maestri elementari d’Italia», vol. XXXIX, n. 35, 23
July 1908, p. 266.



116 ANNA ASCENZI, ROBERTO SANI

Since the early twentieth century, the obituaries published on «L’Unione dei
maestri elementari d’Italia» recognized for the first time the efforts made by
the disappeared teachers in «the organization of the teachers’ forces» and for
the development of associations of the category. Beside the idea of the teacher
as the author of the fight against illiteracy, promoter of popular education
and the main protagonist of the ethical and civic education and the promotion
of a national feeling among the younger generation, a gradually increasing
importance was acquired by the model of the «militant» and «propagandist»
teacher, personally committed in the initiatives undertaken by local teachers’
associations and, at a national level, by the UMN of Luigi Credaro, whose
work for the improvement of the living and working conditions of the
primary school teachers and for the strengthening of popular education is now
considered fundamental for the teachers’ identity.

In this regard, the emphasis with which, in March 1904, was reported the
death of the «<hardworking and wise» teacher of Oneglia, Giuseppe Amoretti,
a «primary school teacher for over 50 years», was particularly important.
The obituary emphasized his commitment to the establishment of the local
association of mutual aid between the teachers and the support offered at the
beginning of the century by the association to the foundation of UMN®2,

Amoretti, however, is not an isolated case. Think, for example, to the
obituary appeared on the magazine of Turin in April 1909 for the teacher
and director of the civic schools of Genoa Giovanni Battista Caprile, who is
remembered especially for the role of «President of the Teachers’ Union of
Liguria», carried out with «commendable zeal» and with excellent results®. In
the following years, the vast majority of the obituaries published in «L’Unione
dei maestri elementari d’Italia» called the reader’s attention on the role of
«authoritative organizer of the teachers’ forces in the province»®*, on that
of «intelligent and tireless organizer of the teachers’ category»®’ and, finally,
on that of «bright figure of organizer of the teachers’ forces»®® of the many

62 Amoretti Giuseppe, «L’Unione dei maestri elementari d’Italia», vol. XXXV, n. 22, 10
March 1904, p. 168.

63 Caprile Giovanni Battista, «1’Unione dei maestri elementari d’Italia», vol. XL, n. 27, 29
April 1909, p. 227.

64 Baudino Ippolito, «L’Unione dei maestri elementari d’Italia», vol. XLIIL, n. 13, 5 January
1911, p. 105.

65 Maneglia Pietro, «<L’Unione dei maestri elementari d’Italia», vol. XLIV, n. 39, 30 August
1912, p. 308.

66 Abelly Gioffredo, «L’Unione dei maestri elementari d’Italia», vol. XLV, n. 24, 10 April
1913, p. 337.
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deceased teachers®’, repeating several times how this commitment to the

associations constituted the most appropriate way of supporting the revival
of the teachers’ category, thus creating the basis for the establishment of the

popular school in Italy®®.

67 See Bertola Giovanni, «L’Unione dei maestri elementari d’Italia», vol. XL, n. 13, 7 January
1909, p. 102; Stuardi Andrea, <1’Unione dei maestri elementari d’Italia», vol. XL, n. 40, 1 September
1909, p. 308; Grimaldi Clodomiro, «L’Unione dei maestri elementari d’Italia», vol. XLI, n. 13, 6
January 1910, p. 100; Iannuzzi Silvio, «L’Unione dei maestri elementari d’Italia», vol. XLIL, n. 38,
30 July 1910, p. 298; Armano Giuseppe, «L’Unione dei maestri elementari d’Italia», vol. XLIII, n.
21,9 March 1911, p. 112; Lantermino Luigi, «LUnione dei maestri elementari d’Italia», vol. XLIIL,
n. 37, 30 July 1911, p. 289; and Sesia Caterina, «L’Unione dei maestri elementari d’Italia», vol.

XLV, n. 13, 9 January 1913, p. 171.
68 Bomaglia Firmino, <L’ Unione dei maestri elementari d’Italia», vol. XLIII, n. 24, 30 March 1911,

p. 182.
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History and education — the Modernity binomial

In the background of 18™ century Rationalism and throughout the course
of Modernity, education and history came together and were developed
in a basically epistemic and procedural framework. History maintains its
prerogatives of inquiry about human reasoning and deeds, discourse, experience,
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collective memory and «master of life». At the same time, education remained
as the present rational and order, and as the construction of the future, on the
individual, socio-community and humanitarian level.

The centrality of the concept of the social contract, which incorporates
natural evolution and cultural evolution, civilizing progress, the perfecting of
humanity, tightened the bond between history and education. Education is at
the basis of Modernity. In its social, political, biographical, hagiographical,
prosopographical facets, history began to constitute a foundation, condition
and meaning for education. In Kant’s (1724-1804), acceptance of the human
condition, it is based on a bildung that incorporates discipline and culture
in the human subjects, which becomes preventive and ensures prudence and
a morality. History is a retrospective vision of the process and the degree of
development that mankind has attained; in Condorcet’s (1743-1794) acceptance
it safeguards a guarantee of the future. But history also, in Fichte’s (1776-1841),
perspective, provides a limit and a meaning for education and for human and
social evolution. Education incorporates moving forward and transformation,
history enables the discovery of the evolutionary meaning of humanity and
simultaneously brings the guarantee of future, documenting and presenting the
past under the modality of process.

One century later, in Dewey’s (1859-1952) thinking, history and education
are also a condition of the present. According to him, the educational present
corresponds to the reconstruction of experience, which results in clarification
of education’s meaning, and strengthens the aptitude of the subject and human
society to steer the course of future experiences. Present action, education is a
reworking of memory-experience, with a projective meaning. Benedict Croce
(1860-1952) has remembered that history is magistra vitae because it irrupts
from the present and unifies the past with the contemporaneous interests.

In the 18 century discourse, in overcoming the stories of heroes, saints and
personalities, the History of the nations, the political regimes, the social and
cultural processes and the ways of thinking, what was constituted as material
was discourse, meaning and rationality for Education. History made itself
education. The historiographic discourse continued to accommodate different
versions: Past news, memories, chronicles, historical narratives. Within the
scope of the state school proto-systems, namely the Prussian, Portuguese
and French models, history, written and spoken in vernacular became the
basis for a rationality of change and the root of the Nations-States. Ordered
chronologically, history emerged geared towards patriotic integration, identity
and trumpeting.

As the root and justification of the nations’ constitutive process, the
historical narrative gave meaning and sequence to human and material
progress, and enshrined the geography. As an erudite formula and rhetorical
exercise, it served the recreation, the apprenticeship and the perfecting of
lettered education, in different forums of memorisation and sociability. As a
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model and magistra vitae it integrated the school curriculum, ensuring civic
and patriotic initiation. As information and recreation of experience, history
became part of the standard training of teachers, namely one of the subjects
that were included in the teacher training Seminar which functioned in Vienna,
from 1771 onward.

The crisis and the rupture with scholasticism, in the transition from the
first Modernity, were correlatives of affirmation of history as a subject, with
a discourse, a method and a curricular status. In the educational present, the
past and the future cross paths. In the long Modernity that began with the
Enlightenment of the eighteenth century, thinking education with history
elevated the historian and the historiographic training (information) to an
irreplaceable position and contribution in the equation of the present. The
Enlightenment put history at the basis of educational reason.

The Enlightenment put history at the basis of educational reason, bringing
historical education and the history of education together. This was the genesis
of the history of education even if the history of ideas about education and
the history of education itself had not arisen simultaneously, or evolved at
the same pace. In the pedagogical framework of Jean-Frederic Herbart (1776-
1841), history, as information of a civic and patriotic recreation, became part
of the general pedagogical system.

History in education

In the discourse of the Ancient Régime, history was construed as a
prolegomenon, method and argument. Francis Bacon (1561-1626) carried out
an analysis of the scientific system and recognised that «Histories make men
Wise; Poets Witty; The Mathematics Subtle; Natural Philosophy deep; Moral
Grave; Logic and Rhetoric able to Contend»'. A contemporary of Bacon’s,
René Descartes (1596-1650), recognised that history was an appeal to the spirit.
In making the prevalence of the present as the sustenance of truth «I think,
therefore I am — the first principle of philosophy that I searched for»2, Descartes
analysed and registered the progress of his own thinking as an explanatory
process. Likewise, referring to algebra, he distinguished the «analysis of the
old to the algebra of the modern»>. Upon publication in 1689 of his An Essay
Concerning Human Understanding, John Locke (1623-1704) referred to the
strength of conviction of historical truth: «I would not be thought here to

1 F. Bacon, Essais, Paris, Aubier, Editions Montaigne, 1939, p. 264.

2 R. Descartes, Discurso do Método. As Paixbes da Alma, Lisboa, Livraria Si da Costa,
1992, p. 28.

3 Ibid., p. 17.
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lessen the credit and use of history: ‘tis all the light we have in many cases; and
we receive from it a great part of the useful truths we have, with convincing
evidence»*.

Giambatista Vico (1668-1744), in classifying as undeniable the principle
that «the world of nations was certainly made by men, hence the reason behind
it must be found within the modifications of our own human mind»>, made the
teaching of history inevitable, including to children.

In the book Compéndio Historico do Estado da Universidade de Coimbra
[Historical Compendium of the State of Coimbra University]|, written in 1771,
and which served as a backup for the Marqués de Pombal Reform of that
University, the significance of History in education was recognised, namely in
the education of Theologians and the training of Magistrates:

There is no kind of History, be it Sacred or Secular, be it Natural or Civil, be it Literature of
Philosophical, that cannot be recognised as being useful and necessary to Theology because
they all shed admirable light to prove and illustrate the Theological issues [...]. Science of
a Theology comprises two things: first, and mainly, deep knowledge of the doctrine of the
scriptures in each point of Theology: second, being instructed in Tradition, which is the
infallible rule to understand the true meaning of the scripture, because Tradition equally
contains Revelation of many truths, which were not written in the Divine Books®.

