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Correia (Universidade do Porto, Portugal); Nilza 

Costa (Universidade de Aveiro, Portugal); Inés 
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Montréal, Canada); João Filipe de Matos 

(Universidade de Lisboa, Portugal); António Nóvoa 
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Sisyphus — Journal of Education aims to be a place for debate on political, social, economic, cultural, 

historical, curricular and organizational aspects of education. It pursues an extensive research 

agenda, embracing the opening of new conceptual positions and criteria according to present 

tendencies or challenges within the global educational arena. 

The journal publishes papers displaying original researches—theoretical studies and empiric 

analysis—and expressing a wide variety of methods, in order to encourage the submission of both 

innovative and provocative work based on different orientations, including political ones. 

Consequently, it does not stand by any particular paradigm; on the contrary, it seeks to promote the 

possibility of multiple approaches. The editors will look for articles in a wide range of academic 

disciplines, searching for both clear and significant contributions to the understanding of educational 

processes. They will accept papers submitted by researchers, scholars, administrative employees, 

teachers, students, and well-informed observers of the educational field and correlative domains. 

Additionally, the journal will encourage and accept proposals embodying unconventional elements, 

such as photographic essays and artistic creations. 



 

 

 

                                                             
1  Translated by Twintone (funded by FCT–Fundação para a Ciência e a Tecnologia within the scope of the 

contract UID/CED/04107/2016 to UIDEF–Unidade de Investigação e Desenvolvimento em Educação e 

Formação). 



 

 

 



 

  

 

 



 

 

 



 

  

 

 



 

 

 



 

 

 

 

E T H N O H I S T O R Y  O F  T H E  S C H O O L .  

R E P R E S E N T A T I O N S  O F  M O D E R N I T Y  

AG US T Í N  E S C OL A NO  BE NI T O  

ceince@ceince.eu | Universidad de Valladolid / Centro Internacional de la Cultura Escolar [CEINCE], Spain 

A B S T R A C T  

This study analyses and discusses the historiographic construct “modernity” and the 

problem of its representations and their readings and interpretations. It examines the 

question based on two exemplifications, with the aid of iconographic sources, 

attributing to them the function of mimesis of the empirical culture of the school: a) the 

universal exhibitions (modernity as performance); b) the ambivalences of the modern 

(dialectical understanding of modernity). It concludes with an attempt at a synthetic 

closure of a hermeneutic character. 

K E Y  W O R D S  

Modernity; Ethnohistory; Hermeneutics; Universal exhibitions;  

Dialectics tradition/Innovation; Iconography. 

  



 

 

 

 

                                                             
1 Translated by Reuben Woolley (funded by FCT–Fundação para a Ciência e a Tecnologia within the scope of the 

contract UID/CED/04107/2016 to UIDEF–Unidade de Investigação e Desenvolvimento em Educação e Formação). 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 

 

A D V E R T I S I N G ,  M A R K E T I N G  A N D  I M A G E :  

V I S U A L  R E P R E S E N T A T I O N S  A N D  S C H O O L  M O D E R N I T Y   

T H R O U G H  P O S T C A R D S  ( S P A I N ,  T H E  T W E N T I E T H  C E N T U R Y )  

AN T O NI O  V I ÑA O  

avinao@um.es | Universidad de Murcia, Spain 

MA R Í A  J OS É  MA R T Í NE Z  R UI Z -FUN E S  

mjosemrf@um.es | Universidad de Murcia, Spain 

A B S T R A C T  

By the end of the nineteenth century picture postcards had become an advertising tool 

for businesses, and their importance would grow still more during the early decades of 

the twentieth century. Primary, secondary and professional schools of education 

(especially those of a religious nature) were also quick to make use of them, and state 

schools built at that time would, albeit somewhat later, follow suit. These postcards 

served as a “business” or “visiting cards” for these educational institutions, which used 

them to show families and the general public the image, and images, by which they 

wished to be known. This paper analyzes the general evolution in Spain of this modern 

type of advertising, which transmitted socio-cultural values and created school 

identities, while also looking at the different uses that were made of them, the norms 

followed and the diversity of images offered by some educational institutions. 

K E Y  W O R D S  

Postcards; Educational modernity; School image and advertising;  

History of photography; Spain, twentieth century.  

  



 

 

 

 

                                                           
1  This paper is part of Research Project EDU2013-42040-P, entitled “Imagen y educación: marketing, 

comercialización, didáctica (España, siglo XX)”, financed by the Spanish Ministry of Economy and Competitiveness. 

Translation: Stephen Hasler. 
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W R I T I N G  S Y S T E M S  A N D  L I T E R A C Y  M E T H O D S :   

S C H O O L I N G  M O D E L S  I N  W E S T E R N  C U R R I C U L A  

F R O M  T H E  S E V E N T E E N T H  T O  T H E  T W E N T I E T H  C E N T U R Y  

AN NE -MA R I E  C HA R T I E R  

anne-marie.chartier0054@orange.fr | LARHRA/ENS-Lyon, France 

A B S T R A C T  

This contribution sheds light on the interaction between print technology, social literacy 

and primary school pedagogy from the seventeenth to the twentieth century. The printing 

press opened up the possibility of a Christian education for all: psalters and catechisms 

became a vehicle for teaching both religious content and the writing system using the 

spelling method. 

To move beyond this limited Christian literacy combining reading and memorization, and 

enable learners to read any text directly, textbooks separated the process into two stages: 

training beginners first to decipher, using the spelling method, and then to read different 

kinds of texts (informative, moral, civic). As many beginners failed at decoding, all 

subsequent “innovations” (word method, sentence method, look-say method, phonics, 

etc.) aimed to bridge the gap produced by this separation. This article will show how this 

common objective has been realized to varying degrees in different countries, especially in 

France and the United States (based on education policy, national language, teacher 

training, textbook publishing, etc). 

