ABSTRACT

Title of Dissertation: SCHOOLS AS LABORATORIES: SCIENCE,
CHILDREN’S BODIES, AND SCHOOL
REFORMERS IN THE MAKING OF
MODERN ARGENTINA (1880-1930)
Sabrina Gonzalez, Doctor of Philosophy, 2022

Dissertation directed by: Dr. Karin Rosemblatt, Department of History

This dissertation examines the influence of scientific ideas in the school to illuminate
teachers’ participation in the production of scientific knowledge about pedagogy and childhood.
| interrogate how scientific theories circulating transnationally —including positivism,
Darwinism, neo-Lamarckianism, and eugenics—, impacted pedagogical theory and practice. |
contribute to the historiographies on race and gender in Latin America by conceptualizing the
schools as a laboratory, a site for the circulation and production of scientific knowledge.
Between 1880 and 1930, Argentina experienced cultural, political, and economic
transformations. Argentine elites promoted their nation’s insertion into the world economy
through industrialization, urbanization, and European immigration. Drawing on scientific ideas
that provided a language to diagnose and propose solutions to social problems, the government
founded normal schools, secondary education institutions to train teachers. In 1884, the Congress

passed a law that universalized primary education. Primary and normal schools became the



means to incorporate children into the nation and the site where thousands of first-generation
students —mostly women— continued their studies with the help of a state run system of
national and provincial fellowships.

| argue that in school laboratories teachers contributed to reproducing the positivist and
racist ideologies that disciplined children while, at the same time, teaching prompted women to
participate in science. Women became producers of knowledge within a local and transnational
network that expanded beyond the classroom and connected their practice with magazines,
congresses, and scientific journals. By observing children’s bodies and experimenting with
pedagogical methods, teachers advanced pedagogy as a science and developed studies on
children’s intelligence. Drawing on their teaching experiences and in scientific discourses
circulating transnationally, many teachers used their position to challenge what they considered
as disciplinary and authoritarian practices and organized to democratize the school. School
reformers experimented with teaching methods, enacting alternative ways of schooling that
centered on children’s freedom of movement and expression. By looking at the links between
science and teaching, I contribute to highlighting the historical connections between the
emergence of universal schooling in Latin America, the rise of eugenic thought, and the

emergence of women’s participation in science and politics.



SCHOOLS AS LABORATORIES: SCIENCE, CHILDREN’S BODIES, AND SCHOOL
REFORMERS IN THE MAKING OF MODERN ARGENTINA (1880-1930)

by

Sabrina Gonzalez

Dissertation submitted to the Faculty of the Graduate School of the
University of Maryland, College Park, in partial fulfillment
of the requirements for the degree of
Doctor of Philosophy
2022

Advisory Committee:
Dr. Karin Rosemblatt, Chair
Dr. Alejandro Cafieque
Dr. Matthew Karush
Dr. Patricio Korzeniewicz
Dr. David Sartorius



© Copyright by
Sabrina Gonzalez
2022



Preface

My journey as a working-class student from Buenos Aires, Argentina,
educator in formal and informal education, and daughter of a primary school teacher
have sparked the research questions for this project. This preface aims to reflect on
my positionality as a researcher, understanding that my experience in the school, both
as a student and as a teacher, has shaped my reading of the sources. Because we
cannot see from everywhere, | reflect on the discourses and practices that have shaped
my “partial vision” on the history of Argentina.

| was born in Marcos Paz, a small town in the province of Buenos Aires, in a
working class family. From family narratives and my own experience in the school, |
learned that the school is not always a welcoming institution for working class
children. During the 1930s, my maternal grandfather, José Larrodé, learned to write
with his right hand while the teacher tied his left hand to the desk. For my
grandfather, learning was a painful experience. | understand now that discouraging
children to write with their left hand was a common teaching practice that aimed to
adapt children’s bodies into normal able bodies. My own experience in primary
school during the 1990s, brings me memories of violent teaching practices. |
remember suffering during the school festivities that celebrated the anniversary of
independence. | was never elected to perform the role of the white women from the
high society of Buenos Aires called “dama antigua.” Only my blonde classmates

performed this role. Instead, | interpreted the character of an Afro-descendant street



vendor. Every year, the teacher assigned to poorer and darker skinned students the
role of street vendors. Each time my mom painted my face with a burned cork and |
danced candombe to please the school authorities and the audience. Working on this
project allowed me to come back to these quotidian memories of the school and
analyze them under a critical perspective that highlights how teachers reproduced and
created racial differences in the school and how children internalized them. In the
end, my desire to dance minuet instead of candombe was part of a colonial thought
that praised European traditions and neglected African roots in the history of
Argentina.

Regardless of the most violent aspects of schooling, education represents an
enormous source of pride for working class families. My grandparents could only
advance to sixth grade since economic constraints required them to work from an
early age. My grandmother, Miriam Sanchez, reminded me how challenging school
was for a poor girl whose parents worked all day on a farm. Completing homework
was not easy since she had to take care of the cleaning and the cooking for her entire
family. My grandmother’s dreams of becoming a hair stylist vanished under barriers
that working class young women faced in the 1940s. She joined the workforce in a
textile factory where she worked until she got married and dedicated full time to the
labor of mothering and housewifing. Because both of my grandparents were denied
the possibility of studying, they insisted that their daughters continue their studies
after graduating from high school.

As working-class women and first-generation students, teaching was the

obvious path for José and Miriam’s daughters. As with many of the teachers that I



study in this dissertation, my mother and aunts --Lilia, Irene, and Mercedes Larrodé--,
found in the normal school an avenue to find a job. While the teaching diploma did
not have the same status of a university degree, it promised economic autonomy and
emancipation. Since I was a child, I learned the many obstacles of teachers’ quotidian
labor. | found in the archives similar narratives that speak to the long history of
teachers’ struggle in the school including the lack of resources, the conflictive
relationships with parents, the disciplinary measures of the inspector, and the fear of
being subjected to a “summary investigation.” Teachers in my family taught under
precarious conditions in public schools with no heat during the winter or ventilation
during the summer. In times of economic crisis in the 1990s and 2000s, they had to
provide their own chalk. In the classroom, they encountered children without clothing
and suffering from hunger. Like many other teachers, they embodied teaching as an
apostolate, a sacrificial activity performed in cold classrooms for a meager salary that
did not fairly compensate their labor.

However, the school became for them a site for political awareness and
solidarity. The lack of resources dedicated to public education inspired them to join
multiple strikes and participate in labor unions. Observing children’s needs animated
them to mobilize small acts of rebellion against a neoliberal system that denied
children from the most basic needs. My mom Lilia used to collect the pencils that my
sister and | did not use to form a communal pencil case for their students. During the
economic crisis of 2002, the national government stopped providing food for school
lunches. As a result, my aunt Mercedes invited children to her home to provide at

least one meal a day. My mom established a “food pantry” in her school. She asked a



local bakery for donations and commuted for hours on public transportation with a
bag of pastries. Until her retirement, working under the administration of neoliberal
President Mauricio Macri and Governor of Buenos Aires Maria Eugenia Vidal, my
mom collected jackets for her students who were unable to attend class during the
winter due to the lack of appropriate clothing. From these actions, | learned that the
labor of teachers was similar to mothering. Beyond imparting knowledge, teachers
nurtured children, provided the most basic resources, and made the school a home
where poor children found food, care, and refuge in times of austerity. My
dissertation aims to shed light onto the school reformers who long before my mom
and my aunts “put their bodies” into the transformation of the school. Just as my mom
had, they also believed the school could be a laboratory to enact the society they
envisioned.