The method «that many skilful Theologians used to explain Theology [...]
was to deal with it in the same way as History»’. In the mentioned Compéndio
Historico, the virtues of the historical method were thus summarised:

And in truth those who intelligently weigh up the utility of the same method will certainly
realise it is the most suitable way to fully expose the light of the Doctrine of the Church,
and to defeat the errors of alternative means: Indeed, who would have such a lack of reason
that they do not recognise the truth of a Doctrine, that can see through certain proofs, and
incontestable facts, the origin of the same God, and persist always consistent and invariable
in the Cléurch, and universally taught by the Shepherds, Doctors and all the Centuries, and
all time?

Likewise, the authors of the same Compéndio Histérico do Estado da
Universidade de Coimbra, sought to illustrate and show that Literary History
is «an indispensable aid for the jurist»’. Multiple allegations were brought
fourth to argue this case:

4 J. Locke, An Essay Concerning Human Understanding, London, Penguin Books, 2004, p. 586.

5 Cf. P. Gardiner, Teorias da Histdria, Lisboa, Fundac¢io Calouste Gulbenkian, 19935, p. 24.

6 Compéndio Historico do Estado da Universidade de Coimbra (1771), Coimbra, Por Ordem
da Universidade, 1972, pp. 117-118.

7 Ibid., p. 119.

8 Ibid.

9 Ibid., p. 236.
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For so many, and such multiplicity of advantages, the Literary History of Jurisprudence is
generally reputed to be one of the foremost Subjects of the Study of Law. No Writer of good
taste fails to grasp it as such. For this reason it has proudly occupied the quills of many
Authors, who have worked with it to facilitate their Study, publishing Institutions, and
Compendiums of one and other Jurisprudence, some of them very specific, and extremely
profitable for the School lessons. And not content only with having enriched the Republic
of Letters with these useful compositions, they also began to pen Libraries, Biographies,
Weighty Dictionaries, Dissertations and Programmes, aimed at persuading thls useful Study,
and prescribing the falr limits, so as not to degenerate into abusive redundancy'°.

With the Reform of Coimbra University, most of the subjects started to
be introduced through the genealogy of the process of constitution and the
evolution of the main methodical guidelines. History became a regular subject
in the Curriculum of Colleges of Lower Studies. Hence, at the Royal College of
Alcobacga, of the Congregation of S. Bernardo, which played an essential role in
drawing up the History of Portugal, the programme of this subject commenced
as follows:

Universal History, this Master of Life, justly reputed by the faculty, that entertains and
uses the most profitable Men, is a study that is of incomparable interest to Mankind, and
towards which all the application that could be established in our Royal College of Alcobaga
would be small'™.

On the pedagogical side, Jean-Jacques Rousseau (1712-1778) countered
the historical perspective to the experimentalism of the physical sciences and
took history as the critical and unbiased judge. Rousseau intended to instruct
Emile through principles, without falling into a metaphysical arguments that
the latter would not be prepared to understand; or without mixing lessons «qui
ressemblent a des lecons, de substituer dans son esprit ’expérience et autorité
du maitre a sa propre expérience et au progres de sa raison» 2. To free himself
simultaneously from these two obstacles and to appeal to the human heart
without destroying it, he proposed «lui montrer les hommes au loin, les lui
montrer dans d’autres tems ou dans d’autres lieux, et de sorte qu’il put voir la
scéne sans jamais y pouvoir agir»'3. Thus, it is, concluded Rousseau, history’s
moment. It is through history that Emile would read into the hearts without
the lessons of philosophy. And man would become a «simple spectateur, sans
interest et sans passion, comme leur juge, non comme leur complice, ni comme
leur accusateur»'4. As such, Rousseau advanced that history should not restrict
itself to the wars and injustices.

10 Ibid., p. 242.

1 Regulatzons of the Schools of the College of Alcobaga, s.e., 1776, p. 53.
12 J.-J. Rousseau, Emile ou de ’Education, Paris, Gallimard, 1969 p. 362.
13 1bid., p. 362.

14 Ibid.
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The curricular reorganisation of the French schools, brought about at the
end of the Ancient Régime, included broadening the teaching of History, above
all the History of France. This happened in the Colégio Louis-le-Grand, where
from 1769 onwards it became compulsory to have half an hour of History
study on public holidays — Sundays and festival days, and at the Colégio
de Arras®®. Philosophical history attracted readers, but the discursive and
intellectual content was too modern to be taught. The teaching continued to
focus essentially on chronology, associated to geography, but history was no
longer taught merely as a complement of the classical subjects.

Kant took the Enlightenment as the path and possibility of a history of
mankind and commitment among successive generations. In the lessons on
Pedagogy, collected in 1803, he made an express observation on the importance
of history in education, so long as it did not become an extra burden for the
memory:

Hasta ahora no se hd encontrado todavia ninguno a propdsito para la historia; se han
ensayado unas tablas; sin embargo, parece que no dan buenos resultados. La historia es un
excelente médio para ejercitar en el juicio al entendimiento'®.

Heavily influenced by the universality of history, Johann Gottfried Herder
(1744-1803) established the pre-eminence of mankind’s living forces as «springs
of human history» and stated the principle of the variety and individuality
owed to each nation. In his opinion, the evolution of humanity will lead to
the fruition of all that is wise and good, but history unlocks the reasoning and
justice of other eras.

History gathers together everything that is linked to the human sciences.
Condorcet (1743-1794), the author of an essay on the evolution of the Human
Spirit, suggests that history should be part of common instruction and should be
taught from the second level of education. The syllabus of this level of education
comprised two components: common instruction and teaching through subjects,
whereby the former involved the most basic knowledge that was accessible
to the intelligence «la plus ordinaire»!”. In common instruction, history was
simplified to the «des éléments d’histoire»!® linked to elements of geography.
Lasting four years, the science components would be taught separately, with
each one entrusted to its particular master and distributed as follows:

15 F. Furet, A Oficina da Historia, Lisboa, Gradiva, s.d., p. 117.

16 E. Kant, Pedagogia, Madrid, Akal, 1983, p. 64.

17 M. Condorcet, Cing Mémoires sur I'Instruction Publique, Paris, Flammarion, 1994, p. 133.
18 Ibid., p. 134.
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Les sciences morales et politiques, les sciences physiques fondées sur I’observation et
’expérience, les mathématiques et les parties des sciences physiques fondées le calcul; enfin
I’histoire et la géographie politique, qu’on pourrait colr;ﬁer a un maitre qui en méme temps
enseignerait la grammaire et ’art d’exprimer ses idées"”.

Concluding that the knowledge contained in history accounts and geography
was acquired more effectively through reading, Condorcet believed that the
explanation should be backed up by presenting, in chronological order, each
epoch and the distribution of mankind around the globe, their status, their
divisions and the names of the men who had had the biggest influence. This
empirical information would pave the way for the learner to access a philosophy
of history:

En apprenant ainsi a ordonner, soit dans le temps, soit dans ’espace, les faits et les
observations de tout genre qui nous ont été transmis, on s’habituerait a en saisir les liaisons
et les rapports, et on saurait se créer pour soi-méme la philosophie de I’histoire 2 mesure que
dans la suite on en étudierait les détails®’.

The subject of History began to incorporate the curricular system with
substantive and educational aims. Jean-Frederic Herbart, who believed that the
education of citizens was a responsibility of the State and adapted the school
education system to the growth cycles of children and adolescents, attributed
history second place in the system of school subjects, straight after religion,
which was itself taught using the historical method. In childhood, the curricular
method was stories, which in adolescence gave way to history. In the third phase
of childhood, the youth would move into adulthood, observing the retreating
of “government” in place of “discipline”. Often, according to Herbart’s
presupposition, the youth «peut et doit intervenir, pour établir ’ordre dans la
société des enfants, particulierement en ce qui concerne les liaisons volontaires,
les considérations personnelles, et méme les usurpations de pouvoir, qu’on
voit assez fréquemment dans leur société»2!. At this age the essential aspect
is to teach, which should prevent ideas from starting to circulate prematurely.
Among the teaching material is poetry and history,

sur lesquelles I’enseignement doit s’appuyer, pour former les idées morales. L’idée de la
bienveillance nous améne a la nécessité de I’éducation religieuse; or, la religion repose sur
des histoires, il faut donc également enseigner I’histoire sainte, comme faisant partie de
Penseignement historique®?.

19 Condorcet, Cinqg Mémoires sur I'Instruction Publique, cit., p. 134.

20 Ibid., p. 137.

21 L. Gockler, La Pédagogie de Herbart, Paris, Librairie Hachette, 1903, p. 264.
22 1d., La Pédagogie de Herbart, cit., p. 265.
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History «doit étre le précepteur de ’humanité et s’il n’en est pas ainsi, la
faute en est en grande partie aux maitres qui I’enseignent a la jeunesse»2. But,
for history to be educational, Herbart explained that, both in the teaching of
general history, and in the specific teaching, there should be less emphasis on
knowledge of wars than «donner une base a I’édifice de I’histoire; par exemple,
pour le moyen age, il faudrait soigneusement mettre en lumiére et expliquer
Iislamisme, la papauté, ’empire et la féodalité, et ainsi de suite»?*. The system
of subjects proposed by Herbart should be uniform in all schools, although the
teaching could vary. In addition to those two subjects, such a system should
include: mathematics and natural sciences; geography; languages.