K E Y  W O R D S  

Literacy; Primers; Reading method; Education policy; Teacher training. 



 

 

 



 

 

 



 

 

 



 

 

 

                                                             
1  This “direct access” was not through individual reading. Luther did not encourage people or children to read 

alone but with the community. Martin Luther, M.L.O., IX, ed. Labor et Fides, Genève, p. 111. 

2  This frequently cited sentence is from L'Escole Paroissiale ou la manière de bien instruire les enfants, Paris, 

Pierre Targe, 1654, p. 233. The anonymous author, Jacques de Batencour, is a Parisian priest of the parish of Saint-

Nicolas du Chardonnet in the Latin Quarter. 

3  Egil Johansson has shown the importance of the numerous hymnbooks in Swedish domestic life, especially for 

women: “Women and the tradition of reading around 1700. Examples from Sweden and Germany”, in Women and 

Literacy Yesterday, Today and Tomorrow, Symposium for Study of Education in Developing Countries, Stockholm, 

June 1989, Stockholm: Svenska Unescorådets Skriftserie, Nr 1/1992, pp. 77-94. 



 

 

 

                                                             
4  Children had to make the sign of the Cross before reading letters as well as prayers. Hence the name of Santa 

Croce, Croix-de-par-Dieu or Criscross [Christ's cross] given to ABC's in Italy, France or England. 



 

 

 



 

 

 

                                                             
5  Erasmus wrote in 1530 De Civilitate morum puerum, translated or imitated in many vernacular versions, which 

had a great success in schools from the seventeenth to the nineteenth century. 

6  Xavier Bisaro recalls that the schoolmaster was also the “cantor” of the village and he learned the same method 

to teach Latin and plainchant, sung by his students with him during religious services. 

7  Valentin Jamerey-Duval (1695-1775) was a young shepherd who learned to read via the Aesop's Fables he knew 

by heart. He finished his life as the librarian of the Duke of Lorraine. He recounts his life story in Mémoires. Enfance 

et éducation d’un paysan au XVIIIe siècle, Présentation par J-M Goulemot, Paris : Le Sycomore, 1981. 



 

 

 



 

 

 

                                                             
8  According to the philosopher J. G. Fichte, the “reading mania” is a “narcotic”. 



 

 

 

                                                             
9  Pestalozzi’s method was to have beginners (5-8 years) memorize five different combinations for each letter of 

the alphabet, successively joining the five vowels with all consonants, forward and backward (ab, ba, id, di, of, fo, ug, 

gu, etc). Then came combinations of two consonants and a vowel (bud, dub, bic, cib, gaf, fag), and finally he would 

spell long and difficult words. Pestalozzi later rejected the method as absurd and became a follower of Rousseau. 



 

 

 

                                                             
10  A synthesis of this research was presented in L’école et la lecture obligatoire [School and Mandatory Reading] 

Paris: Retz, 2007, 2014 (chapter 5). See also, Teaching Reading: A Historical Approach, In Nunes T. & Bryant P. (Eds.) 

(2004), The Handbook of Children's Literacy, Kluwer Academic Publishers, Dordrecht, Boston, pp. 511-538 and “The 

Teaching of Literacy Skills in Western Europe An Historical Perspective”, In Olson D. & Torrance N. (Eds.) (2009), The 

Cambridge Handbook of Literacy, Cambridge University Press, Cambridge, pp. 449-467. I analyzed seven textbooks 

dating from before 1830, 20 textbooks from the period of 1830-1848, 130 from the period of 1850-1880, on which 

I focused, and 40 textbooks from 1880-1900. 

11  The INRP library (now housed in the Bibliothèque Diderot at the ENS-Lyon) holds a particularly rich resource for 

the years 1840-1880, having inherited the private collection of General Inspector Rapet. 

12  Written by Ambroise Rendu, councilor to the minister and the editor Louis Hachette, a million copies were 

purchased so they could be freely distributed to “indigent” students, and sold at a very low price to others (for the 

equivalent of one or two Euros). 



 

 

 

                                                             
13  Journal des Instituteurs 34, 19 August 1860, 118, 119. 



 

 

 

                                                             
14  Between 1836 and 1920, 132 million copies of The McGuffey Readers (one book for each level) were bought. 

(Mathews, 1966, p. 102). 



 

 

 



 

 

 

                                                             
15  Méthode Cuissart. Enseignement pratique et simultané de la lecture, de l'écriture et de l'orthographe, by E. 

Cuissart, 1er livret. Étude des lettres et de leurs combinaisons simples, 1882. This illustrated method book will serve 

as a prototype for the manuals created during 1900-1925 and it was republished repeatedly through 1938. 

16  In Histoire de l’éducation, 138, 2013, see Mayorca, Martinez-Moctezuma, Roggero, Magalhães, Frade.  



 

 

 



 

 

 



 

 

 



 

 

 

                                                             
17  In 1880, in the USA, Walton observed in pupils' papers 108 different spellings of the word whose, 58 for the 

word which, and 208 for the word scholar. The French School Inspector Beuvain made similar observations in France 

in 1873. 77% of children spelled the word tuyaux correctly, but the remaining 23% produced 138 differents spellings. 

From those findings, associations of linguists tried (in vain) to impose a simplification of English or French spellings. 

See Matthews (1966) and Chervel (1989, 2006). 

18  Pierce, 1844, On Reading, American Institute of Instruction, XIV, quoted by M. Mathews (1966), p. 87. 



 

 

 

                                                             
19  The story was written espacially for young readers, from an old russian tale. Judson, Harry Pratt and Ida Bender, 

Graded Literature Readers, First Book, Merill and Co, 1899. 