My own journey as an educator informs how | approach progressive teachers
in this dissertation. My first teaching experience in 2008 was not in formal education
but in a “Bachillerato de Educacion Popular,” an alternative school to the state for
working class adult students. The “bachis” were one of the multiple manifestations of
popular organizing after the neoliberal crisis of 2002. From a theoretical perspective,
they were inspired by Paulo Freire’s pedagogy that conceptualizes education as a tool
for liberation and the class as a dialogical experience where the hierarchical roles are
blurred in a collective process of reading and transforming the world. In practice, they
were motivated by an educational crisis that expelled working class students from
formal education. Unlike formal schools, the “bachis” developed alternative practices

such as “autogestion” (self-management). My experience with popular education was



less theoretical than practical. | experimented with popular education methods by
making mistakes, by entering into conflictive relationships with students, and more
than anything else, by relying on a network of educators to discuss pedagogy and
politics. In these classrooms, | learned that pedagogical experiments can be
challenging after decades of reproducing hierarchical teaching practices. Regardless
of how much teachers, who were privileged university students, told students that a
grade only reproduced hegemonic hierarchies of society, they wanted to be graded,
they expected to be rewarded for their work, and they demanded that their classmates
be punished with a bad grade if they put less labor into an assignment. Teaching in
the “bachis” helped me understand the gaps between pedagogical theory and practice.
No matter how much we read Freire’s work, there was no instruction manual for the
implementation of popular education methods. My teaching experience in the
“bachis” informs my approach to pedagogical experiments at the turn of the twentieth
century. Fourteen years ago, | started asking myself and debating with compafieres
how activists and well-intentioned educators’ agendas could contribute to working
class students, how to build consensus between educators and the local community,
and to what extent can education lead to social change. This dissertation is an attempt
to answer the questions that emerged from these pedagogical experiments.

This project was born out of my political commitments to critical pedagogies.
My engagement with anti-racist and feminist teaching practices is the product my
negative experiences as a student, experiences that I intentionally aim not to
reproduce in my own teaching and advising practices. The school was a source of

anxiety not only because | wanted to dance a minuet like my blonde friends on
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independence day but because as a working class student and daughter of a school
teacher, my family deposited in education the solution to all our problems. They used
to say: “If you study you are going to be someone.” Thus, I got a fellowship to study
in a private high school that paved my entrance into the university. In a way, the
fellowship was a blessing and a curse as | had to get the highest grades of my class to
keep renewing it every year. I knew I had to excel in school in order to “be someone.”
As | was working on this project, | found the same statement in a graduation
ceremony at a normal school for women in the 1910s. Discourses like this deeply
shaped working class people’s relationship to education. A diploma promised the
beginning of an existence, otherwise denied by the daily economic constraints of poor
people. Yet, it was only thanks to a system of public education that allowed working
class students to pursue a bachelor's degree that | was able to continue my studies and
dedicate these last years to the study of history. My dissertation aims to reflect on the
role of education as both a source of discipline and liberation. | hope the narrative that
| have constructed in the following pages contributes to understanding how the school
disciplined children’s bodies but also how teachers navigated conflictive situations
with the state and local communities while building in the school a site for knowledge

production and, ultimately, for social change.
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To Lilia, my first and best maestra

Para Ixs que ponen el cuerpo por una escuela y un mundo mas justo
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Introduction

The bell told me what | had to do. My science accommodated itself to the rhythm of
“ring, ring.” Tireless Proteus obeyed like a little lamb the voices of command given to
it every half an hour. Sometimes it took the form of arithmetic, until a sharp stroke
forced it to become reading or history. I never would have imagined that the bell
played such an important role in the life of the school. Actually, it is the boss. Hasn’t
it shocked you that it is that inert metal thing that imposes its laws on all life that
bubbles in the bodies of children?*
The narrative of teacher Marta Samatan portrays a school dominated by an
inert object that organizes the time and the quotidian experience of teachers and
children. In the school, the bell “commands” and “forces” teachers to change from
one subject to the other. The bell is the object that epitomized the hegemonic culture
of normalismo, a set of teaching practices that presupposed that children should stay
quiet in the classroom to obey superiors and incorporate knowledge and that the
teacher should stay in front of the classroom —on a type of stage— imparting the
lessons to be memorized by the students.? In this narrative, the teacher appeared as a
“little lamb” that obeys the rhythm imposed by the bell and, at the same time, a
Proteus in charge of leading the sheep. Characterizing the effects of normalismo,
Samatan asks the reader if they have not too been “crushed” with the “inert metal” of

the bell that strikes children’s bodies. This narrative portrays teachers and children

almost in a prison with little freedom to escape the claws of normalismo. Yet, the

! Marta Samatan, Campana y horario (Rosario: Editorial Ruiz, 1939), 11.

2 The term normalismo refers to a pedagogical current that emerged in Europe at the end of the
nineteenth century. This project responded to the elites’ project of centralizing and nationalizing
education. Flavia Fiorucchi and Myriam Southwell, “Normalismo,” in Flavia Fiorucci and José
Bustamante Vismara, Palabras claves en la historia de la educacion argentina (Buenos Aires: Unipe,
2019). Michel Foucault conceptualized normal schools as places where instruments of disciplinary
power such as surveillance and normalization took place. Michel Foucault, Discipline and Punish: The
Birth of the Prison. (New York: Vintage Books, 1995).
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narrative also invites another reading. One that is less victimizing of both children
and teachers. Samatan refers to teaching as a science. Even more, she uses the
possessive “my” science, stressing to what extent teachers perceived their task as a
scientific and yet personal endeavor. Through teaching many women encountered
“science.” In the classroom, teachers like Samatan occupied positions of power, even
with the discomfort that came from rejecting the rhythm of the bell. With the tools
that “their science” —pedagogy— gave to them, they wrote, they spoke in
conferences, they published books. Many used their writing and public speaking
skills learned in normal schools as a window to study, to observe children’s nature, to
travel internationally, to read and exchange ideas, and to challenge, like Samatan in
Campana y horario, the supposedly omnipotent power of the bell. Samatan’s
narrative exemplifies the tensions that this dissertation aims to historicize in the
history of education in Argentina. This is a story about science, children’s bodies, and
school reformers adapting to and transforming the disciplinary practices in the
classroom and beyond.

This dissertation examines the relationship between science and teaching in
making modern Argentina between 1880 and 1930. | interrogate how scientific
theories circulating transnationally —including positivism, Darwinism, neo-
Lamarckianism, and eugenics—, impacted pedagogical theory and practice. In doing
so, | aim to understand how primary school teachers —maostly women— participated
in the production of scientific knowledge about pedagogy and childhood. I argue that

scientific theories contributed to both a state project that aimed to discipline the



population while at the same time it encouraged teachers to produce knowledge.®
Teachers utilized the tools of scientific observation and experimentation to advance
the study of children and promote pedagogical reforms. I conceptualize the school as
a laboratory to highlight the school as a site of knowledge production and to
illuminate teacher’s practices both inside the classroom and within a transnational
network that connected the school with prisons, magazines, congresses, and scientific
journals.

The school laboratory points to the positivist and racist ideologies inherent in
the origins of universal schooling. Considering the school as a laboratory, my
dissertation highlights the historical connections between the emergence of universal
schooling in Latin America and the rise of eugenic thought at a moment when science
aimed to provide solutions to all social problems. In the classroom and beyond,
teachers advanced the racist agenda of state officials, intellectuals, and hygienists
aiming to educate children for a modern nation. Drawing on positivist theories
teachers helped to reproduce the racial hierarchies imposed by colonized visions of
education. They conceptualized children as primitive or even potential criminals,
reinforcing the hierarchical relationships that justified their disciplinary role in
modern Argentina. By the 1900s, the school became a laboratory of experimental
psychology that studied children’s learning abilities and classified students based on
mental categories. Thus, the school was not just a repository of racial thought

produced somewhere else but a central site where categories of racial differences

31 draw on Foucault’s conceptualization of power and knowledge. He asserts that “power and
knowledge directly imply one another; that there is no power relation without the correlative
constitution of a field of knowledge, nor any knowledge that does not presuppose and constitute at the
same time power relations. Foucault, Discipline and Punish, 27.
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were constructed. Children’s bodies were measured, compared, and categorized.* A
series of regulated pedagogical practices emerged from the school laboratory,
establishing pedagogy as a science and the teacher as an observer who paid attention
to particular observable facts in children’s bodies and behavior. The science of
teaching, supposedly objective and impartial, emerged from these practices of
observation in the classroom and promoted teaching practices that emulated the
distance between the teacher-observer and children-objects of study.