History in the transition from Ancient Régime

In the transition from Ancient Régime history served as the argument for
decision making, the interruption and reform of processes, movements and trends.
History was the condition to distinguish the old from the modern. The status
of history varied and took on different configurations: tradition, grounds for
change, reform. Nearer the legal process, it was common to use historiographic
ordering to update polemics and prepare the ground for the decision. Reinitiated
and reviewed in different historical cycles, the opposition between the Old and
the Modern was evident in the transition from Ancient Régime, whereby the
methodical combination of analysis, deduction and induction, undertaken
on the genealogy, enabled the distinction between tradition and antiquity.
The tradition and the Old, although part of the same hemisphere, were now
characterised and viewed in different ways. Tradition focused on what was
prolonged over time in a continuous and uniform way. On the other hand, the
discourse and the evolution of the Old were firmly referenced in specific periods.
Submitted to a chronological deduction, very often periods were dealt with
whose evolution resulted in decadence or depression in contrast to expectations
and to the background in which these expectations had been legitimate. It was
in view of the Old and not to go against tradition that, throughout the course of
Modernity, the Modern define and arrange themselves as the bearers of change.
Underlying the change was the updating of tradition, but not its disappearance.

Tradition would be enlightened through information and through
transmission. Fontenelle (1657-1757), in his Digression sur les Anciens et les
Modernes (1688), proclaimed that the evolution of mankind was explained by
the influence of the Old on the Modern, given that, where possible, the latter
learns from the former:

2 Ibid., p. 274.
24 Ibid.
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La facilité qu’ont les esprits a se former les uns sur les autres, fait que les peuples ne
conservent pas I’esprit original qu’ils tireraient de leur climat. La lecture des livres grecs
produit en nous le méme effet a proportion que si nous n’épousions que des Grecques &
[...]. Afin que les Modernes puissent toujours enchérir sur les Anciens, il faut que les choses
soient d’une espéce a le permettre. [...] Un bon esprit cultivé est, pour ainsi dire, composé
de tous les esprits des siecles précédents; ce n’est qu’un méme esprit qui s’est cultivé pendant
tout ce temps-1a%>.

Giambatista Vico classified as undeniable the principle that the world and
the nations were made by men. Kant viewed the Enlightenment as the path and
the possibility to enable

the history of mankind, as a whole, [to be viewed] as the undertaking of a hidden plan of
nature, in order to establish an internally perfect political constitution — and, in pursuit of
this goal, perfect also from the external point of view, as this is the only way that nature can
fully develop all of humanity’s inclinations>®.

Such a desire contains a commitment between the States and elucidated men,
whereby the latter influence the governing principles of the former. Therefore, the
writing of history should not only take into account the empiria but should also
accommodate the idea of universal history. Kant made the distinction between
erudite history, owed to the antiquii, and philosophical history. In 1784, asking
himself whether his own time was an ‘époque éclairée’, he answered: «non!
Mais bien [...] une époque d’accession aux Lumiéres»*’. In publishing the essay
entitled Idée d’une Histoire Universelle au Point de Vue Cosmopolitique in the
same year of 1784, Kant introduced the notion of a history of humanity geared
towards the present, which would not be satisfied by:

chanter la magnificence et la sagesse de la création dans le domaine de la nature ou la
raison est absente [admitia assim] qu’une téte philosophique (qui, para ailleurs, devrait
étre trés avertie des problémes historiques) pourrait encore tenter de faire en se plagant a
un autre point de vue: En outre la minutie, louable sans doute, avec laquelle on rédige a
présent P’histoire contemporaine, doit malgré tout faire naitre naturellement en chacun une
inquiétude: celle de savoir comment nos descendants éloignés s’y prendront pour soulever le
fardeau de I’histoire que nous pourrons leur laisser d’ici quelques siecles®.

Incorporation of tradition was the characteristic of the Nation States
that arose out of the transition from Ancient Régime as a process bringing
together and harmonising a nationalist conscience and to enroot a mother
tongue. History allowed tradition to be salvaged and the construction of the
new, which emerged as a counterpoint, legitimised by the belief in progress

25 M. Fumaroli, La Querelle des Anciens et des Modernes, XVII*-XVIII® Siecles, Paris,
Gallimard, 2001, pp. 297, 301, 307.

26 Gardiner, Teorias da Historia, cit., p. 37.

27 E. Kant, Qu’Est-ce que les Lumiéres?, Paris, Hatier, 2007, p. 12.

28 1d., Opuscules sur I’'Histoire, Paris, Flammarion, 1990, pp. 88-89.
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and development. The notion of future, resulting from reforms or the fruit of
revolutionary transformations was associated with the new.

Herder made a history of nations possible, in arguing as a universal law of
history that [...] everywhere on earth, everything happens that can happen,
partly in line with the situation and the needs of the place, partly in line with
the natural or acquired character of the people. [...] Times, places, national
characters — to sum up the combined action of the living forces in their most
specific individualities — alone are what lie behind all the events that occur
in the kingdom of men, in the same way as they decide the phenomena of

nature”.

Centring history on the human gave rise to an inevitability of events, within certain national,
temporal and local circumstances and dictated that «the history of humanity is nothing
more than a natural history of forces, of actions and of human trends, subordinated to the
place and epoch»3°

Meanwhile, according to the French revolutionaries, history went beyond
the national genealogy and constituted a general framework and meaning for
evolution, accommodating change and containing a social dimension. Alexis
Tocqueville (1805-1859) who, seven years after the French Revolution, travelled
through the United States of America to recognise historical evolution, did not
fail to register new matters. Among these, his attention was especially attracted
to a completely new subject: the equality of conditions?!. Consequently, a
change was taking place in the United States in the relationship between the
governors and the governed:

Instruire la démocratie, ranimer s’il se peut ses croyances, purifier ses meeurs, régler ses
mouvements, substituer peu a peu la science des affaires a son inexpérience, la connaissance
de ses vrais intéréts a ses aveugles instincts; adapter son gouvernement aux temps et aux
lieux; le modifier suivant les circonstances et les hommes: tel est le premier des devoirs
imposé de nos jours a ceux qui dirigent la société. Il faut une science politique nouvelle a un
monde tout nouveau”~.

With the first liberal and romantic generation, the taught history was to
be national, traditionalist, ethnic, linguistic and genealogical. The controversy
surrounding a teachable version, representing the collective memory, was
accompanied by policies tending towards preservation and cataloguing of
archived heritage, as well as the dissemination of social theories of national
scope. It was up to the liberal regimes to establish a nationalistic historical
and patriotic version, and through instruction to make it a joint vision, geared

29 Gardiner, Teorias da Historia, cit., p. 43.

0 Ibid., p. 47.

31 A. Tocqueville, De la Démocratie en Amérique. Les Grands Thémes, Paris, Gallimard,
1968, p. 23.

32 Ibid., p. 29.
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towards social regeneration. In the positivist framework, history was used to
aid the understanding and justification of the present. Comte (1798-1857)
systematised the regulatory principles of the historical evolution:

The natural march of civilisation determines [...] for each epoch, without a shadow of
doubt, the perfecting of the social status, both in its constituent aspects and as a whole. Only
the former can be undertaken, and necessarily undertaken, with the aid of combinations
made by philosophers and by men of State, or despite these combinations. [...] All men
who exercise a real and lasting action on humankind [...] discovered, in each epoch, what
changes had to be carried out, depending on the state of civilisation, and proclaimed them,
proposing the doctrines or the corresponding institutions to their contemporaries’.

This present had become crucial for understanding and historiographic
heuristics. History, as a social science, was converted into genealogy, causality
and legitimisation of the transformations and the protagonists. As actors of the
historical evolution, the protagonists saw their expectations and predictions
facilitated and confirmed.

Likewise, for historical Materialism the transformation of the present derived
from ordering an anticipated future, thus consecrating the principle that

the manner of production of material life determines the general character of the social,
political and spiritual life. It is not man’s conscience that determines their existence. It is
their social existence that determines their conscience. [...] The proletariat, the lowest level
of today’s society, cannot emerge and lift itself up until the whole structure of the layers that
form the official society goes up in smoke>*.

The republican regimes, focused on the forming of the citizen, took up the
formation of the citizen again, conciliated erudite history with philosophical
history and brought the taught history closer to the present history. Giving
emphasis to the complexity of the present and giving science history precedence
over memory-history, regressive method was often recommended in the
teaching of history. Therefore, the teaching of history began a new cycle.
Erudite history was the condition of truth, but was difficult to apply to the
teaching. Philosophical, interpretative and synthetic history was favoured over
teaching, but given the intellectual demands, it was difficult to adapt it to the
students’ capacity?’.

Focussing on the present, such as understanding and experience, would favour
heuristics, the induction of the past, but the challenge of the new pedagogical
movements was geared towards intuitive teaching and the application of
active methods. The written source and the archive, requisitioned by the
positivist historiography and the erudite, contradicted, in terms of didactics,

33 Gardiner, Teorias da Histéria, cit., p. 101.
34 1bid., pp. 162-168.
35 Furet, A Oficina da Histdria, cit., pp. 109-135.
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the ethnographical recreations and the historical-pedagogical museums. The
formation of the citizen required experience centred on the national reality, but
the humanitarian vision challenged a civilisational perspective.