20  Edmond Burke Huey (1870-1913), professor of psychology at the Normal School of Minnesota, and then at the 

University of Pittsburg, wrote a thesis on eye movements. He met Émile Javal and Alfred Binet in Paris in 1901, and 

Pierre Janet in 1908 when he directed his research on the mental deficiency. His book on reading enjoyed lasting 

success in the teacher training centers, where it guaranteed the scientific value of the whole-word method. 

21  Under the direction of Thorndike, William S. Gray (1885-1960) wrote one of the first theses assessing the 

reading performance of children with standardized tests. Professor at the University of Chicago from 1916 to 1945, 

he proposed measures-equipped performance and objectified approach methods. As an expert for UNESCO he wrote 

The Teaching of Reading and Writing, An International Survey, UNESCO [1956, 1967], which was the benchmark for 



 

 

 

                                                             
literacy campaigns in the Third World. President of the International Reading Association, he was the most famous 

psychologist of reading in this period. 

22  From 1930 to 1973, the publisher Scott-Foresman sold millions of copies in the US, Canada, Australia, etc. 



 

 

 



 

 

 

                                                             
23  Amélie Hamaïde (1888-1970) wrote in 1922 La Méthode Decroly (Delachaux-Niestlé), translated into 13 

languages. Daily exercises included writing of read words and reading of written words (“écrire les mots lus”, “lire les 

mots écrits”) as well as the daily training in copying (“mecanization: copy a sentence every day”). She described the 

“global approach” of reading-writing, but the term “global method” appears only in the 3rd edition, prefaced by the 

Swiss educator Roger Cousinet. The “global method” was the official method in Belgium from 1936 to 1957. 



 

 

 



 

 

 

                                                             
24  The levels go from primary school (level 1) to vocational certifications (level 2), then the mandatory high school 

diploma (level 3) to the level of the general or technical baccalauréat (level 4), and the fifth level corresponds with 

higher-level technical or university degrees. 



 

 

 



 

 

 



 

 

 



 

 

 



 

 

 



 

 

 

 

W R I T I N G S  A N D  R E P R E S E N T A T I O N S  

O F  E D U C A T I O N  I N  P O R T U G U E S E  A M E R I C A  

THA I S  N Í V I A  D E  L I MA  E  F ON S E C A  

thais@fae.ufmg.br | Universidade Federal de Minas Gerais, Brazil 

A B S T R A C T  

Beyond the analysis of educational processes present in the Luso-American society 

during the so-called Ancien Régime, it is necessary to focus on then current conceptions 

of education, and its appropriation by different walks of life in that society. On the 

Administrative, ecclesiastical, and legal fields, there was significant production of 

writing and, within it, representations of education characterized by its links with the 

most influential European intellectual production at the time, but also by the 

interposition of cultural environments in different parts of Portuguese America and the 

experiences of subjects in these regions. The objective of this work is the study of such 

representations of education by analyzing the writings present in the above pointed 

fields, in situations where the use of education—whatever its form—emerged as a 

solution to the problems present in the process of inserting America into the Portuguese 

Empire's context. 

K E Y  W O R D S  

History of Education; Writings; Representations; Portuguese America. 

 



 

 

 

 

                                                             
1  Translation: Daniel Lima. 

2  Although this analysis might show some similarities with the methodology proposed by Reinhart Koselleck, this 

isn't meant for developing a history of the concept of education, as understood by that author (Koselleck, 1992, 

1997). 

3  The research that originates these works, including this article, is funded by the National Council for Scientific 

and Technological Development (CNPq) and the Foundation for Research of the State of Minas Gerais (FAPEMIG). 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 

                                                             
4  Portuguese legal compilation, also valid on overseas domains. 



 

 

 

 

                                                             
5  The expression is jus sanguinis, meaning “right of blood”. Source: http://www.dicionariodelatim.com.br/jus-

sanguinis/ (Retrieved 01.10.2016). 

http://www.dicionariodelatim.com.br/jus-sanguinis/
http://www.dicionariodelatim.com.br/jus-sanguinis/


 

 

 



 

 

 

 

                                                             
6  About this Seminary, see: Fonseca, 2009. 



 

 

 

                                                             
7  The seminary offered the teaching of reading and writing, grammar and Latin. 



 

 

 

 

http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=105&id_obra=73&pagina=955
http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=105&id_obra=73&pagina=955


 

 

 

http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=106&id_obra=73&pagina=1155
http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=106&id_obra=73&pagina=1155
http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=106&id_obra=73&pagina=1157
http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=106&id_obra=73&pagina=1157
http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=106&id_obra=73&pagina=1144
http://www.iuslusitaniae.fcsh.unl.pt/verlivro.php?id_parte=106&id_obra=73&pagina=1144
http://hdl.handle.net/2027/spo.did2222.0000.390
http://hdl.handle.net/2027/spo.did2222.0000.390


 

 

 

 

http://objdigital.bn.br/acervo_digital/%20div_manuscritos/mss1304880/mss1304880.pdf
http://objdigital.bn.br/acervo_digital/%20div_manuscritos/mss1304880/mss1304880.pdf


 

 

 

F I R S T  L I N E S  O F  S C H O O L I N G :   

R E G I U S  A N D  P R I V A T E  T E A C H E R S  I N  B R A Z I L ,  1 7 5 9 - 1 8 3 4  

ÁL V A R O  D E  AR A Ú J O  AN T U NE S  

alvaro.antunes@pq.cnpq.br | Universidade Federal de Ouro Preto, Minas Gerais, Brazil 

A B S T R A C T  

The article presents a brief overview of education in Brazil between 1759 and 1834. 