The school laboratory opened a new opportunity for women as producers of
knowledge. The school, as the laboratory, was a creation of modernity, a
technological device where knowledge was generated. In this sense, science had a
productive and even liberatory role for women.® Considering the school as a space
where scientific practices were developed, it recognizes the potential that the school
had for women participating in the scientific debates of their time. | show that women
were not “just” mediators between the scientific theory produced elsewhere and the
knowledge popularized in the classroom for working class children. The scientific
education learned in the normal school encouraged women to observe, to question
assumptions, and to research. Women strategically utilized these skills to participate
in a vibrant transnational exchange of ideas through scientific and activist networks
encouraging teachers to experiment with new pedagogies. To experiment in the

classroom was to practice, to engage in trial and error. In Spanish, to experiment

4 These practices have been studied for the case of Brazil by Jerry Davila, Diploma of Whiteness: Race
and Social Policy in Brazil, 1917-1945 (Durham: Duke University Press, 2003).
° I took inspiration from Nancy Stepan who defines science as a “productive force generating

knowledge and practices that shape the world in which we live.” Nancy Leys Stepan, The Hour of
Eugenics. Race, Gender, and Nation in Latin America. (Ithaca: Cornell University Press, 1991).
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(experimentar) also refers to experience, a critical category to understand women’s
strategies to participate in the production of knowledge about childhood and
pedagogy. Thus, the school laboratory illuminates the opportunities for women to
learn, create, and innovate in a time when male scientists argued that women were
naturally incapable of occupying positions of power.

Science created a venue for contesting power, a democratizing arena for the
debate of social issues. Teachers utilized the tools of normalismo to debate whether
the school was preparing children for life.® In doing so, many challenged the
authoritarian practices of normalismo and fought for the democratization of the
school. While historians have indicated the influence of positivism in the process of
modernization in Latin America, my reading of the school laboratory refers to a less
explored dimension such as the participation of women in the transnational
production of scientific ideas.” Considered together, the school laboratory racialized
children’s bodies contributing to Argentine white supremacy at the same time it

prompted possibilities for women to engage in science and politics. Thus, the school

® | use the term alternative schools to refer to the private schools run by socialist and anarchist teachers
in opposition to the public schools run by the National Council of Education or the provincial state.
Adriana Puigrdss defines the alternative in relationship to the hegemonic project of normalismo: “An
alternative is another situation, project, program proposal, solution, another subjective formation,
another pedagogical subject, which can be opposite to the previous one, contain areas of coincidence
and difference, or be the bearer of elements of previous experiences, ordered in a new configuration.”
Adriana Puiggrds, El lugar del saber. Conflictos y alternativas entre educacion, conocimiento y
politica (Buenos Aires: Galerna, 2003), 25. During the origins of the school system in Argentina, there
were other private schools like those run by Catholic groups that are not part of this project.

! Leopoldo Zea, Positivism in Mexico (Austin: University of Texas Press, 1974); Natalia Priego,
Positivism, Science, and 'the Scientists' in Porfirian Mexico: A Reappraisal (Liverpool: Liverpool
University Press, 2016); Jens Hentschke, “José Victorino Lastarria's Libertarian Krauso-Positivism and
the Discourse on State- and Nation-Building in Nineteenth-Century Chile.” Intellectual History Review
22, no. 2 (2012): 241-60; Jens Hentschke, “Argentina’s Escuela Normal de Parana and Its Disciplines:
Mergers of Liberalism, Jarusims, and Comtean Positivists in Sarmiento’s Temple for Civilizing the
Nation, 1870 to 1916, Journal of Iberian and Latin American Studies 17, no. 1 (April 2011): 1-31.
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laboratory raises the question of women’s participation in science. Argentine teachers
subverted gender norms and challenged male scientific authority while they
contributed to the creation of racial and gendered hierarchies that subjected children’s
bodies to the needs of emerging capitalist production.

“Schools as laboratories” does not propose a linear story towards progress
prompted by education. Rather, it maps the debates and tensions that teachers,
principals, and professors encountered in their quest for modernity. This story began
in the 1880s when, along with other measures that aimed to secularize the state, elites
passed a primary education law that established mandatory education for children
from ages six to fourteen. This dissertation covers until 1930, when the first military
coup overthrew the democratically elected president Hipo6lito Yrigoyen. Yet, as
suggested in the conclusions, in the 1930s teachers continued to lead school

experiments to advance children’s autonomy and to produce pedagogical knowledge.

Schools as Laboratories

My project conceptualizes the school as a laboratory drawing on Bruno
Latour’s work. As an analytical category, the laboratory destabilizes the clear
distinction between science and politics, inside-outside, the macro and micro level 8

In the laboratory, scientists “gain strength by multiplying mistakes,” by displacing

8 Studying Pasteur’s laboratory, Latour explains that “outside” his laboratory, in the farm, disease was
hard to study because the anthrax disease was an invisible micro-organism striking in the dark, hidden
among many other elements such as big animals and dirt. “Outside” animals, farmers, veterinarians
were weaker than the invisible bacillus. “Inside” the laboratory, the invisible bacillus became visible
and man became stronger than the bacillus. Bruno Latour, “Give me a laboratory and I will raise the
world” in Knorr-Cetina K and Mulkay, M. J. (eds.), Science Observed: Perspectives on the Social
Study of Science (London: Sage Publications, 1983,) 147.
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objects, and manipulating the scale. In the school laboratory, teachers manipulated
children trying to find solutions to national problems. To a certain extent, inside the
classroom teachers controlled the contents of school curricula, the pedagogic
practices, time and space, and children’s bodies. They closely observed children and
made conclusions about human development based on children’s reactions to
different stimuli. In doing so, they centered children as objects of scientific inquiry. In
the school laboratory a new practical know-how was developed, from which teachers
gained authority to debate about childhood and on a larger scale, the future of the
nation.

Drawing on the actor-network theory, my project illuminates the network of
human and non-human “actants,” that participated in the making of modern
Argentina. The school laboratory highlights the importance of pedagogical objects in
the practice of teaching.® The desk, the blackboards, and the pointer, became part of
the naturalized landscape of the school during the consolidation of the school system.
These objects had an impact on children’s behavior in the school. They delimited
power and knowledge and they helped teachers to study children’s bodies. The stories
of normalismo told in this dissertation introduce the bell as an iconic symbol that
marked the teachers and children’s practices. When the teacher’s vision became
insufficient to study children’s bodies, new scientific objects entered the classroom
such as the chronometer, anthropometric devices, and intelligence tests. By the turn

of the century, school reformers introduced plants, animals, dirt, and insects believing

% Latour defines “actants” as something that acts, an intervener, neither a subject nor an object. Politics
of Nature: How to Bring the Sciences into Democracy (Cambridge: Harvard University Press, 2004).
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that it was in contact with nature that children could better learn. Thus, non-human
actants contributed to disciplining children, to studying their bodies as much as
liberating children through innovative assignments that opened the school to the
outside world.

The school laboratory is connected with the pedagogical theories that
circulated outside the classroom and beyond the nation-state.'® Practices of
translation, adaptation, and innovation happened in the mediation between
pedagogical theories from abroad and the local quotidian teaching practices. In the
school laboratory the lessons, assignments, rituals, and practices of observation were
connected with the debates happening outside the borders of the school. In addition,
teachers used their experience in the school to theorize about pedagogy and child
development, extending the knowledge outside the classroom. The network |
reconstruct links normal schools, primary schools, prisons, universities, international

congresses, publications, union halls, and street protests.