The lesson of bistory — history and educational argument

In his analyses on German historiography, Koselleck showed that the modern
concept of history that emerged in Germany in the first decades of the second
half of the eighteenth century conciliated examples and repetition, in contrast to
History in the singular, open to the event which abandoned the notion of example.
The French Revolution was also a tension between revolution and reaction3®
and between the experience of individuals and the horizon of expectation®’.
The historiographic discourse reinitiated the form of process, with an organised
layout detailing the evolution of subjects, witnesses, argument and evolutionary
meaning. Genealogy and chronology became the back-ups of narrative history.
In the background of the enlightenment, science and consciousness integrated
into the same act of thinking. History made this alliance possible and fed it.
Rousseau in Droit de la Guerre et de la Paix looked to history for examples
and a critical perspective that would regenerate the political systems. His book
makes frequent references to Sparta, the Roman Republic, the Geneva Republic,
the history of Poland. And in Emiile he reiterated the education role of history:

Pour connoitre les hommes, il faut les voir agir. Dans le monde on les entend parler; ils
montrent leurs discours et cachent leurs actions; mais dans I’histoire elles sont dévoilées, et
on les juge sur les faits. Leurs propos mémes aident a les apprécier. Car comparant ce qu’ils
font a ce qu’ils disent, on voit a la fois ce qu’ils sont et ce qu’ils veulent paroitre; plus ils se
déguisent, mieux on les connoit3®.

Rousseau had reservations about valuing the historical as a model, which did not
favour the direct incorporation of the historical models into pedagogy, even those
through which humanity is instructed and abides by. However, in his comments
and political theories, he introduced the forecasting component and celebrated:

a tourner les yeux sur ces venerables images de Pantiquité ou je vois les hfommes] elevés
par de sublimes institutions au plus haut dégré de grandeur et de vertus ou puisse atteindre
la sagesse humaine [...]. Si Phistoire a rarement le méme avantage [de la poésie] elle en tire
en revanche un plus grand effet et quand a I'image de la sagesse heureuse se joint le sacré

36 R. Koselleck, Le Futur Passé. Contribution a la Sémantique des Temps Historiques, Paris,
Ecole des Hautes Etudes en Sciences Sociales, 1990, pp. 31-35.

37 F. Hartog, Régimes d’Historicité. Présentisme et Expériences du Temps, Paris, Editions du
Seuil, 2003, p. 85.

38 Rousseau, Emile ou de I'Education, cit., p. 362.
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caractére de la vérité elle apprend aux hommes a respecter les décrets de la providence et
donne aux cceurs droits et sensibles un nouveau courage a bien faire. L’histoire peut suppléer
encore a ce qui manque a ses récits pour Pinstruction des lecteurs en réunissant sous un méme
aspect les faits et les héros propres a s’éclairer mutuellement®’.

History supplied the dimension, nature and progression of the natural, the
social and the human. Having intensely experienced the convulsions of the
French Revolution, the Marquis of Condorcet, given the instability and the
diversity of political and economic solutions and the vulnerability of the social,
left a historical summary of the evolution of the human spirit to posterity —
Esquisse d’un Tableau Historique des Progres de I’Esprit Humain. The analysis
of the human past enabled the understanding of the present and guidance for the
future. It was this field and this place of human confluence that Kant translated
into the desire for a «total political unification of the human species»*.

The eighteenth century witnessed the first systematic collections of historical
and literary documentation and the compilation of national and society public
libraries. History was a means and method for the intelligibility of individual
memory and collective memory, for the comprehension and participation in
human, civic, cultural, social, national action. The teaching of history ensured
sociability and was a condition of national citizenship.

Collecting and documenting tradition and transforming it into a school
curriculum, the Nation State schooled education and made instruction a
constituting element of the Nation and instigator of a technology of the social.
Making the Nation a State, unifying the civic and legal communication and
standardising the school were the main movements of linguistic unification. The
historical and linguistic tradition was the object of compilation and a policy of
standardisation. The construction of history as a scientific narrative presented
under the method of a legitimate discourse and supplied as information and the
episteme of the modern man was assumed to be the essential basis of school
culture. The history/ written culture binomial was extended to the discursive
production and the school education as a whole.

With the crisis of the First Modernity, history became the basis of educational
reason. The eighteenth-century intellectuals were also responsible for the first
history of education treaties. Involved in dismembering the Scholastic, in the
reform of the Lower Studies and University, as happened in the Portuguese
case, in the formation of the Nation States, the eighteenth-century intellectuals,
in contrasting tradition and change and drawing up plans for the progress of
humanity, societies and individuals, wrote the first history of education treaties.

Involved in dismembering Scholastics, in reforming the Lower Studies and
University, as happened in Portugal, and the formation of the Nation-States,
the 18 century Intellectuals, contrasting tradition and change and summarising

39 1bid., pp. 360-361.
40 E. Kant, Opuscules sur I’'Histoire, Paris, Flammarion, 1990, p. 83.
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evolution, drew up plans for the progress of humanity, societies and individuals.
They wrote the first treaties of history of education. Education began to be
distinguished in comparison to other facets of historical development, playing
a role in the progress of society and of individuals, as shown in the works of
Locke, Vico, Montesquieu (1689-1755), Rousseau, Condorcet and Rousseau.
The reformers, among which was Ribeiro Sanches, a Portuguese doctor and
philosopher, known to most of the European Courts and Academies of the time
and an advisor of Pombal, and the philosophers, among which Kant, argued for
the schooling of education. Politicians and men of action, such as Condorcet,
revisited history by isolating the evolution of the Human Spirit and endowing
it with hope and regeneration of the future, creating school projects, with
integrated and evolutionary, humanistic, scientific and technical programmes.

The historical incursions of intellectuals and philosophers, among which
were Montesquieu, Rousseau and Kant, tempered the pedagogical intuition
of Pestalozzi who was sceptical as regards the possibility and convenience of
schooling basic education. Fostered and guided by history, education, as a factor
of moralisation and citizenship, conciliated the past, present and future. Education
was the historiographic object and the teaching of history was an educational
lesson. Gabriel Compayré (1843-1913) proclaimed so in peremptory fashion in
the preface of Histoire Critique des Doctrines de I’Education en France depuis
le XVle Siecle (1879):

Le but de ce livre est d’exposer le mouvement et le progres de la pédagogie frangaise, depuis
les brillants initiateurs du XVIe siécle jusqu’aux réformateurs contemporaine. [...] Il y a
quelque utilité 2 examiner I’histoire des systémes, pour y chercher les vérités durables et y
recueillir les éléments d’une théorie définitive*!.

Compayré introduced the history of education as a matter for teaching
education. Into the curriculum for teaching education the history of education,
constituted by biographies, ideas, programmes, institutional narratives, assumed
the function of information, laboratory and modelling.

Within the scope of the New School, the distinction between chronology-
history and philosophy-history was reifying an active pedagogy centred on the
learner and geared towards the training of the citizen. At the start of the 20t
century, John Dewey proposed pedagogy to historicize the school experience
as a condition of citizenship and Benedetto Croce admitted that the centrality
of the present was a road to historical conscience. Upon publishing Breve
Interpretacdo da Histéria de Portugal, in 1929, Antonio Sérgio (1883-1969),
who fostered a controversy with the partisans regarding the emphasis given to
chronological-history in secondary education, warned the reader that he had

41 N. Charbonnel, Pour une Critique de la Raison Educative, Berne-Francfort-New York-
Paris, Peter Lang, 1988, p. 129.
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drawn up an «interpretation of the history of our country»*. In line with this
interpretation, he presented the reader with the theory-idea that the Portuguese
formation and expansion were part of the same phenomenon «that reached its
fullness in today’s times»*3. It is, he reiterated, the Discoveries that characterise
the Portuguese as a truly historical people. And he goes on to say: «if one does
not lose sight of this basic idea, and if this book is carefully read, perhaps it will
help us to understand the past — and thereabouts (which is the most important
thing) and nurture spirits that can construct the Future»*4.

Hence, one can conclude within the framework of a reconstruction and
interpretation of historiography of the transversal and the singular, open to
humanity, centred on the human and geared towards education of the citizen,
from the perspective of the present as experience and articulation between the
past and future. Recovering the motivations and perspectives of the crises of the
first Modernity, the search for an approach to history education geared towards
the present has favoured the emergence of history as educational argument. Also
we could comprove and illustrate an approximation into History Education and
the History of Education.
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Language-of-education policy

Language-of-education policy is a branch of language-policy, where the
language-of-education aspects of language are emphasized. In other words,
when not simply language-teaching, but the teaching of other subjects takes
place in a given language. This is different in character from cases when there
are topics occurring in language teaching, since those topics are the bases for
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language-focused teaching, and here, we can talk about topic-focused teaching
with the language as the foundation. Although in both cases, we strengthen the
functioning area of the language, in the latter one, the objective is the cultural
expansion of knowledge and the access to culture preserved in the language.
Therefore, the decision on the language-of-education is more than a decision
over a language to learn. This is why language-of-education policy is not simply
a terminological twist, which examines language policy in relation to language
of education, but a unique approach of investigation and analysis, a branch
of language-education policy, which describes the theory and practice implied
by the language of education. Even though different countries have different
language policies, there are some common traits, which make language policy
a distinct discipline of social science. Language policy deals with the encounters
of language and the state, more precisely, the way the state uses language as
both an individual and a social «asset». Its primary research areas are access
to given languages (language rights), circle and range of learnable languages
(language education), rights in connection with majority/minority languages
(minority policy), and the objectives and functions in relation to language(s)
(language planning).