Delimited by the creation of the position of Regius teacher and by the decentralization 

promoted by the Additional Act of 1834, it discusses the process of state control, 

secularization, and promotion of schooling in the Portuguese America and the 

independent Brazil. Considering the regional characteristics of the colonial territory, the 

analyses carried out focus on the Capitania de Minas Gerais [Captaincy of Minas Gerais] 

because of its economic importance in the context of a “world economy”. The article 

provides a quantitative assessment of the schooling in various regions of Brazil and 

presents the profile of the teachers who worked in Mariana, Minas Gerais, contributing 

to the study of the first lines of school education in the Luso-Brazilian modernity. 

K E Y  W O R D S  

Teachers; Education; Minas Gerais; Brazil; Centuries eighteenth and nineteenth. 

  



 

 

 

 

                                                             
1  Research with support from the Fundation for Research of the State of Minas Gerais [Fundação de Amparo à 

Pesquisa do Estado de Minas Gerais — FAPEMIG]. 

2  Some surveys indicate percentages lower than 5% of studies dedicated to the colonial period against more 

significant figures for the republican and imperial period. Thaís Nivea de Lima e Fonseca, for example, examined the 

papers presented in specialized, international, national and regional meetings promoted in the early 2000s and found 

that the papers on the history of education for the so-called colonial period did not exceed 2% (Fonseca, 2009a). 

Denice Catani and Luciano Faria Filho, based on the investigation of one hundred fifty-seven research papers 

presented in the Thematic Working Group of History of Education in the National Association of Post-Graduation and 

Research on Education [ANPED] between 1985 and 2000, identified a percentage of 3.2% of studies on the colonial 

period (Catani & Faria Filho, 2002, p. 124). 



 

 

 



 

 

 

 



 

 

 



 

 

 

 

                                                             
3  Leila Mezan Algranti (1999) and Maria Beatriz Nizza da Silva (1981) studied the peculiarities of this schooling 

dedicated to girls. According to these authors, the education of girls was restricted and focused on the role that they 

would take in adulthood. Female education was seen as necessary, since they would be the first teachers of their 

children, which emphasized their role as mothers and teachers. Because of that, their teaching should be different 

from that of the boys. These institutions prioritized learning to read, write, count, sew, and embroider, besides the 

religious education. 



 

 

 



 

 

 

 

                                                             
4  Investigating educational initiative promoted by the Portuguese government in 1759, Tereza Fachada Levy 

Cardoso says that until 1765 there was no Regius teacher in Brazil (Cardoso, 2004, p. 183). It is quite possible that 

this statement is not correct. 



 

 

 

                                                             
5  Indeed, Rogério Fernandes found that at the beginning of the government of D. Maria I 67% of the positions 

were occupied, against 33% in 1773 (Fernandes, 1994, p. 78). 



 

 

 

 

                                                             
6  According to Ana Cristina Araujo the classifications of the Enlightenment in Portugal, in terms of “Joanino (King 

Jonh’s) Enlightenment”, “Pombal’s Enlightenment” and “Viradeira” is incongruous, because it perpetuates an 

ideological view of the “liberal and republican historiography about Pombal, as it obscures the brightness and the 

range of numerous and important cultural events prior to Pombal” (Araujo, 2003, p. 18). 



 

 

 



 

 

 

 

                                                             
7  Restricting the analysis to school knowledge does not disregard the existence of alternative ways of transmitting 

knowledge. Thus, one can think of a kind of teaching related to mechanical trades, which, in the eighteenth century, 

would be more tied to a practical knowledge, rather than a theoretical and written knowledge: “as well shown in 

societies without writing or schooling (...) numerous ways of thought and action—and often the most vital ones—pass 

on the practice by means of practical and totalized propagation, consolidated in the lasting contact between the one 

who teaches and the one who learns (‘do as I do’)” (Bourdieu, 1996, p. 35; translation my own). 



 

 

 

                                                             
8  The monastic house founded in the second half of the eighteenth century was dedicated to Our Lady Mother of 

Men and became a college in 1820. 



 

 

 

 

                                                             
9  From a detailed study of various sources, Fonseca observed that the Relação de 1814 [List of 1814], although 

made by the Junta da Fazenda de Minas Gerais [Board of Finance of Minas Gerais], incurs a series of errors. For 

example, it shows as vacant positions that were occupied and omits teachers whose names were on the payment lists 

(Fonseca, 2009b, p. 73). 

10  One of the elements that can help explain this difference is the size of the districts, and the district of Mariana 

was much bigger than that of Vila Rica. However, when all the Captaincy of Minas Gerais is considered, the county of 

Vila Rica, composed by the two mentioned districts, would have the greatest number of Regius classes, followed by 

the county of Rio das Velhas. 



 

 

 

                                                             
11  Thais Nívea de Lima e Fonseca identified 261 Regius teachers working in Minas Gerais between the years 1772 

and 1834. The county of Villa Rica stood out among the others, with just over a hundred Regius teachers, most of 

them appointed between the years 1814 and 1834 (Fonseca, 2009a, p. 74). In the district of Mariana, for the period 

between 1772 and 1814, among teachers of basic literacy and Latin Grammar, the author identified 10 substitutes, 

2 full professors by appointment and 5 others without definition of status (Fonseca, 2010, pp. 64-69).  

12  Several sources were used to identify such teachers, such as civil and ecclesiastical lawsuits, post-mortem 

inventories, wills, testamentários, nominative lists, mail from the Mariana Town Council, De Genere et Moribus 

actions, marriage actions etc. 



 

 

 

 

                                                             
13  Look note 12. 



 

 

 



 

 

 

 



 

 

 

                                                             
14  In the nineteenth century, more precisely in 1822, the Regius classes were renamed as public classes, which 

was considered in the survey. 

15  Arquivo Histórico da Câmara Municipal de Mariana — AHCMM [Historical Archives of the City Council of Mariana] 

Book 719. 