A Transnational Project of Modernization

While universal schooling was central to the consolidation of nation-states,
my research highlights the school as a transnational endeavor. Transnational

historians “treat the nation as one among a range of social phenomena to be studied

10 The blurred distinctions between the inside and outside of the school laboratory continues to be a
source of tension for educators today, questioning how the classroom speaks to the urgent societal
issues that affect students and their communities. Sylvanna M. Falcon “The Globalization of Ferguson:
Pedagogical Matters about Racial Violence,” Feminist Studies 41, no. 1 (2015): 218-221. Denisha
Jones and Jesse Hagopian, ed., Black Lives Matter at School. An Uprising for Educational Justice
(Chicago: Haymarket Books, 2020).
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rather than the frame of a study itself.”*! Thus, a transnational approach to Argentine
education considers the school as one of the sites where nations were constructed and
imagined. A transnational approach illuminates the exchange of pedagogical ideas
and practices across national borders. Teachers’ pedagogical influences came from a
variety of countries including France, the United States, Italy, and Belgium. My
dissertation highlights the connections between Argentine and the U.S. teachers.
Historians have looked at U.S. and Latin American relations in the twentieth century
to point both to the uneven relationship in the exchanges of ideas and goods as well as
the U.S. imperial attempts to produce knowledge about the region and its
populations.? Without disregarding the asymmetrical relations between the U.S. and
Latin America, transnational historians have shown that in dialogues with their
counterparts from the North, Latin American actors created their own notions of race,
democracy, and science.!3

My research investigates that transnational exchanges between teachers
reinforced the hierarchical relationships between North and South. U.S. teachers who

at the end of the nineteenth century traveled to Argentina to found normal schools,

1 Micol Seigel, “Beyond Compare: Comparative Method after the Transnational Turn,” Radical
History Review 91, (Winter 2005): 62-90, 63.

12 The contact between U.S. and Latin America has been defined as communicative exchanges —
multifaceted and multivocal— in which “insiders” and “outsiders” engage in action and represent each
other. Joseph, Gilbert. M, Catherine LeGrand, and Ricardo Donato Salvatore, Close Encounters of
Empire : Writing the Cultural History of U.S.-Latin American Relations (Durham: Duke University
Press, 1998), 15. On the production of knowledge on Latin American populations see: Ricardo Donato
Salvatore, Disciplinary Conquest: U.S. Scholars in South America, 1900-1945 (Durham: Duke
University Press, 2016); and Amy Cox Hall, Framing a Lost City: Science, Photography, and the
Making of Machu Picchu (Austin: University of Texas Press, 2017).
13 Karin Alejandra Rosemblatt, The Science and Politics of Race in Mexico and the United States,
1910-1950 (Chapel Hill: The University of North Carolina Press, 2018); Micol Seigel, Uneven
Encounters: Making Race and Nation in Brazil and the United States (Durham: Duke University Press,
2009); Ernesto Seman, Ambassadors of the Working Class: Argentina's International Labor Activists
and Cold War Democracy in the Americas (Durham: Duke University Press, 2017).
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conceived the local population as backwards. Argentine teachers who in the twentieth
century traveled to the U.S. looking for models of schooling, saw in the U.S. a model
of modernization worth emulating. Yet, the transnational relationships Argentine
educators established with the U.S. also illuminate how transnational encounters gave
women new venues for emancipation and pedagogical experimentation. Applying a
pedagogical theory to a particular location, translating pedagogical texts, and sending
students’ homework to an international exposition were some of the activities that
teachers developed as they built a transnational network to share information and
debate their successes and failures in the classroom. The school reformers that |
analyze in the following chapters utilized their experiences traveling and the
knowledge collected in those transnational journeys to build an authoritative voice,
influence their local contexts, and show that women were subjects of knowledge.
School reformers draw on the transnational circulation of ideas about childhood to
advance their own pedagogical agendas. Argentine teachers looked to international
figures such as Francisco Ferrer of Spain and Ovide Decroly of Belgium to argue that
Argentine schools needed to be transformed, modernized. On a small scale, they
applied methods learned abroad in their classrooms, and they systematized their
experiments in manuals of pedagogy, articles, and conferences that reached foreign as

well as domestic audiences.

The Nation, The School, and the Teachers in Modern Argentina

Between 1880 and 1930, Latin America experienced crucial demographic,
cultural, and economic transformations. Influenced by the Generation of 1837,

Argentine elites and intellectuals promoted their nation’s insertion into the world
10



economy through industrialization, urbanization, and European immigration.'* Elites
took Juan Bautista Alberdi’s claim to “govern is to populate” literally.'® Within Latin
America, Argentina received more European immigration than any other country in
the region.*® Convinced of the European racial superiority that social Darwinism
prompted, they welcomed European immigrants to overcome the country’s colonial
legacy and build a modern nation.!” Yet, with the increasing number of Italian and
Spanish immigrants joining the anarchist and socialist movements, immigrants
quickly became a danger to national security.*® In this context, a major concern from
the perspective of the government was how to integrate to the nation an increasing

heterogeneous population.

14 Jo0sé C. Moya, Cousins and Strangers: Spanish Immigrants in Buenos Aires, 1850-1930 (Berkeley:
University of California Press, 1998); Ericka Beckman, Capital Fictions: The Literature of Latin
America’s Export Age (Minneapolis: University of Minnesota Press, 2013); Julia Rodriguez, Civilizing
Argentina: Science, Medicine, and the Modern State (Chapel Hill: University of North Carolina Press,
2006).

15 juan Bautista Alberdi, Bases y puntos de partida para la organizacion politica de la Republica
Argentina (Buenos Aires: Plus Ultra, 1984).

% 1n the period that goes from 1857 to 1914, the USA received around 27 million immigrants, while
Argentina received 4.6 million and Canada around 4 million. According to historian Fernando Devoto,
while the number of immigrants is substantially less in Argentina, in 1890, the percentage of
immigrants in comparison with the total population of the USA was 14.7%. In Argentina, according to
the 1895 national census, the percentage of immigrants reached 25.5% of the total population. By
1930, immigrants were 30% of the population. Fernando Devoto, Historia de la inmigracion en la
Argentina (Buenos Aires: Editorial Sudamericana, 2009).

17 After the battle of Caseros, the role of the immigrant in Argentine society was defined not only in
the work of Alberdi but also in the 1853 Constitution and the 1876 immigration law. In the latter, the
definition of immigrant served to delimit who had access to benefits offered by the government.
According to this law, immigrants were, by definition, European or those arriving to the country from
the ports of Europe. Immigrant was a synonym of worker. They had to arrive in 2nd and 3rd class and
had no physical defects or diseases, a “foreigner whose goal was to work the land, improve the
industry, and introduce and teach the sciences and arts.” Devoto, Historia de la inmigracién en la
Argentina, 32.

18 Adriana Puiggros asserts that the dichotomy of civilization or barbarism continued but the term

barbarism took on a new meaning with massive immigration. Puiggrés, Sujetos, disciplinay
curriculum: en los origenes del sistema educativo argentino.
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Massive immigration and industrialization brought a new problem to the
growing cities of Argentina, that of how to control and prevent diseases rapidly
disseminated in the crowded urban space.® “Social pathologies” which included dirt,
crime, prostitution, vagrancy, and, later, class conflict were epitomized by the figure
of the anarchist.?° As in other Latin American countries, the process of nation-
building relied heavily on the ideas of a group of experts that saw in science the path
toward social and economic prosperity. Hygienists diagnosed problems and proposed
solutions. They founded state offices, conducted reports, and aimed to intervene in
public and private life.?! The living conditions of popular housing, known as
conventillos and the working conditions in the factories were some of the issues that
hygienists promised to solve through proper regulation. In order to do so, they wrote
reports to the national government and published books regarding industrial hygiene,

housing, and women’s work in the factories.?? Hygienists became leaders in

19 Diego Armus has illustrated some indicators of the urban growth between 1870 and 1950: “6,000
street lights in 1910 and 38,000 in 1930; more than 2 dozen radio stations broadcasting during the
1920s; by the end of the 1930s, 200 libraries and 168 movie theaters; 2,000 cars and 40,000 carriages
in 1910; and by the late 1930s, 72 local bus lines transporting more than 1.5 millon passengers daily.”
Diego Armus, The Ailing City: Health, Tuberculosis, and Culture in Buenos Aires, 1870-1950
(Durham ; Duke University Press, 2011), 19.