As language within language education can be defined as the language
of education, similarly we can define language-of-education policy within
the framework of language-education policy. Cooper! extends the scope of
language planning to acquisition planning, emphasizing its historical roots,
which involve the concepts of language-development and language regulation.
There are differences between the two branches of language planning, that is,
corpus and status planning, and this is further complicated by the fact that
the latter one also assigns functions of language use to a given language. But
does language-of-education policy actually exist? Can we state that language-
of-education policy is the meeting point of language planning and language
policy? In other words, why has it been, and why would it be a monopoly of
the state to make decisions about the languages of education, if it were not for
their crucial importance? The idea that the issues of the language of education
belong to language planning was put forward by Gorman in the 1970s, when
he assigned language to this function, besides concepts, such as the language
of mass communication and official language. Joshua Fishman? also interprets
status planning in a similar way when he describes how Hebrew language was
defined as the language of education in Israel, as does Alexander Neville? related
to the «anglicization policy» in South Africa in 1910 as a language policy of

1 R.L. Cooper, Language Planning and Social Change, Cambridge-New York-Port Chester-
Melbourne, Cambridge University Press, 1989, pp. 29-46.

2 ]. Fishmann, Language and Ethnicity, Amsterdam & Philadelphia, J. Benjamins Pub. Co.,
1991.

3 A. Neville, Language education polity, national and sub-national identities in south Africa,
Reference Study, Council of Europe-Conseil de I'Europe, 2003.
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the conquerors. The Council of Europe offers a lot of Reference Reports and
National Language Education Policy Profiles with the aim of understanding the
relation between education policy and language education policy or language
planning.

In the following, the history of bilingual education in Hungary is to
be presented from the end of World War I to the 1980s partly, because its
enforcement still has an impact on Hungarian public education, and partly,
because the period draws international attention as well. When dealing with
the issue, we cannot neglect to refer to two influential historical periods in
Hungary and within these, the analysis of the public education restricted to
the Russian language in the period of 1945-1989, and the description of the
birth of language education policy after the abolishment of compulsory Russian
language.

Language-policy climate and the process of establishing bilingual schools
between the two World Wars in Hungary

English, French, German and Italian language of education for the social elite

At the beginning of the 20t century, also among religious schools, but more
in accordance with the foreign policy objectives of the state, a loose network
of schools was formed in Sarospatak, Godollé, Pannonhalma and Budapest. In
these institutions, in addition to Hungarian, English, French, Italian, or German
languages were selected for educational purposes, as these were considered to
be most appropriate for the directions of international political communication.

After the First World War, in Hungary, which lost 2/3 of its territories,
cultural and educational policies were subordinated to the foreign policy
interests of the state. In education, besides many other measures bringing
outstanding achievements, the education of foreign languages was given more
attention than ever before, and it was uniquely adjusted to education in patriotic
spirit. After the First World War, the view was generally accepted that Austrian
diplomacy overshadowed our self-reliance; the guardianship dulled our foreign
political senses, and set our vision to a one-sided German orientation*. The
independent Hungarian state found it necessary to possess mental capacity and
do meticulous work, in order to acquire planned and organized international
relations. The emergence of new Hungarian-foreign schools at the beginning of
the 20t century formed an integrated unit with other elements of the charismatic
Klebelsberg® conception of cultural politics, with linguistics departments at

4 G. Kornis, Gr. Klebelsberg Kuno, Budapest, Kirdlyi Egyetemi Nyomda, 1932, p. 5.
5 Kuno Klebelsberg was Minister of Religion and Public Education from 1922 to 1931.
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universities, foreign scholarships, the development of scientific research and the
establishment of the Collegium Hungaricum network. The objective of foreign
language schools was to educate cultivated women as future mothers who can
speak foreign languages and are loyal to the nation, and a cultivated male-elite
who can serve the interest of the state, in accordance with the dominant domestic
and foreign political directions. In this spirit, an English branch in Sarospatak,
in the Calvinist boarding-school (1931)¢, a German and a French girls’ lyceum
in Budapest by the Redemptorist sisters (1931)7, a French branch in Godollé
by the Order of Premontré (1938)8, and an Italian one in Pannonhalma by the
Benedictine Order (1939)° were established. Between the two world wars, we
can find sources in 23 institutions proving the existence of foreign languages
of education in addition to Hungarian. The division of subjects and languages
of education was not regulated. There were schools where one subject, and
there were some where almost all subjects were taught in a foreign language.
This is the period of declared language-of-education policy, and spontaneous
language-of-education pedagogy.

Bulgarian language of education for refugees in the 2" World War

The situation fundamentally changed during World War IL, especially at the
time when the front reached the country. Politics started to abandon schools,
and was replaced by humanity: refugees were welcomed, escaped soldiers were
harbored, the wounded were healed. After the invasion of Poland, tens of
thousands of people left their homes, and from them, approximately 35000
arrived in Hungary. In the refugee camp set up at Balatonboglar, from 1939,

the only Polish Grammar School in Europe was functioning, with the support

of the local parson and the government committee for refugees'®.

6 Report of the Calvinist College and Theological Academy of Sdrospatak the 1932/1933
academic year, s.e., 1933, p. 5.

7 Report of the teacher-training, secondary-level language-lyceum and elementary school
functioning in the Budapest St. Margaret Educational Institution of the Redemptorist sisters on
the 1932/1933 academic year, s.e., 1933, p. 8.

8 Report of the French Grammar School of the Premontré order in Godollé on the 1939/1940
academic year, s.e., 1940, p. 21.

9 Report of the Pannonhalma Grammar School of the Benedict Order on the 1939/1940
academic year, s.e., 1940, p. 19; T. Pelles, A magyar-olasz két tanitdsi nyelvii oktatds, Pécs, Pécsi
Tudomdnyegyetem. 2006, p. 98.

10 G. Haas, A menekiiltek patronusa, Varga Béla, «Vigilia», n. 3, 1993, pp. 3-8.
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Language-policy climate and process of establishing of bilingual schools
after the 2" World War

Russian language of education

After the 2" World War Hungary belonged to the Soviet sphere ofinfluence.
After 1945, the establishment of Soviet-oriented politics soon began. In public
education, first the introduction of the 8-year primary school, then from 1947,
the nationalization of clerical schools, and the cutting of western ties were
enforced!!. From 1949, Russian became the compulsory language to be taught
in schools. Although the church regained the secondary schools of Sarospatak
and Pannonhalma in 1950, the German-French school of the Redemptorist
sisters went on to become a state secondary school (Margit Kaffka Secondary
School). The German boarding school of the Institute of the Blessed Virgin,
the French institute of Notre Dame de Sion sisters, and the French school of
the Order of Premontré in Godolls all ceased to exist with the measures of

nationalization!2.

Gorkij School (1945-1956)

In 1945, at the Soviet embassy, a school was established for the children of
Soviet soldiers and politicians stationing in Hungary, with the 10-class structure
applied in the Soviet Union!3. For its functioning, the evacuated Andrassy
palace in the center of Budapest was made available. From 1947, the children of
communist immigrants repatriating from the Soviet Union, immigrants expelled
from Yugoslavia, and Greek and Korean refugees could also be enrolled in the
school. The mother-tongue composition of the students was rather diverse, at
the beginning, most of them spoke no, or little Hungarian. So the language of
education remained Russian.

Between 1950 and 1956, the school was transferred to the authority of the
Hungarian government, and took up the name Maxim Gorkij Hungarian-
Russian School™. As a means of legalization, it was also made available for
Hungarian students, but although others were also recruited, mainly children
of the political elite enrolled. This time, Hungarian grammar, literature, and
history were also taught. With the 1956 revolution, the general opposition

11 G. Diener, A Francia Intézet Magyarorszagon 1947-1989, Magvets Kiado, Paris,
L’Harmattan, 1990.

12 The school was opened again after the 1989-1990 transition.

13 Sibedernyi koromban. About the school a documentary film was made in 2000, directed by
Zsigmond Papp Gabor, photography by Sandor Csukas.

14 Based on resolution XV. of the HWP (Hungarian Workers’ Party).
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to the Soviet rule strengthened. Rejecting the compulsory learning of Russian
became the symbol of independence. The obligation to learn Russian in schools
was lifted and the Russian-language Gorkij School, which was considered to be
an outsider, Soviet-system element of public education was also closed.

Sdandor Korosi Csoma Grammar School (1974-)

After the defeat of the 1956 revolution and war of independence, in the
second half of the 1960s, the situation started to thaw and the classical Kadar-
system consolidated. The educational policy of the years between 1956 and
1989 can be characterized as a «GO and STOP» system. New and new curricula
were issued, and as a result, public education started to «move», and then
stopped until the next measure was enforced. This motion created the illusion
of development, in spite of the fact that, for example, if we take a glance at a
single segment of public education, no significant change occurred in language
policy. Its main element was the reintroduced compulsory education of the
Russian language. Although it was possible to learn Italian, French, German
and English in specialized classes, their ratio was low. In the background of
this phenomenon, the so-called restrictive language policy can be identified. In
the seventies, tourism!® started to emerge at a modest level, and international
relations intensified. Towards the end of the decade, the expression of «language-
demanding job» was born, which underlined that there were some professions
which could not be done without other foreign language competence than
Russian, but it was only the *80s, when it «turned out» that foreign language
competence might not only be demanded from employees in the tourism sector,
and only in the ’90s when it became clear that in fact any kind of work can
require languages.