 

 

 

 



 

 

 

http://sbhe.org.br/novo/congressos/cbhe3/Documentos/Individ/Eixo1/016.pdf
http://sbhe.org.br/novo/congressos/cbhe3/Documentos/Individ/Eixo1/016.pdf


 

 

 

 

http://www.brasiliana.usp.br/pt-br/dicionario/1


 

 

 



 

 

 

 

 



 

 

 

 

F R O M  T H E  M E D I T E R R A N E A N  T O  T H E  A M E R I C A S .   

I T A L I A N  E T H N I C  S C H O O L S  I N  R I O  G R A N D E  D O  S U L  B E T W E E N  

E M I G R A T I O N ,  C O L O N I A L I S M  A N D  N A T I O N A L I S M  ( 1 8 7 5 - 1 9 2 5 )  

AL B E R T O  BA R A US S E  

barausse@unimol.it | Università degli Studi del Molise, Italy 

A B S T R A C T  

Between the second half of the nineteenth century and the first decades of the twentieth 

century, the development of Italian educational institutions has been associated with 

new processes. The needs related to the formation of Nation-State, widen and 

intertwined with those determined by new phenomena as the colonialism and massive 

emigration. Millions of Italians crossed the Mediterranean to reach the coasts of the 

Americas: there arose new colonies of immigrants. The dynamics that involved the Italian 

society have requested schools to take on new and relevant functions for the basic 

education of citizens in the states of emigration and in those of colonization. The essay 

presents the case study of Italian ethnic schools abroad: it aims to examine the functions 

performed by institutions and school cultures—by textbooks—used to ensure the 

preservation and the promotion of specific educational models by ethnical and identitary 

characteristics in a national sense in a different context, like the Brazilian State of Rio 

Grande do Sul. 

K E Y  W O R D S  

Italian migration and education in Brazil;  

Educational policy nineteenth and twentieth century; Italian ethnic schools in Brazil;  

Educational culture and Italian schools abroad. 

  



 

 

 

 

                                                             
1  This research is supported by the National Council for Scientific and Technological Development (CNPq - 

Conselho Nacional de Desenvolvimento Científico e Tecnológico, Brazil), file number 301356/2015-7.  



 

 

 



 

 

 

 

                                                             
2  The birth of the Italian colonial area was a consequence of the reestablishment of the colonization policy of the 

Imperial Government after the failure of the previous colonization policies of the Province. In 1875, the Imperial 

Government engaged in promoting and populating the colonies of Conde D 'Eu and D. Isabel, already demarcated, 



 

 

 

                                                             
and in the foundation of a third colony called “Fundos de Nova Palmira”, (later called Caxias) whose boundaries were 

defined by Campos de Cima da Serra, and by the colonies of Nova Petrópolis, Nova Palmira and Picada Feliz. Two 

years later, the Imperial Government created a fourth colony to accommodate new immigrants who arrived in the 

province. This colony was called Silveira Martins and it completed the initial basic center of Italian immigration in Rio 

Grande do Sul. The Imperial Government had arranged for the installation of agricultural colonies in the areas 

specifically managed and controlled by the Repartição Geral das Terras Públicas. Therefore, the agricultural colonies 

in the northeast of Rio Grande do Sul were divided into square leagues, limited by the so called linhas and travessões. 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 

                                                             
3  In relation to the negative situation of schools, the consul made reference to the fruits of the “absenteeism of 

the Royal Government” what resulted in some nuisance within the Directorate General. The demands of Trabalza were 

not helpful to change the tones and make them more compatible with what was indeed analyzed and reported by the 

consular agent of Italica Gens, Cesare Bompard, who had sent the ministry a report that contained a less pessimistic 

view. As in the note by Ciro Trabalza of 3 December 1925 in ASMAE, Archivio Scuola 1923-1928, b. 637. 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 

                                                             
4  Bando di concorso a premio per un testo di storia patria ad uso delle scuole elementari e popolari italiane 

all'estero, Bollettino Ufficiale del Ministero della Pubblica Istruzione [henceforward BUMPI], n. 25 Vol. II, - June 22nd, 

1922, pp. 968-969. 

5  Bando di concorso a premio per un libro di lettura ad uso delle scuole elementari italiane all’estero, BUMPI, 

January 12th, 1922, II, pp. 44-45. 

6  Ministerial Decree of August, 20th, 1922 - Concorsi per libri di testo nelle scuole primarie della Tripolitania e 

della Cirenaica (published in the Gazzetta Ufficiale of October 31st, 1922, n. 256), BUMPI, n. 45, Vol. II, - November 

9th, 1922, pp. 2081-2085, now also in A. Barausse, 2008, vol.II, p. 1331. 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 

 



 

 

 



 

 

 

 

C A N  W E  TA L K  O F  E D U C A T I V E  M O D E R N I T Y  W I T H O U T  M E T A P H O R S ?  

TH E  EX A M P L E  O F  T H E  A G R I C U L T U R A L  M E T A P H O R  I N  T H E  

PE D A G O G I C A L  W O R K  O F  C É L E S T I N  FR E I N E T  

AL B E R T O  F I L I P E  AR A ÚJ O  

afaraujo@ie.uminho.pt | Universidade do Minho, Portugal  

A B S T R A C T  

In this study we shall try to understand the way educative modernity, through the 

pedagogical work of Célestin Freinet (1896-1966), can be expressed by the use of 

metaphors. In this case, the agricultural metaphor. In this context, the author, influenced 

mainly by the work of Paul Ricoeur, Daniel Hameline and Naninne Charbonnel on 

metaphor, will attempt to understand whether or not the agricultural metaphor is 

opened to symbol and to question the nature of the symbol itself, which starts in the 

metaphor and goes up to a semantical level which is more speculative in nature than 

properly educational. In this context, the pedagogical work of Freinet will be analysed in 

order to illustrate in a better way not only the massive use of the agricultural metaphor 

but also to question the educational and hermeneutical meaning of that use itself. This 

questioning will be in itself part of the answer to the initial question and it also opens 

the way to other and new interrogations even if they generate themselves a “conflict of 

interpretations” (Paul Ricoeur, 1969). 