20 Julia Rodriguez, Civilizing Argentina. Science, Medicine, and the Modern State (Chapel Hill: The
University of North Carolina Press, 2006).

2L Armus, The Ailing City; Gabo Ferro, Degenerados, anormales y delincuentes: Gestos entre ciencia,
politica y representaciones en el caso argentino (Buenos Aires: Marea Editorial, 2010); Jorge. Salessi,
Médicos maleantes y maricas: higiene, criminologia y homosexualidad en la construccién de la nacion
argentina (Buenos Aires, 1871-1914) (Rosario: Beatriz Viterbo Editora, 2000); Norma Isabel.
Sénchez, La higiene y los higienistas en la Argentina: 1880-1943 (Buenos Aires: Sociedad Cientifica
Argentina, 2007).

22 pyblications written by hygienists include Gregorio Ardoz Alfaro, El libro de las madres: Manual
practico de higiene del nifio, con indicaciones sobre el embarazo, parto, y tratamiento de los
accidentes (Buenos Aires: Cabaut Editores, 1929); Gregorio Ardoz Alfaro, Estudios clinicos sobre la
tuberculosis (Buenos Aires: EI Ateneo, 1924); Augusto Bunge, Las conquistas de la higiene social
informe presentado al excmo. Gobierno Nacional. (Buenos Aires: Departamento Nacional Higiene,
1910); Augusto Bunge, Los peligros de la industria (Buenos Aires: Talleres gréficos de la
penitenciaria nacional, 1910); Augusto. Bunge, La legislacion de higiene del trabajo (Buenos Aires:
Talleres gréaficos de la penitenciaria nacional, 1910); Eduardo Wilde, Curso de higiene publica
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promoting the foundation of state institutions, such as the Office of Municipal
Statistics and the National Department of Hygiene and School Health.?® They
expanded public health infrastructure including the building of hospitals and police
laboratories.?

Schools became crucial institutions in the process of nation-building. Among
other laws that contributed to secularization, in 1884 the national state promulgated
the universal schooling law that made primary instruction mandatory. This legislation
did not mean the final triumph of secular ideas. On the contrary, it marked the
beginning of a process that would find liberal and Catholic actors in confrontation.?
While elites, teachers, hygienists, and parents debated over the best type of education
for children, thousands entered primary schools to learn how to read and write in the
national language, national history, geography, and hygiene. Thus, the school became
a central space to disseminate hygienic principles.?® In order to regulate the hygienic

conditions of the buildings and children’s bodies, the national state established the

(Buenos Aires: C. Casavalle editor, 1885); Emilio R. Coni, La mortalidad infantil en la ciudad de
Buenos Aires (Buenos Aires: Imprenta de Pablo Emilio Coni, 1879); Guillermo. Rawson, Estudio
sobre las casas de inquilinato de Buenos Aires (Buenos Aires: Sociedad de la Luz Universidad
Popular).
23 sanchez, La higiene y los higienistas en la Argentina.
24 Rodriguez, Civilizing Argentina.
25 previous to the 1420 law, liberals advocated for a secular education and a centralizing role for state
administration of the institutions previously supervised by the Catholic Church while conservatives
defended the permanence of religious education in the schools. Without a consensus regarding the
character of education, the law ambiguously defined education as secular while at the same time
allowing schools to teach religion. As Adriana Puiggros argues, religion was present in the school
through textbooks, pedagogical lectures, and the quotidian discourse of teachers. Adriana. Puiggros,
Sujetos, disciplina y curriculum: En los origenes del sistema educativo argentino (Buenos Aires:
Editorial Galerna, 1990).
26 1n its first article the law established: “The main object of the school is to favor and direct the moral,
intellectual, and physical development of every child from six to fourteen years old.” The second
article referred to hygiene, “Primary instruction should be mandatory, free, gradual and taught
according to hygienic principles,”quoted in Sanchez, 60.
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Section of Technical Inspection and Administration of the Schools and created a new
position, that of the school inspector, charged with “taking care of the hygiene, the
discipline, and the morality of the schools.”?’ Primary schools not only sought to
teach illiterate citizens and immigrants how to read and write the national language,
but also aspired to instill modern habits in children. In the classroom children learned
how to behave, where to move, what to drink, where to sit, when to run, how to talk,
when to remain quiet, and how much time to devote to play and to work. The school
developed a distinctive education of the body for boys and girls attuned to the needs
of the emerging industrial capitalism.?® Girls studied home economics and
puericulture to learn how to cook, clean their homes, and take care of their babies.
Boys received military instruction while girls exercised to better prepare them for
reproductive functions.?® Therefore, teachers did not just impart knowledge; they
taught children to labor, to move, and to behave in particular ways.

An inescapable figure to understand the foundation of the school system in
Argentina is the liberal intellectual, teacher, and president Domingo Sarmiento. As
part of a generation of intellectuals in nineteenth-century Latin America who
associated Europe with civilization, Sarmiento popularized the dichotomy between
civilization and barbarism in his classic Facundo, Civilization or Barbarism.
Civilization was associated with European, urban, literate, and clean attributes while

barbarism referred to rural, illiterate, and dirty people encompassed in the figure of

21 sanchez, 61.
28 The law of 1884 in its third article distinguished the instruction for both boys and girls: “For girls, it
is mandatory to have the knowledge of crafting and notions of home economics. For boys, it is
mandatory simple military exercises and, in the campaigns, notions of agriculture and livestock.”
quoted in Sanchez, 60.
29 Armus, The Ailing City,
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the caudillo.®® The metaphor embraced by so many Latin American actors, had a
profound impact on the ways Argentine people conceived themselves in relation with
other Latin American countries. While many nineteenth-century Latin American
leaders and intellectuals challenged the idea of Europe as modern, the discourse of
civilization extensively permeated the origins of the school system.®! A generation of
teachers trained under the sponsorship of the national and provincial states, believed
their mission was to transform “savage” children into civilized adults.*

Teachers themselves modeled the type of transformation that the school sought
to achieve. Student-teachers, as they called them, entered the normal school when
they were around fourteen to sixteen years old. Therefore, an important part of their
socialization as teenagers was shaped by their experiences in normal schools. Teacher
Rosa del Rio, daughter of Spanish and Italian immigrants asserted: “Before I entered

the Normal School I was a savage (...) I was like a little animal.”3* Many teachers

30 Domingo Faustino Sarmiento, Facundo, o, Civilizacion y barbarie (Caracas: Biblioteca Ayacucho,
1977).

31 James Sanders argues that besides the importance that the historiography has put into Sarmiento’s
ideas of civilization, many actors in Uruguay, Colombia, and Cuba defended an American Republican
Modernity that competed with hegemonic visions of modernity coming from Europe. Instead, they
claimed that it was in America and not in Europe that the principles of modernity were better embraced
through the values of republicanism. James Sanders, The Vanguard of the Atlantic World: Creating
Modernity, Nation, and Democracy in Nineteenth-Century Latin America (Durham: Duke University
Press, 2014).