It is a unique feature of a dictatorship that in the political elbow-room,
authorities constantly strive for repositioning themselves: they plan, prepare,
decide and execute. In this process they become so exhausted that after this,
the institution is abandoned with its functional problems. In the 1970s, the
time seemed to be right to establish a school teaching in Hungarian and
Russian languages. Its foundation was supported by the Ministry of Culture;
the District Council of the 3" district was appointed as maintainer, and the
Budapest Pedagogical Institute was appointed as supervisor by the City Council
of Budapest. The oldest document on the decision to establish the school is §4 of
the Government Act 35/1971 XI.3, which was followed by an agreement at the
8t Budapest meeting of the Hungarian-Soviet Intergovernmental Committee of

15 In three years it was allowed to travel to Western Europe once. Foreign currencies could not
be kept for private purposes, so if somebody got a permit to travel, the state allocated 50 USD.
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Cultural Cooperation (1972): Today there is a demand on the side of the society
for establishing a Russian-language secondary school'®. The establishment of the
school was ratified at the meeting of the Agitation and Propaganda Committee
of the Hungarian Socialist Workers® Party!”. After this, the selection process
of the school, and the elaboration of conditions began. The ratio of Russian
language of education was on average 16 %, foreign languages and teaching in
foreign languages composed 40% altogether. Its distribution in the 4 grades of
the school was 0%, 27%, 15% and 22%. In the selection of foreign-language
subjects, the main factors were the continuation of studies in the Soviet Union,
and the subjects of the entrance exam: Physics, Chemistry, Biology, and World
History in the year before the school-leaving exam.

Besides the series of high-level decisions and negotiations, it was neglected
that legally the maintainer and the school should have asked for permission
to apply the «non-Hungarian» language of education, and the executive body
should have issued the permit afterwards, and not vice versa, as it actually
happened. Additionally, enrollment targeted a small circle, only few students
(60 for year) were accepted. This school, which was for a long time the only
bilingual one, did not have a major impact on public education. Nevertheless,
it was the first time when a school had been founded on the basis of a declared
language-policy decision supported by arguments, to which language-of-
education pedagogical aspects were also attached. The school experience of the
following 10 years was also helpful to the other bilingual schools founded in
the 1980s.

Language-of-education policy background of the new bilingual grammar-
school development projects

The compulsory Russian language

After the 2" World War, learning Russian was made compulsory in the
upper grades of the primary school and in secondary schools in the order n.
1200-A-7/1949/V.K.M., and soon the curriculum was issued as well'®. From the
same year, teaching modern languages also lost ground, and outgoing classes
having learnt in the old language education system were replaced with the
enrolling classes learning Russian. It is a common fact that personal conditions of

16 A proposal of the Ministry of Culture for the Agitation and Propaganda Committee of the
HSWP CC (Hungarian Socialist Workers’ Party Central Committee, 22 December, 1972).
17" A meeting of the Agitation and Propaganda Committee working by the Central Committee of
Hungarian Socialist Workers’ Party on 12 February, 1973.

18 Order n. 1220-10-1950.V.K.M.
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teaching Russian were not present, Russian teachers were «one lesson ahead of
the students» in learning the language. An approximately 4% of primary school
students could learn another language, and a similar ratio of vocational school
students could do the same. Two foreign languages were taught in grammar
schools, from which the first one was always Russian. The lack of motivation
to learn the language, the over-politicization of Russian, the low number of
weekly lessons, and several other things resulted that a considerable number of
generations left school with knowing only a few sentences in Russian. Therefore,
especially in the 1980s, first, professional and later, hidden political attacks were
directed against the Russian language, attempts to abolish its compulsory status.
The Ministry of Culture tried to figure out the room for maneuver with some
proposals, which were also backed by professional background-institutions and
organizations as well.

The abolishment of the compulsory status

In 1989, the year of the social-political transformation, the educational
authority, perhaps for quick publication, first issued only an announcement in
the 12 issue of the Cultural Bulletin, and delegated the decision on foreign
languages to be learnt to the schools'®. With this, the obligation to learn Russian
ceased. In the following few years, the number of learners decreased rapidly, and
Russian became one of the «scarcely taught languages». Not only did the ratio
of educated languages transform, but there was a conceptual renewal as well,
especially in vocational training. Managing the turn in language education was
not easy, new development projects were supported with a constantly reformed
tender system (Pic. 1 and Pic. 2).

Language-policy climate and process of establishing of bilingual schools in
the time (1989) of political transition in Hungary

The development conception, development project

Not long after launching the previously mentioned Sdndor Kdrosi Csoma
Russian-Hungarian Bilingual Grammar School, in 1979, the Science Political
Committee of the Central Committee of Hungarian Socialist Workers Party
(HSWP CC) held a meeting, where they accepted the program of teaching
and learning foreign languages and delegated the execution in Resolution no.

19 «Cultural Bulletin», n. 12, 1989, p. 906 (41545/89).
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Pic. 1. Number of foreign language learners in grammar schools (ISCED 2+3) by

languages between academic years 1980/1981 and 2006/2007.
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Pic. 2. Number of foreign language learners in vocational secondary schools (ISCED 3)

by languages between academic years 1980/1981 and 2006/2007.
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30010/1979 SPC to the Ministry of Education. The first article of the resolution
mentioned the opening to «western languages» (French, English, German,
Italian) omitted references to political concerns, and referred to Russian as «one
of the languages». The expression of internationally widespread languages was
also introduced in the discourse, and it was indicated that they did not oppose
the idea of increasing the number of foreign-language secondary schools. After
an approximately five-year break, on 28 February, 1984, the leaders of the
Ministry of Education and the Ministry of Foreign Trade held a common
meeting where the plan was revitalized and a suggestion was made for founding
foreign-language secondary schools. The minister at that time was Béla Kopeczi,
the erudite academic since permitting the grammar school «project» was not
evident. «We would like to ask for confirmation if comrade Kopeczi agrees
with the contents of records no. 735/1984°, and if he has made the decision
in principle» was the question. The idea of the foundation of bilingual high
schools was also stimulated by the proposal titled The situation of teaching
foreign languages in schools and tasks for development was put on the agenda
of a Ministerial Council of state, and afterwards, it was also put forward at
a meeting of the Cultural Political Work-Committee, and at a meeting of the
Agitation and Propaganda Committee of the Hungarian Socialist Workers
Party as well. This provided an occasion for a ministerial-level political decision
on the development. It seemed that the circumstances were favorable for its
realization. The plan was attractive enough, new, and with a proving point for
the state to turn to a direction to satisfy the hunger for language-competence
on the part of society.

The development conception was prepared in 1984. This version was

a transcript of the Bulgarian model, in a way that it combined a language
preparatory year + four «normal» school years, and it was also similar in
the respect that here it was also organized in grammar schools leading to
higher education. In other questions and in its pedagogical foundations it was
significantly different. After 1984, the following conceptual foundations were
stabilized:

Introducing a language preparatory year

— Objective: to give a new opportunity for primary school finishers to acquire
a foreign language at a high level.

— Reason: to balance the selection prevailing in primary schools owing to
specialized classes, and to incorporate an intensive number of lessons,
teaching in small groups, and a native teacher in language learning.

Five foreign-language subjects through the entire length of studies

— Objective: to complete language competence in various, but prestigious
contents in education, and continuously ensure the required language input.

20 The memorandum did not refer to the question «How could the number of foreign-language
secondary schools be increased?», nor did it refer to previous professional-political directions.
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— Reason: the focus of learning to be placed on learning content instead of
learning language. It is also a reason that the weekly number of lessons
cannot be increased, thus a higher number of language lessons cannot be
reached extensively.

Six foreign languages as target languages according to social demands

— Objective: in addition to Russian, western languages to be placed in the
center of learning.

— Reason: the compulsory learning of Russian hinders obtaining the
so-called western languages, while in society there is “language-hun-
ger”. To strengthen language education within public education, so that
students are not squeezed out to the market of private language schools
if they want to learn western languages.

Locating realization in small grammar schools in a peripheral condition,

where pedagogical and working conditions are adequate or can be produced.

— Objective: to ameliorate the general performance of public education.

— Reason: to ease the pressure of the demographic wave reaching secondary
school level.

Nationwide tender for launching bilingual programs in 10 schools, for six

target languages.

— Objective: to ensure equal opportunities in the tender and to stimulate
local resources.

— Reason: re-evaluation of social actors, the process of detaching profes-
sional decision-making from the center.

The conception also drafted the resource-sharing side of the development,

the principles of school allocation, and planned a long-term longitudinal
research project as well?!.

Between 1984 and 1986 the elaboration of the conception of the curriculum
and the educational program, the establishment of the financial and legal
conditions of functioning, and the international contracts were concluded.
The latter one ensured the recruitment of foreign teachers, the opportunities
for students to travel, and the training scholarships for teachers. A call for
tenders was issued among schools and maintainers, and the selection of the
most suitable candidate institutions took place. Meanwhile, books had to be
translated; the curricula and supplementary materials had to be prepared. As
a reminder: the period between 1984 and 1989 is the last five years before the
political transition in Hungary. The bilingual development project showed the
symptoms of several crises of language-of-education policy.

21 Memorandum of the ministerial meeting on 26 November, 1984; Notice to the leader of the
Ministerial Secretariat 735/84 P.B. attached to the file no. 919/1984. 1. (July 6, 1984); Report on
establishing the further education program. Private archives of Agnes Vimos.
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Tree crises of language-of-education policy
First crisis: steps forward and back in language-of-education policy
The foreign-language subjects

In accordance with the political-ideological relations of the era, in the central
development, there was a simultaneous working of an old and a new language-
of-education policy. In its principles and its realization, besides the numerous
new elements, the old paradigm (and the effectual regulations) also lived on;
the ministry defined the foreign languages and the circle of foreign-language
subjects. At the selection of the subjects, the ratio of natural and social sciences,
and the more prestigious higher educational directions (law, economics) were
included; this is how History, Geography, Biology, Physics and Mathematics
were given foreign-language status. In 1986, however, operations were to
meet an unexpected obstacle. Based on previously unclarified antecedents, the
foreign-language status of History was revoked and that of Geography was
suspended by the deputy minister responsible for public education.