K E Y  W O R D S  

Educative modernity; Metaphor; Horticultural metaphor; Célestin Freinet. 

  



 

 

 

                                                             
1  This publication had the financial support of FCT (Foundation for Science and Technology — Lisbon — Portugal) 

and the program POCH (Operational Program of Human Capital): It was jointly financed by the European Social Fund and 

by MEC (Ministry of Education and Science - Lisbon - Portugal) (2015-2016). I express my sincere thanks to Professor 

Armando Rui Guimarães (Retired Professor of the University of Minho, Braga, Portugal) for translating this study.  

2  Cf. “Le bon jardinier, ou le cycle de l’éducation” (Freinet, 1994, T. 2, pp. 107-108). 

3  António Nóvoa calls the attention to the fact that the concept of integral education “is probably the one which 

defines more accurately the educative modernity, and which implies the necessity of articulating the physical, intellectual 

and moral education. Later on, the necessity of an integral social conscience is also required” (2005, p. 79). 



 

 

 

 

                                                             
4  We refer here to the work of Michel de Montaigne who, in his The Education of Children (2005), Chap. XXVI—Of 

the Institution of Children, stresses the following: “people should be careful to choose him a preceptor who rather 

have a well made head than a well filled head and it should be required of him both things, plus the customs and the 

understanding rather than science; and that he should behave in a new way” (2005, p. 44). 

5  See chapter 2. The conception of “banking” education as a tool of oppression. Main arguments and critics, pp. 

57-61 of the book by Paulo Freire titled Pedagogia do Oprimido (Pedagogy of Oppressed) (1968-1970). See chapter 

2 - La Tête Bien Faite, p. 23-36 by Edgar Morin in his book La Tête Bien Faite (1999). 



 

 

 

                                                             
6  The humanist educability creed must be understood having in mind Pindar’s famous adage: “Become who you are”. 



 

 

 

 

                                                             
7  Here we must acknowledge Paul Ricour’s teachings in his The Rule of Metaphor: “The passage to the 

hermeneutic point of view corresponds to the change of level that moves from the sentence to discourse properly 

speaking (poem, narrative, essay, etc.). A new problematic emerges in connection with this point of view: the issue is 

no longer the form of metaphor [in case of the rhetoric] as a word-focused figure of speech, nor even just the sense 

of metaphor [in case of the semantic] as a founding of a new semantic pertinence, but the reference of the 

metaphorical statement as the power to ‘redescribe’ reality. The most fundamental support of this transition from 

semantics to hermeneutics is to be found in the connection in all discourse between sense, which it its internal 

organization, and reference, which is its power to refer to a reality outside of language. Accordingly, metaphor 

presents itself as a strategy of discourse that, while preserving and developing the creative power of language, 

preserves and develops the heuristic power wielded by fiction” (2004, p. 5). 

8  Concerning the “state of the art” on the metaphor analysis, see the book by Jaakko Hintikka, Aspects of Metaphor 

(1994) Raymond Gibbs, Jr, titled The Cambridge handbook of metaphor and thought (2008) containing a discussion 

of the aim and the character of the metaphor in several domains, namely in education. Following the same argument, 

see Metaphor and Thought edited by Andrew Ortony (1979) and according to the philosophical perspective of the 

metaphor a book by Mark Johnson titled Philosophical Perspectives on Metaphor (1981). However, the work of Max 

Black is also considered in our study on the metaphor, namely the book Models and metaphors. Studies in language 

and philosophy, such as the classical work by Georg Lakoff and Mark Johnson, Les Métaphores dans la vie quotidienne 

(1986) (Metaphors We Live by - 1980).  



 

 

 

                                                             
9  Here we are talking about metaphor in its strict sense (Hameline, 1986, p. 125).  

10  The metaphor seeks to produce, in the economy of the discursive argumentation, persuasive effects, if not even, 

in the limit, to shake or to contribute to the fathoming of the convictions of the interlocutor or the reader (Hameline 

& Charbonnel, 1982, p. 5). 

11  Daniel Hameline calls the attention to the fact that it is not surprising that in the metaphoric of education: “it’s 

the doceat [show or teach] that prevails” (1986, p. 138).  



 

 

 

 

                                                             
12  On this matter, we can read in Psychologie de l’Enfant et Pédagogie Expérimentale. I. Le développement mental 

the following passage: “That pedagogy should rest on the knowledge of the child as the horticulture rests on the 

knowledge of plants is an elementary truth. However, it is entirely unknown to the majority of pedagogues and of 

almost all school authorities” (Claparède, 1946, p. 71).  

13  We write “attenuated” because Daniel Hameline reminds us that the “furnishing” metaphor does not seem to 

shock Edouard Claparède himself (Hameline, 1986, p. 155). 



 

 

 

                                                             
14  Nanine Charbonnel draws attention to the following range of metaphors in the educational discourse: “Sculpture 

and pottery, feeding and filling, gardening, farming, domestication, various crafts, marching and navigation” (1983, 

p. 157). On the metaphors of “filling”, “feeding” and modeling, see Nanine Charbonnel, 1991b, pp. 179-251 and 

1993, pp. 5-54. In this regard, one should read Israel Scheffler, 2003, pp. 73-88.  

15  In this regard, see the words by Daniel Hameline: “but the character of the metaphor itself is the fact that the 

ones who use it wish it to be non-metaphoric. This is a fundamental truth that comparison has spread” (1986, p. 

182). Which therefore means that many authors never even admitted that in their writings the metaphorical naturalist 

game could play a role other than a mere stylistic or rhetorical effect. 