21 2013, the Association of the Normal School of Parand Alumni “José Maria Torres” published
Simiente y mies, a book that documented the students who graduated from the normal school since its
origins at the end of the nineteenth century. The research sought to rescue the thousands of graduates
who, from the founding school, “brought the secrets of literacy and culture to the borders of the
country.” In the students’ names, —they continued— were “hidden the persevering rescue of the
human base which fructified Sarmiento’s effort for civilization.” The alumni’s conception of the
teacher’s role as a civilizing mission that disseminated culture to rural populations around the country
speaks to the pervasiveness of a discourse that saw teachers, particularly those trained in Parana, as
missionaries of literacy and culture. Teresa Rocha, Simiente y mies. La escuela normal de Parana
(1871-1969) (Parana: Imprenta Italia, 2010), 11-13.

33 Beatriz Sarlo, La maquina cultural: maestras, traductores y vanguardistas (La Habana: Fondo
Editorial Casa de las Américas, 2001), 21.
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such as del Rio were first generation Argentineans and saw education as a path
toward social progress. Most of the primary education teachers were women called by
the national government to contribute to the modern nation through a profession that
was conceived almost like an apostolate. Rosa del Rio was part of a national effort to
construct a “legion of patriotic schoolteachers,” a corpus of educators able to
reproduce a homogenous national body.3* These schoolteachers, known as
normalistas had the role of educating children with national norms and values.
Ultimately, their task was to mold “normal” bodies, homogeneous subjects who
would consolidate the nation state.

In order to train teachers in the science and art of teaching, the national state
founded normal schools. These institutions became crucial spaces for the disciplining
of bodies. Michel Foucault conceptualizes how in modern societies, the body
becomes a useful force, as both a productive and subjected body. As he explains,
while this subjection can be direct and physical, it also occurs through calculated,
organized, technically thought out, and subtle ways.*® From Foucault’s perspective,
power is not possessed, acquired or preserved, but exercised. This dissertation draws
on Foucault’s theory of power by showing that the disciplines developed in normal
schools were exercised through school regulations, daily routines, and rituals. The
written register of how bodies behaved within the school created new knowledge

deployed through a “disparate set of tools or methods that Foucault calls a “political

34 Andrea Alliaud, Los maestros y su historia: los origenes del magisterio argentino (Buenos Aires:
Centro Editor de América Latina, 1993), 84.

35 Foucault, Discipline and Punishment.
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technology of the body.”*® The knowledge constructed and the power exercised over
the modern body was diffuse and fragmentary, it operated as a micro-physics that,
while producing coherent results, was multiform in its implementation.

The programs, school regulations, and requirements to enter the normal school
were regulated at the national level. Normal schools functioned as secondary schools
that students attended to continue their studies after completing the 6th grade. Normal
schools were a distinctive type of institution vis-a-vis private schools or colegios
nacionales. They were founded by the government through a system of national and
provincial fellowships administered by the school authorities. Thus, normal schools
provided students with less economic resources an opportunity for social mobility.
The curricula differed from other institutions since, beyond taking classes such as
language, mathematics, history, and geography, student-teachers took classes on
pedagogical theory and practice. The practice school, or escuela de aplicacion,
functioned as a primary school for grades one through six. It is where student-
teachers observed the lessons and practiced their teaching skills. For this reason,
normal schools covered primary and secondary education, which were composed of
at least two departments, the practice school and the normal course.®’

However, while the national state attempted to regulate an orderly system, the
functioning of the school rapidly proved to be a challenge. The school system was
extremely heterogeneous. Because the school budget depended on the national and

provincial governments, the differences between the poorer and wealthier regions of

36 |pid., 27

37 Some institutions such as the Normal School of Paran had a third department, the kindergarten.
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the country affected school resources.® There were important distinctions, therefore,
between rural and urban schools. The 1884 universal schooling law established
mobile schools in the recently incorporated territories of the South.*® There were also
schools where students went until 4th grade, called elementary schools, and graduate
schools for 4th to 6th grade. Teachers joined the school within a hierarchical
structure. Based on their experience, there were teachers of 3rd, 2nd, and 1st
categories. Principals and vice-principals supervised teacher performance and school
inspectors oversaw teachers’ labor. Some schools functioned with multiple teachers, a
full staff from principals to teachers and teaching assistants. But others functioned
with only one teacher who worked as the principal of the school. During the
organization and consolidation of the school system after 1884, the heterogeneity of
schools and the geographical expansion of Argentina made the orderly and
disciplined school controlled by the national state a discursive representation of the
school more than a reality in practice.

Despite the sacrifices that teaching required, normal schools promised a
relatively direct path toward the job market in a moment where women’s workforce
participation was growing. Although women had an important presence in jobs
related to domestic tasks, formal education gave women access to administrative jobs

in offices.*® According to the national census of 1869, women worked mainly in

38 Foran analysis of the school system in Argentina in the provinces see Adriana Puiggroés, ed., La
educacion en las provincias y territorios nacionales (Buenos Aires: Editorial Galerna, 1993).
3 Ley de educacion promulgada por el honorable congreso de la Nacién el 8 de julio de 1884
(Buenos Aires: Litografia, Imprenta y Encuadernacion de Stiller & Laass, 1884).
“OGraciela Queirolo, “La maquina de escribir, las relaciones de género y el trabajo administrativo
(Buenos Aires, primera mitad del siglo XX)” H-industri@ 27, 2020, pp. 113-124; and Mujeres en las
oficinas. Trabajo, género y clase en el sector administrativo (Buenos Aires, 1910-1950) (Buenos
Aires: Editorial Biblos, 2018).
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domestic service and as dressmakers, laundry women, and weavers. With the
advancement of industrialization, they joined the factories, especially in the food and
textile sectors.** The emergence of women in the public sphere prompted anxieties
about women’s abilities to successfully develop as mothers and housewives. From
hygienists to socialist activists, women’s labor represented a topic of concern that
required state protection. Teaching was not exempt from the debates surrounding
women’s labor in the period. Teachers were closely monitored by the school
inspector and, at times, punished for what was considered immoral behavior. Thus,
although the school provided a source of emancipation for many women, teachers
continued to be disciplined through a hierarchized system of state bureaucracy.*?
However, as the school system continued growing and the state attempted to
increase their regulation of primary schools, teachers responded to the “social
question” through collective organizing.*® Far from being a homogenous and docile
body of state officials, many joined socialist, anarchist, and feminist movements to

challenge state-sponsored education. The death of Spanish anarchist Francisco Ferrer

1 Mirta Zaida Lobato, Historia de las trabajadoras en la Argentina (1869-1960) (Buenos Aires:
Edhasa, 2007).

42 Recently published articles had shown the disciplinary measures taken against teachers who
subverted sexual expectations on school teachers. These works show that teachers engaged in
clandestine affairs with principals and had children outside marriage. Adrian Cammarota, “Relatos
sobre maestras acosadas e inmorales: género, educacién y disciplinamiento en el sistema escolar
argentino (1919-1935),” Historia y Memoria de la Educacion 12 (2020): 395-432; Paula Caldo “Entre
amores clandestinos y cesantias. La maestra y el director, Argentina 1920-1928,” Géneros, no. 26
(Sept.2019 - Feb. 2020) 145-163; Pablo Pineau “Amores de mapoteca. Lujuria y normalismo en la
historia de la educacion argentina.” Cuadernos de pedagogia, no. 13 (2005).