In accordance with the discussion held at comrade Ferenc Gazso, deputy
minister on 12™ of current month, we are not going to translate History books
for the bilingual schools, and we terminate the contracts concluded. [...] The
case of Geography is to be decided until the end of July, because the NPI
[National Pedagogical Institute] is going to investigate the revised manuscript,
and will make its proposal until that date??.

As a compromise, the developers offered a bilingual solution for the subject.
For this, they referred to former high-level central decisions as education-
political antecedents, the professional concerns of the training, and the hasty
manner of the suspension. The language-of-education policy decision to teach
national contents in the mother tongue was made, because certain educational
political circles considered the introduction of bilingual education too much of
an opening. As a result of the bargain, only three from the five foreign-language
subjects remained, and two ran on as bilingual subjects.

Selecting the schools, professional concerns and political pressure

Target languages also faced a crisis. While in 1984-85, launching Russian
grammar schools seemed easy, whereas English, French, German and Spanish
more difficult, with the progress of the project, the former became more

22 File n. 1250/86 (Publishing Company of School-books). The National Pedagogical Institute
is a background institution of the Ministry of Education, fulfilling professional tasks.
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problematic. The assumption that it would be easy to launch the Hungarian-
Russian school was supported by the inequality in personnel and in assets,
the uncertainty of international contracts and, most probably, the confused
judgement of the situation. In reality, however, first there was no Russian
candidate among the applicants for bilingual education. In this situation,
it seemed that if there is no Russian school, four English ones could not be
launched, even though no interviewees articulated that there would have been
any kind of political pressure for it. As no relevant sources have been found so
far, it seems from today’s perspective that the supposition that the bilingual
school establishment would not «go through» if there were fewer Russian
schools than schools for other target languages was only a preconception of
the ministry. Nevertheless, the developers made a tactical «leap forward», and
sacrificed three Russian school launchings hoping that this way 3-3 English,
German and French, and 1-1 Spanish and Italian schools could be started. This
way, the number of schools increased to 14. The necessary three Hungarian-
Russian bilingual schools were finally launched by the ministerial «stimulation».

The second crisis: prestige vs. capacity of central development
Slowing the central development project

As much as it was difficult to launch the three Hungarian-Russian bilingual
high schools, so easy it became to start the other languages. After a certain point,
starting bilingual classes became a matter of prestige, which was further fuelled
by the remarkable social interest in the first year of enrolment. The grammar
school department of the Ministry of Education considered the newer and newer
applications for founding bilingual schools to be a threat for the success of the
training and for quality work. In addition to the feeling of uncontrollability,
a fear of the loss of balance in the financial resources also emerged. Since at
this time, it was still in the position to authorize, the ministry took up a wait-
and-see attitude, which provided a solution for some time. The applications
arriving week by week were finally ran as local development projects from
1986-87, as for these no support had to be ensured, moreover, the resource-
demanding language preparatory year was not permitted, either. Thus, parallel
to the central development project, the establishment of the network of four-
year bilingual grammar schools began. Several valuable new programs were
elaborated, although they were not allowed to use the «bilingual» title.
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Mobilizing political and social capital

In addition to the promising programs, however, others also appeared, in
which the intention and the inside (outside) circle of support were stronger
than the expectable conditions of functioning. The increased willingness to
establish bilingual schools created tension within the ministry as well. The
developers tried to boycott the programs lacking professional bases as much
as it was possible. Although they were in charge of the realization of the
program, this responsibility was (and could be) overwritten by their superiors,
who preferred their own personal contacts, made background decisions and
issued licenses?3.

The problem emerged because the conditions were set for 10-14 schools
and the circle of these, in accordance with the original conception, had
already been formed. The preferential support of the training attracted newly
interested schools to the bilingual circle, and many of them felt the opportunity
of language liberalization in it. Teachers, supervisors and subject-managers
willing to teach the so-called western languages wanted to gain a room for
maneuver, and there were prestige battles between county, city and party
leaders as well. They wanted English and German target languages, and high-
profile schools. To accept the newly interested, based on the philosophy of the
program, would only have been possible in case of new subsidiary resources,
or if the existing resources had been redistributed. For the former, there was no
chance at all, and the latter one would have meant breaking the promises and
obligations provided to the previously selected schools. There were no extra
funds available, and soon it was admitted as well**. To extend the so-called
five-year bilingual program was not possible in reality; however, the plans of
other schools and maintainers could not be stopped, either. These intentions
could temporarily be redirected into the channel of four-year bilingual
education, but with this, the original conception to empower well-functioning,
pedagogically mature small-town schools facing enrolment problems was
harmed. Restrictive language-of-education policy fell into its own trap, and
lost the control of establishing schools.

23 22.933/86.IX. Petition to launch a bilingual grammar school class (end of 1996, then
February, 1997), further files: 111.1144/1986. Department of Culture, County Town Council;
1000/1986. Request for permission to open bilingual grammar school classes (18 July, 1986).

24 27/649/87.IX. Letter of the Minister of Culture to the First Secretary of the Bacs-Kiskun
County Committee of the HSWP (15 April, 1987); 23/982/86. IX. Permitting the so-called
B-type grammar school class int he Lajos Tolnai Grammar School of Gyonk. (7 January, 1987);
27/842/87.1X. Proposal to launch bilingual grammar school classes (15 April, 1987).
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The third crisis: the application the language-of-education policy, the first
year

In accordance with the conception of the program of bilingual grammar
schools, the entrance exam was set to ensure the principle of equal opportunities,
which was also served by the language preparatory year, and the new opportunity
available for everyone. This way, application to bilingual schools would have
been independent of whether students, based on the social/political status of
their families, had previously had the opportunity to learn in specialized classes
for languages.

Advantages of bilingual learning were appreciated more than it had been
expected, thus, already in the first year of enrollment the number of applying
primary school students broke the record. The ratios are well-illustrated by
the fact that in the first year of enrollment 2,950, and in the second one, 4,981
students applied to the 10 and then 14 schools, so there were about 300 people
for a 30-student class. In this case, the Green-theory?® seems to be in effect,
according to which, small-section training and the expected great social benefits
of enrollment attracts many people. The providers are stimulated to launch
this kind of training (as there is demand for it), which results in an increased
capacity, so the chances of applicants improve. However, if there are many
people with a kind of competence, its value is to decrease. According to the
Green-theory, expansion over a certain point leads to admitting that it is not the
relative advantage which is important, but not acquiring the given competence
(in our case: the knowledge of foreign-language subjects, and foreign-language
professional competence) might be a disadvantage, so «staying out of it» might
be a problem. This latter issue will be a question after the political and economic
transition.

The entrance procedures

With the intensifying social interest, the interest of the state and party
organizations grew as well, and this began to push the training to become one
for the elites. This was also exemplified by the previously mentioned school
founding in the centers. Before the entrance exam of 1987/1988, a great number of
telephone calls and letters were sent to the organizers. By December and January,
the atmosphere became almost hysterical. As the managers of the program wanted
to keep equal opportunities for the students, a unique, previously unprecedented

25 T.F. Green et al., Predicting the Behaviour of the Educational System, Syracuse-New York,
Syracuse University Press, 1980.
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system of entrance exams was elaborated. It was a program in which the best
performers would get accepted, and which would provide protection against using
personal connections.

Stabilizing the original conception

Atthe established new entrance exam, abilities, creativity and problem solving
were examined, and the performance rankings were prepared with a central
computer program. To preserve objectivity and performance — orientedness,
organizers decided not to have an oral examination. This way, the chance of
getting accepted into the bilingual schools became independent of the social/
political status of the students’ families, and of their previous foreign-language
learning opportunities. Another novelty improving the chances was that with a
single entrance exam, one student could apply to all bilingual schools, and based
on the performance, they won acceptance to the given school. Approximately
half of them opted for this multiple application. The exam also revealed the
language preferences of this section of the society.

Bilingual education after the political and economic transition (1989-2008)

With the relatively quickly undergoing transformations, everybody was
obliged to redefine themselves and relocate in the new space and time. Bilingual
schools and their developers were also in a similar situation. For a period, they
were often attacked, and their achievements questioned. However, society, apart
from the three Hungarian-Russian schools, did not abandon these institutions,
what is more, an emphasized demand was articulated (Pic. 3).

In the following, an open and democratic language-of-education policy
emerged which is hallmarked by the public education act (1993), the national
core curriculum (1995), and the regulations for the school-leaving exams
(1997). Bilingual schools receive a supplementary normative budget support,
the basis of which is the order no. 26/1997 (VI1.10) MKM on the orientations of
bilingual school education. It was in effect up to the end of the period examined
(2008) that it was allowed to teach foreign languages in all levels and all types of
schools, and, apart from Hungarian Grammar and Literature, all subjects could
be taught in foreign languages. For a financial support, at least three foreign-
language subjects had to be ensured, and the ratio of the foreign language had
to be at least 35%?2°. The effective realization of bilingual education was in the

26 A, Vamos, The function of foreign language at the school-leaving examination and language
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Pic. 3. Number of foreign language learners in all bilingual schools (ISCED 1+2+3)
between 2001/2002 and 2006/2007 — differentiated by languages.

@2001/2002
@ 2002/2003
02003/2004
0 2004/2005
® 2005/2006
@ 2006/2007

Number of Students

English  French Chinese German lfalian Russian Spanish
Languages

Source: Ministry of Education statistics

scope of authority of the maintainer. This regulative framework, the level of
services provided by the school and the interest of the society have resulted the
continuous increase of bilingual schools.