 

 

 

 

                                                             
16  This is the Latin adage that is used as an emblem at the Jean-Jacques Rousseau Institute founded by Édouard 

Claparède, in Genève, 1912 (Claparède, 1946, pp. 50-51). Daniel Hameline, when refering to one of the key 

characteristics of the New Education Movement, writes that “the role of psychology is to bring about the ‘copernician 

revolution’ that will make the school programmes gravitating around the child, and not the child turning as best it can 

around a programme decreed without reference to him in the circumvolutions of the programmes. The only postulate 

of this revolution is the primacy of the biological” [italic of author] (1986, p. 182). On the New Education Movement we 

can consult, among many others, the following authors: Bloch, 1973; Hameline, Helmchen & Oelkers, 1995; Médici, 

1995, pp. 9-40; Nóvoa, 1995, pp. 25-41, 1997, pp. 71-96; Snyders, 1975, pp. 55-130 & Vasconcelos, 1915.  



 

 

 



 

 

 

 

                                                             
17  As an example of horticultural metaphors that are part of this regime, present in The Wisdom of Matthew, one 

may just consider the following: “Life goes always up!” (Freinet, 1994, T.2, p. 112), “To make the child thirsty” (1994, 

T.2, pp. 114-115) e “To go in Profoundity” (1994, T.2, p. 188). 



 

 

 

                                                             
18  In The Wisdom of Matthew, where one can read Aller en profondeur (Freinet, 1994, T.2, p. 188), it is clear from the 

outset that we are immersed in a universe of counseling and deontology, in addition to the 

experienced observations: “And from the experienced observation comes out the injunction, the good advice” 

(Charbonnel, 1994, p. 54). What accentuates the effect of bouleforico and injunction is the similarity that makes 

the “sayings” convincing in that the various types of fruits, plants, flowers are so often described anthropomorphically).  



 

 

 

 

                                                             
19  This “school of work” is the same as “school of the future”.  

20  The theme of life is recurrent in the educational and pedagogical work of Célestin Freinet, for example: “Education 

is not a school formula but a life’s work” (1994, T.2, p. 107) and “The life prepares for life” (1994, T.2, p. 119).  

21  It is this dedication to life, by Célestin Freinet, that allows us to say, along with Georges Piaton, that Freinet's 

philosophy is steeped in naturalism and “naturism” (1974, pp. 201-205). Naturalism would allow the pedagogue 

to see nature as creative and restorative, i.e. as a role model for the growth and development of children. The author 

sought, through a natural hygiene and a natural environment, to provide students with both a physiological and 

psychological balance. 

 



 

 

 



 

 

 

 

 



 

 

 

                                                             
22  The expressive semantic regimen translates a certain feeling and also awards some value to a certain situation: 

“When Romeo says of Juliet ‘she is the sun of my days’” (Charbonnel, 1999, pp. 34-35).  



 

 

 

 

                                                             
23  The agricultural metaphor is linked with similitude, as it compares heterogeneous entities belonging to different 

ontological genres, as exemplified by Célestin Freinet's analogy when he compares a child with a wheat grain (1994, 

T.1, p. 334). The horticultural metaphor, as understood by Daniel Hameline, serves as a relevant means of expressing 

the analogy, the similitude between the growth of the natural plant and the growth of the child, between “The elements 

of the compared (the teaching) and the comparer (the feeding of the plant)” (Charbonnel, 1994, pp. 54-55). Note that 

we are talking about different ontological genres. 

24  Cf. The metaphor and the metaphor in education in this same paper. 



 

 

 

                                                             
25  Hans Blumenberg in one very same line wrote: “Immediately, metaphors can be remains, rudiments in the way 

of myth to logos” (2003, p. 44). On the author’s theory of “metaphorologie” and its developments, see, for example, 

Anselm Haverkamp and Dirk Mende, 2009.  



 

 

 

 

                                                             
26  It comes to mind Paul Ricoeur’s The Rule of Metaphor (2004), while Hans Blumenberg prefers to use the concept 

of “absolute metaphor” identified with the myth (2003, pp. 165-170), and Gaston Bachelard uses “axiomatic 

metaphor” to denote a kind of metaphor of excellence and absolute, which works, so it seems to us, as one of the 

strongest imagination reagents alongside the four elements (earth, water, fire and air) characterized as “the hormones 

of imagination” (2004, p. 19). The deepest psychic structures of imagination are the archetypes. Bachelard specifically 

organizes much of his research around the four imaginative elements – air, water, earth and fire. Bachelard also calls 

the four elements “the hormones of imagination”: “They execute the great syntheses which give a little regularity to 

the imaginative. In particular, imaginative air is the hormone which makes us grow psychically” (2004, p. 19). 



 

 

 

  

  

                                                             
27  Never be overstated that the metaphor of the container, by making the student a receptacle and submissive and 

the teacher a “dumper” (dumping something in the container) consecrates the idea of Traditional School's “well-filled 

head” (Montaigne) (the idea of transmitting something), while the metaphor of growth, by making the student 

critical of the pedagogical and participatory authoritarianism in their learning and the teacher an attentive gardener to 

the growth and interests of the student, consecrates the idea of the New Education’s “well-made head” (Montaigne) 

(the idea of participation and of “centers of interest” (Decroly): “One can not transmit, it is not possible to transmit a 

thought such as one transfers a liquid from a full container to another empty” (Hameline, 1981, p. 124).  

28  An insistent metaphor, which really is foundational and symbolically pregnant, values the figurative sense to 

the detriment of the literal sense, the equivocal sense to the detriment of the univocal sense and finally appreciates 

the connotation which triggers subjective associations, to the detriment of denotation which favours the objective 

and more informative referent. 