3 In the twentieth century the government continued promoting the nationalization of education
through what is commonly known as “Lainez Law” given the name of the Senator from Buenos Aires,
Manuel Lainez. The 4878 law was sanctioned in 1905 and regulated in the following year with the goal
of establishing primary schools around the country. The result was a mixed school system with some
schools founded and regulated by the provincial government and others by the CNE. Ministerio de
Educacion, Ciencia y Tecnologia, A cien afios de la ley lainez (Buenos Aires: Ministerio de Educacion,
Ciencia y Tecnologia, 2007)
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in 1909, the emergence of women’s collective action in the 1910 First Feminine
Congress in Buenos Aires, the wave of strikes and increasing conflict between
anarchist and socialist movements and the police, are part of the larger context that
inspired teachers to call for an urgent school reform. Rejecting the practices of
normalismo, they utilized their knowledge and teaching experience to debate the role
of the school in changing political contexts. With the goal of democratizing the
classroom, they questioned teachers’ roles and developed different tactics in order to
promote school reforms. They created their own magazines that offered a forum for
teachers to criticize the school, they also founded alternative schools to the state
inspired by anarchist pedagogies, and organized collective actions around leagues and
conferences. They gave talks for working class parents trying to generate consensus
regarding school reforms. Teachers used the scientific method and the tools they
learned in normal schools to critiqgue normalismo. Drawing on their experience in the
classroom and their reading of pedagogical theories circulating transnationally,
teachers built a transnational network as a platform to advocate for the development
of children and to argue that the school was not adapting to a modern society. In other
words, teachers adopted normalismo and used their scientific methods to effect

pedagogical changes and create secular and inclusive learning spaces.
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Race, Environment, and Children’s Bodies

Argentine educators were widely influenced by scientific theories. Argentine
positivismo had in normalismo one of its most important expressions.** Developed by
Auguste Comte in France, it was through the work of Herbert Spencer that positivism
influenced Argentine professors Pedro Scalabrini, Alfredo Ferreira, Victor Mercante,
and Rodolfo Senet.*® One of the most influential positivists in the country, Dr. José
Ramos Mejia, directed the National Council of Education between 1908 and 1912. It
is not a coincidence that a philosophical theory concerned with governance and the
behavior of the supposedly irrational multitude, found in teachers and professors a
fertile arena. In more practical than theoretical terms, teachers were concerned with
how to govern a student population that, as schooling became massive, presented
challenges for the disciplinarian educator. Positivism brought to educators the belief
that order was possible. Science promised progress in a moment of economic growth

and industrialization.*® In 1895, Alfredo Ferreira wrote in La escuela positiva

4 Oscar Teran, Historia de las ideas en la Argentina. Diez lecciones iniciales (Buenos Aires: Siglo
XXI Editores, 2019). See chapter 5 on positivism.

4 Alfredo Ferreira (1863-1938) was a positivist educator who worked closely with the alumni and
professors of the Normal School of Parana and directed La escuela positiva with Pedro Scalabrini.
Scalabrini, was a professor of Natural History in the Escuela Normal de Parana and will be introduced
in chapter 1. Victor Mercante and Rodolfo were normal professors, graduated from the Escuela
Normal de Parané and the Colegio de Profesores de Buenos Aires, respectively. Both were avid
contributors to scientific journals on psychiatry and education and pioneered the psychological study
of childhood in the country. Their work will be examined in detail in chapter 2.

46 A statement by Thomas Macaulay in 1902 illustrates the hope deposited in science. He asserted:
“Science prolonged life; it mitigates the pain; it extinguished diseases; increased soil fertility; gave
new assurances to the sailor; supplied new weapons to the warrior; linked great rivers and estuaries
with bridges in ways unknown to our fathers; it guided the lightning from the heavens to the earth
rendering it harmless; illuminated the night with the splendor of the day; extended the range of human
vision; multiplied the strength of human muscles; it speed up the movement; it annulled the distances;
facilitated the exchange and correspondence of friendly actions; the dispatch of all business; it allowed
man to descend to the depths of the sea, to soar in the air; safely penetrate the mephitic recesses of the
earth; cross countries in vehicles that move without horses; cross the ocean in boats moving at ten
knots per hour against the wind. These are only part of its fruits, and these are its first fruits, since
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“Positivism is the spiritualized, systematic, and generalized science. Outside science
there is nothing.”*’ In this context, modernity came to signify a “commitment to
science as the warranty of progress.”® The field of criminology was another
important point of entrance of positivist ideas in the country. Positivist criminology in
Argentina coincided with the foundation of prisons, journals to study criminals in
prison and hospitals, and a series of devices to supposedly measure people’s criminal
inclinations. Criminologists such as José Ingenieros expanded the conversation about
race and environment that attracted state officials, physicians, and educators alike.
Continuing the sanitary tradition promoted by the higienistas, eugenics gave
Latin American actors a hopeful perspective for the progress they were envisioning
for the future development of their nations. Change was possible and reforms could
generate permanent improvement.*® A legacy from Darwinian evolutionary theory,
eugenics provided Latin American elites and intellectuals a set of discourses to
understand racial differences within an increasingly heterogeneous population.
Francis Galton developed his ideas after reading his cousin’s book The Origin of
Species. In 1869, he published what is considered a founding text in the history of
eugenics, Hereditary Genius. Galton continued studying the laws of inheritance as he

developed statistical methods.*® Eugenics, the science of race improvement, has been

science is a philosophy that never rests, that never comes to an end, that is never perfect. Its law is
progress. Teran, Historia de las ideas en la Argentina, 141.
7 Ibid.
48 Kristin Ruggiero, Modernity in the Flesh. Medicine, Law, and Society in Turn-of-the-Century
Argentina (Stanford: Stanford University Press, 2004), 2.
49 Stepan, The Hour of Eugenics.
%0 Theodore Porter has asserted that Galton was particularly impressed by Darwin’s idea that the
“embryo is formed through a complex process of selection involving the affinities and attractions of
innumerable distinct elements” Theodore Porter, The Rise of Statistical Thinking 1820-1900
(Princeton: Princeton University Press, 1986), 280.
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understood by Nancy Stepan as a “science of heredity shaped by politics, industry,
and cultural factors particular to the historical moment and place” and as a social
movement embraced by state officials, socialist and feminists to propose a set of
policies.®! According to the author, Latin American eugenics were distinctive from
Anglo-Saxon eugenics. The former was influenced by a neo-Lamarckian approach
that focused on the environment (culture) and not as much on inheritance (biology).
Thus, Latin American eugenics tended to promote transformations in the educational
and public health system. The goal was not to prevent unfit people from reproducing,
rather to educate people on how to better reproduce the race. The environment would
affect people’s bodies and generate changes possible to be transmitted to the future
generations. Teachers embraced neo-Lamarckianism, convinced that children’s
bodies were susceptible to change and that the school environment could counteract
what was considered the harmful influence of dirty housing and ignorant parents.
Despite the neo-Lamarckian influence that seemed to prevail among Latin
American eugenicists advocating for educational and health programs, eugenics was
inscribed in a racist context. As put by Héctor Palma, it was almost commonplace to
assert the existence of inferior —black, asian, Gypsies, Jewish, and indigenous
people— and superior races based on a combination of physical features, cultural
bias, and sociological considerations.>? As literate, white-descendants, and middle

class professionals, doctors and teachers contributed to the dissemination of racial

51 Stepan, The Hour of Eugenics, 10.

52 Hector A. Palma, “Eugenesia y educacion en la Argentina,” in Carbonetti, A. y Gonzalez Leandri,
R. ed., Historias de salud y la enfermedad en América Latina, siglos XI1X y XX (Cérdoba: Centro de
Estudios Avanzados, 2008), 231-252.
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ideas and to the racialization of children’s bodies in the classroom. Scientific journals
such as Semana Médica and Archivos de Psiquiatria y Criminologia functioned as an
arena for the dissemination of scientific theories developed abroad and the local
studies conducted in prisons, hospitals, and schools. Contributors debated how to cure
what they perceived as degenerations of modernity including criminality,
homosexuality, and madness.>®

At the core of the scientific debates inspired by theories of inheritance was the
question about the body. How are bodies affected by the environment? Do all bodies
respond the same way to external factors? What traits are inherited from parents to
children? Can education, and appropriate housing conditions counteract inheritance?
In other words, the debates hinged on how “nature” and “culture” interacted with
each other.>* Children were particularly suited for the project of regenerating the race
in part because it was believed that children’s brains were more malleable than adults.
Among teachers, the principle of educating children since their first days fed the
urgency that it was during childhood that the government and specialists had to
intervene.> If childhood represented an early stage in human evolution, it was also

true that children carried the hope for a better future. For young Latin American

53 Salessi, Médicos maleantes y maricas; Ferro, Degenerados, anormales y delincuentes, Lila Caimari,
Apenas un delincuente. Crimen, castigo y cultura en la Argentina, 1880-1955 (Buenos Aires: Siglo
XXI Editores, 2004); Ruggiero, Modernity in the Flesh.