Conclusion

Bilingual education in some form and language has been continuously
present in the history of Hungarian education. In certain ages, it is devoted
special attention, which usually has a political background. The location and
the opportunities of a language in public education are closely related with the
attitudes to the given language and culture, and to the access of social groups to
cultural values and assets. In this respect, it is an indicator of politics, cultural
politics, educational policy and language policy. After the First World War, in

pedagogy in bilingual education, paper presented in The 35% International Association for
Educational Assessment (IAEA) Annual Conference (Brisbane, 13-18 September 2009), pp. 1-10.
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accordance with the foreign policy objectives of the state, a loose network of
bilingual schools (English, German, Italian and French) was formed, as these
were considered to be most appropriate for the directions of international
political communication. After the 2" World War Hungary belonged to
the Soviet sphere of influence. From 1949, Russian became the compulsory
language to be taught in schools. Between 1950 and 1956 the Maxim Gorkij
Hungarian-Russian School was established for the children of Soviet soldiers
and politicians stationing in Hungary. In the 1980s, first, professional and later,
hidden political attacks were directed against the Russian language, attempts
to abolish its compulsory status. In the second half of the decade new bilingual
schools (English, German, French, Italian, Russian and Spanish) opened by the
central development and with the common efforts of foreign partners. There
were several initial challenges; the personal and objective conditions were
uneven. Furthermore, the regime change was under way, and support was
gradually taken away from the bilingual schools. From the 1990s on, the schools
and teachers left alone started to initialize development by themselves; new
bilingual schools, especially primary and vocational schools were established;
however, they had to rely on themselves. The three crises and the ways that they
were handled in the transitional period reflect how this political uncertainty,
matched by public attention and demand resulted in the loss of the Ministry of
Education’s control over the establishment of new bilingual schools.
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Introduction

Starting at the end of the nineteenth century and continuing up to the present
day, Western countries have seen the emergence of a set of child protection policies.
Moreover, within a supranational framework, a number of international treaties
have been approved (Geneva Declaration, 1924; Declaration of the Rights of the
Child, 1959; Convention on the Rights of the Child, 1989), in which the child has
gone from being an object requiring protection to becoming a subject of rights.
As this change is observed over time, we witness the process of constructing a
particular representation of childhood. At the same time, UNICEF (created in
1946) and the Committee on the Rights of the Child (created in 1991), both
of which are part of the United Nations system, have been building a view of
children from the perspective of human rights.

The aim of this article is to analyse how the focus on human rights has
led to a new paradigm of childhood. To that end, we analysed a document
corpus composed of the texts of the three international treaties and a series
of reports by UNICEF and the Committee on the Rights of the Child. This
key documentation allows us to observe the transformations, contradictions,
continuities and ruptures in the discourse on childhood from a supranational
perspective. The continuing circulation of these discourses in the international
community and in child protection policies is also important. The methodology
used to analyse this document corpus is of a qualitative nature and based on
discourse analysis. We have created certain categories of analysis based on a set
of indicators that are commonly used in analysing the rights of the child.

The results yield a representation of childhood that does not coincide with
the observed discourse and rhetoric on the rights of the child. It is clear that this
representation is based more on the traditional line of assisting and protecting
children, which arose at the beginning of the twentieth century, and less on the
new view of children as subjects of rights, which was constructed in the 1990s.
What this means is that aspects such as health, survival and the protection of
those in vulnerable situations prevail in the earlier view of childhood, and that
other rights, such as participation and civil rights, among others, enjoy a certain
degree of relevance in the later view.

Moreover, the understanding that we have of boys and girls in the West is
influenced by the social representation of childhood. That is, there is a strong
thesis that fundamentally coincides with what Casas suggests, which is that «we
members of the social category of adult have created subcategories of subjects
in order to be able to continue arguing that there are beings that cannot be
considered ‘equal’ to those who are ‘already adult’»!. Accordingly, over recent

L F. Casas, Representaciones sociales que influyen en las politicas sociales de infancia y
adolescencia en Europa, «Revista Interuniversitaria de Pedagogia Social», vol. 17,2010, p. 18; F.
Casas, Infancia: perspectivas psicosociales, Barcelona, Paidds, 1998.
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decades our view of childhood has been changing, moving from a logic that
was resistant to change and characterised by ideas such as «children are in the
process of being socialised», «children’s issues», «children are not productive
agents» or «values are learned in adulthood», to an alternative logic based on
the idea that socialisation is bidirectional and «children have rights», «children
have mastery of audiovisual technologies», «children have responsibilities and
competences», «children contribute productively to their society» and «values
are shared». Therefore, the social construction of childhood can only be
explained from the historical contextualisation of these arguments that make
up different representations of childhood constructed by adults.

Apart from ideological stances, the social representation of childhood, just
as with other social representations, actually consists of «conditioning and
influencing the practices, attitudes and behaviour of people and institutions»2.
At the same time, within academic disciplines, studies on children have acquired
increased importance. At a conference held in Paris in May 2013, a question
that has yet to be settled was raised: Which discipline do children belong to??
This was not a rhetorical question, but rather it was to put issues regarding
discipline boundaries between the various social sciences on the table, in order
to clarify which field is the most relevant for studying children in their diversity,
which we can call Children’s Studies. It must be emphasized that in the process
of constructing the meaning and category of children, the discourse of «psy-
knowledge» has been a determining factor*.

1. Protection policies and the contemporary representation of childhood

In the recent historiography on childhood there are different ways of
approaching how it is understood’. One is the study of child protection, where

2 ]. Sanchez, Puerilizado y adulterado: representaciones institucionales de la infancia,
«Universitas, Revista de Ciencias sociales y humanas», vol. 13, 2010, p. 100.

3 See: <http://jediscenf2013.sciencesconf.org> (last accessed: June 30th, 2014).

4 V. Llobet, La produccién de la categoria «nifio-sujeto-de-derecho» y el discurso psi en las
politicas sociales en Argentina, in V. Llobet (ed.), Pensar la Infancia desde América Latina, Buenos
Aires, CLACSO, 2014, pp. 209-234.

5 ].P. Bardet, ]J.N. Luc, I. Robin-Romero, C. Rollet (edd.), Lorsque I'enfant grandit. Entre
dépendance et autonomie, Paris, Presses de I’Université de Paris-Sorbonne, 2003; E. Becchi, I
bambini nella storia, Roma-Bari, Laterza, 2010; E. Becchi, D. Julia, Storia dell’infanzia, Roma-
Bari, Laterza, 1996; C. Colmenar, La proteccion a la primera infancia en Espana en el primer tercio
del siglo XX, «History of Education & Children’s Literature», vol. I, n. 1, 2006, pp. 167-191; P.S.
Fass, Encyclopedia of Children and Childhood in History and Society, 4 vols., Farmington Hill,
MI, The Gale Group, 2004; P. Davila, L.M. Naya (edd.), La Infancia en la Historia: espacios y
representaciones, 2 vols., Donostia, Erein, 2005 or P. Rodriguez, M.E. Mannareli (edd.), Historia
de la infancia en América Latina, Universidad Externado de Colombia, Bogotd, 2007.
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it can be seen that during the nineteenth and twentieth centuries®, every Western

country had its own process for developing child assistance and protection
policies. However, it has been noted that, despite cultural, religious, economic,
social and educational traditions, there is a certain consensus in the kinds of
policies that were applied, due to the consequences of industrialisation and the
high rate of infant mortality.

Accordingly, one of the most innovative elements at the beginning of
the twentieth century was the transition from national protective policies to
supranational agreements. Via this route, Europe and the Americas came to
share the same concerns about child protection. This phenomenon led to the
holding of conferences, which managed to harmonise a shared medical discourse
through the expansion of paediatrics into a developmental discipline about
«normal» children and the new role of responsible motherhood. All of this set
the stage for international treaties” as well as the emergence of international
organisations like the League of Nations and its successor, the United Nations,
on the heels of the two world wars.

In this process of transition as well as interaction, the international
conferences forged what Rollet® calls «a common culture». During this period,
many countries participated in the discussions about the definition of child,
the ways to protect children, child labour and the role of education, as did
many medical, educational or sanitation associations, in order to address the
fundamental issues that rose to prominence in the nineteenth century such as
infant mortality and the poverty in which many families lived. As a result, the
construction of the modern concept of the minor is based on law and the various
forms of state intervention that «played a crucial role in shaping the modern
concept of minor»”. This set of phenomena contributed to the construction of
a discourse in which children acquired a social representation with a certain
profile: children are beings in need of help.

Discussions at the conferences on children revolved around two poles: «one
more legal and theoretical, and the other more pragmatic»'?. In terms of the
legal pole, there was concern for the responsibilities of states or of families
with regard to abandoned children, juvenile delinquency and guardianship. By

6 For a thorough understanding, see «Annales de Démographie Historique», n. 2, 2001, pp.
5-100, issue dedicated to «Enfances». See the journal on <http://www.cairn.be/revue.php?ID_
REVUE=ADHS> (last accessed: June 30th, 2014).

7 P. Dévila, L.M. Naya, La evolucién de los derechos de la infancia: una vision internacional,
«Encounters on Education», vol. 7, n. 1, 2006, pp. 71-93.

8 C. Rollet, La santé et la protection de I'enfant vues a travers les congrés internationaux
(1880-1920), «Annales de Démographie Historique», vol. 1, n. 1, 2001, pp. 97-116.

9 G. Therborn, Los derechos de los nifios desde la constitucion del concepto moderno de
menor: un estudio comparado de los paises occidentales, in L. Moreno, Intercambio social y
desarrollo del bienestar, Madrid, Consejo Superior de Investigaciones Cientificas, 1993, p. 87.

10 Rollet, La santé et la protection de 'enfant vues a travers les congres internationaux (1880-
1920), cit., p. 99.
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1883 this interest had emerged as a result of the first International Congress
for the Protec