 

 

 

 

                                                             
29  Notice that an image becomes symbolic from the moment in which through its sensitive content evokes, or 

suggests, a chain of images guided by a virtual meaning (life, death, peace, happiness, etc.). If one looks at the plant 

example, besides seeing the real vegetal species that it represents (scientific knowledge), it can also awaken in 

our consciousness the following: “a cozy garden or the chopping of wood in order to heat, but which can orientate 

next into the direction of the thought of life and even of a life with an impressive longevity, and at last towards the 

idea of an eternity beyond death” (Wunenburger, 2011, pp. 16-17).  
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T H E  O R I G I N S  O F  T H E  C I T É  U N I V E R S I T A I R E  

A N D  T H E  C O L E G I O  D E  E S P A Ñ A  I N  P A R I S :  

E L I T E S ,  D I P L O M A C Y  A N D  E D U C A T I O N A L  M O D E R N I T Y  

AN T O NI A  MAR I ́A  M OR A  LU NA  

ammoraluna@gmail.com | Universidade de Lisboa, Portugal 

A B S T R A C T  

This study analyses the origins of the Cité Universitaire, Paris, based on the intellectual 

and educational cooperation of the League of Nations and French government after the 

First World War. It was in this context that the construction of the Colegio de España 

began in 1929. This Institution strengthened international relations between both 

countries and enabled Spanish researchers, artists and intellectuals of the time, to be in 

contact with the scientific, artistic and cultural advances in France and Europe. The aim 

of this article is solely to highlight and try to recover a part (the origins) of the political, 

cultural and educational history of these institutions.  

K E Y  W O R D S  

Colegio de España; Cité Universitaire; League of Nations; University education; 

Educational modernity; International policy. 
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1  The research leading to these results has received funding from the European Union's Seventh Framework 

Programme (FP7/2007-2013 — MSCA-COFUND) under grant agreement no. 245743 - Post-doctoral programme 

Braudel-IFER-FMSH, in collaboration with the Centre de Recherche sur l’Espagne Contemporaine XVIIIe — XIXe — XXe 

siècles (CREC), Paris 3-Sorbonne Nouvelle.  

We express our gratitude to the Unidade de Investigação e Desenvolvimento em Educação e Formação (contract 

UID/CED/04107/2016) for the translation of this article. Translated by Twintone. 
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M O D E R N  S C H O O L  I N S T I T U T I O N   

A N D  E D U C A T I O N A L  W R I T I N G  

JUS T I N O  MA GA L HÃ E S  

justinomagalhaes@ie.ulisboa.pt | Universidade de Lisboa, Portugal 

A B S T R A C T  

The modern school institution has shaped the education-institution. The construction 

and institutionalisation of the school have reflected institutional representation and 

modelling. School configurations have included symbology, materiality, curriculum, 

standards and pedagogy. Written culture, as the rational, method and order in the way 

of thinking and acting, has given support and meaning to the institutional representation 

of education and the school. It has enabled institutional schooling to correspond to 

education-institution in the modernisation of western society and within the context of 

the main reform movements. School reforms were changes in education. This essay 

presents a summary of the history of the educational institution and the representation 

of school. The structure of basic education accompanied the vernacular and was 

institutionalised through primary school. Secondary schooling was rooted in collegial 

tradition. It benefited from the Enlightenment Reforms of Minor Studies and the 

curriculum adjustment to new lettered profiles of the industrial revolution and the 

modernisation of public administration. Institutionalist theories are taken as the main 

epistemic framework. 

K E Y  W O R D S  

Education-institution; School institution; Institutional schooling;  

Educational writing; Secondary education. 

  



 

 

 

                                                             
1  Translated by Twintone (funded by FCT–Fundação para a Ciência e a Tecnologia within the scope of the 

contract UID/CED/04107/2016 to UIDEF–Unidade de Investigação e Desenvolvimento em Educação e 

Formação). 



 

 

 

 



 

 

 



 

 

 

 



 

 

 

                                                             
2  Indeed, this is one of the aspects that Roger Chartier stresses in the Avant-Propos a La Société des Individus, 

of Norbert Elias (1991).  

3  Norbert Elias, with reference to the contemporary period, believed it was possible to distinguish between a 

national habitus and identity on the one hand, and integration in central humanitarian organisations on the other, 

such as the UN, by influencing the “social habitus” with rationality means. 



 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 

 



 

 

 



 

 

 

 



 

 

 



 

 

 

 



 

 

 

                                                             
4  The full title of the work is: Universal School of Literature and Arithmetics which is dedicated to the Angelic 

Doctor, Santo Tomas de Aquino (Fifth Dr, of the Church) Diego Bueno Examinor of Maestros in Zaragoza. 



 

 

 

 

                                                             
5  Written in French, this book was first published in Amsterdam in 1715, without consulting Fénelon. From then 

on, the book was translated and adapted for other languages and became part of the school bibliography up to the 

school Reforms following the First World War. 



 

 

 



 

 

 

 

                                                             
6  Georges Snyders produced a historical and pedagogical synthesis of the birth of the traditional school, however it is 

not possible to elaborate on its fundamental arguments here. The meaning of the modern school institution is the object 

of study of Louis Marin, in which the boarding school is one of the subjects referred to (Marin, 1975, pp. 205 ff.). 



 

 

 



 

 

 

 



 

 

 

                                                             
7  The synthesis on the history of the human spirit retrieves Turgot, in Encyclopedia. This work was only published 

in 1795, after Condorcet had already been arrested and sentenced to death.  



 

 

 

 

                                                             
8  In the second half of the eighteenth century, the German language adopted the term Geschite, which covered 

both the narrative and the event (see Koselleck, 2005). 



 

 

 



 

 

 

 

                                                             
9  It is not possible to develop the issue of educational writing here. My detailed analysis may be found in 

Magalhães (2010). 
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