54 Drawing on Peter Wade’s contributions Karin Rosemblatt proposes the body as a biocultural
category that refers to both the terms commonly associated with the body such as inheritance, biology,
nature, genes, and blood as well as cultural aspects related to exercise, work, kinship, and economic
conditions. Karin Alejandra Rosemblatt, “Bodies, Environments, and Race. Roots and Branches of
Eugenic Nationalism in the Long Twentieth Century,” in Ana Barahona (ed.), Handbook of the
Historiography of Latin American Studies on the Life Sciences and Medicine (Cham, Switzerland:
Springer, 2022).

55 This is one of the principles developed by Johann Heinrich Pestalozzi (1746-1827), a pedagogy and
educational reformer from Switzerland. His studies on children’s education were based on the premise
that children were naturally good.
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nations, children came to represent the vitality of a democratic life vis-a-vis old

Europe.>®

Historiography and Contributions

This project receives inspiration from and aims to contribute to three
historiographies. First, my research contributes to the history of eugenics in Latin
America. My conceptualization of the school laboratory positions the school as a
central space to understand how Latin American actors constructed and understood
racial categories through the study and disciplining of children’s bodies. Since the
pioneering work of Nancy Stepan, the history of eugenics in Latin America has
grown enormously, shedding light to how eugenics thought circulated transnationally
and how different institutions including museums and hospitals contributed to the
implementation of eugenic policies.>” Scholars have demonstrated the permeability of
eugenic thought that appealed to doctors, policy makers, mothers, nurses and other

professionals.®® They study the receptions and appropriations of eugenic thought and

%6 On a review on the history of childhood in Latin America see: Bianca Premo, “How Latin America's
History of Childhood Came of Age,” The Journal of the History of Childhood and Youth 1, no. 1
(2007): 63-76.

5" Marcos Cueto and Steven Paul Palmer, Medicine and Public Health in Latin America: A History,
New Approaches to the Americas (New York, NY: Cambridge University Press, 2015); Davila,
Diploma of Whiteness; Amy Cox Hall, Framing a Lost City: Science, Photography, and the Making of
Machu Picchu (Austin: University of Texas Press, 2017); Carolyne R. Larson, Our Indigenous
Ancestors: A Cultural History of Museums, Science, and Identity in Argentina, 1877-1943 (University
Park, Pennsylvania: The Pennsylvania State University Press, 2015); Nancy P. Appelbaum, Mapping
the Country of Regions: The Chorographic Commission of Nineteenth-Century Colombia (Chapel Hill:
The University of North Carolina Press, 2016); Rosemblatt, The Science and Politics of Race in
Mexico and the United States; Julia Rodriguez, Civilizing Argentina: Science, Medicine, and the
Modern State (Chapel Hill: University of North Carolina Press, 2006); Diego. Armus, Disease in the
History of Modern Latin America: From Malaria to AIDS (Durham: Duke University Press, 2003).

58 Jerry Davila, Diploma of Whiteness: Race and Social Policy in Brazil, 1917-1945 (Durham: Duke

University Press, 2003); Okezi T. Otovo, Progressive Mothers, Better Babies: Race, Public Health,
and the State in Brazil, 1850-1945, (Austin: University of Texas Press, 2016); Alison Bashford and
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how it contributed to the construction of racial hierarchies from sterilization clinics to
public health campaigns.>® Drawing on feminist perspectives on science, my research
aims to contribute to these works by illuminating how teachers participated in the
circulation and production of racial thought.®® Despite women’s centrality in debates
regarding sexuality, and reproduction, most historians of science, medicine, and
public health in Latin America focus on men.5! During the period under analysis
women were indeed marginalized from scientific and intellectual communities,
however, it is also true that, through eugenics, women leaders of the emerging
feminist movement found a field of intervention to channel their demands around sex
education and health. Understanding how science impacted women’s lives and made
possible their entrance into a male dominated world, | place science in a productive

dimension which not only restricted but also opened new possibilities for women. By

Philippa Levine, The Oxford Handbook of the History of Eugenics; Diane B. Paul, The Politics of
Heredity: Essays on Eugenics, Biomedicine, and the Nature-Nurture Debate (Albany: State University
of New York Press, 1998); Diane B. Paul, Controlling Human Heredity: 1865 to the Present (Atlantic
Highlands, New Jersey: Humanities Press, 1995).

59 Bashford and Levine, The Oxford Handbook of the History of Eugenics; Vanderlei Sebastido de
Souza, “Brazilian Eugenics and Its International Connections: An Analysis Based on the Controversies
Between Renato Kehl and Edgard Roquette-Pinto, 1920-1930,” Historia, Ciéncias, Saide-Manguinhos
23 (December 2016): 93—-110; Julia Rodriguez, “A Complex Fabric: Intersecting Histories of Race,
Gender, and Science in Latin America,” Hispanic American Historical Review 91, no. 3 (2011): 409—
29; Diego Armus, “Eugenesia En Buenos Aires: Discursos, Practicas, Historiografia,” Historia,
Ciéncias, Satde-Manguinhos 23, no. suppl 1 (December 2016): 149-70; Nancy Leys Stepan, “The
National and the International in Public Health: Carlos Chagas and the Rockefeller Foundation in
Brazil, 1917 — 1930s,” Hispanic American Historical Review 91, no. 3 (2011): 469-502.

%0 Sandra G. Harding, The Science Question in Feminism (Ithaca: Cornell University Press, 1986);
Donna Haraway, Simians, Cyborgs, and Women: The Reinvention of Nature (New York: Routledge,
1991); Donna Haraway, Primate Visions: Gender, Race, and Nature in the World of Modern Science
(New York: Routledge, 1989); Amanda K. Booher and Julie Jung, Feminist Rhetorical Science
Studies: Human Bodies, Posthumanist Worlds (Carbondale: Southern Illinois University Press, 2018);
Victoria Pitts-Taylor, Mattering: Feminism, Science, and Materialism (New York: New York
University Press, 2016).

61 Rodriguez, Civilizing Argentina; Armus, The Ailing City; Marcos Cueto and Steven Paul Palmer,

Medicine and Public Health in Latin America: A History (New York: Cambridge University Press,
2015); Salessi, Médicos maleantes y maricas; Ferro, Degenerados, anormales y delincuentes.
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focusing on the first decades of the twentieth century, my research expands the
periodization of eugenics, challenging the association between eugenics and the
authoritarian government during the 1930s.%?

Because of the centrality of women in the school, my dissertation is in
dialogue with the history of women and gender in Latin America. The school
presentes a unique space to understand women’s experience in the intersection of
labor, motherhood, and sexuality. Historians have studied the experience of Latin
American women in the factories, as union activists and professionals.®® Through
these works, women are now conceived as central actors in the promotion of health
and education through laws and educational reforms. My analysis of teachers in
Argentina contributes to the history of women and gender in Latin America by
contributing the perspective of the growing middle classes. Teaching was conceived
as a maternal activity, yet it represented a source of income for many women looking
for economic independence. Viewing women as student-teachers of normal schools,
primary school teachers, and writers, illuminates how women engaged with scientific

practices and discourses. Experiential knowledge gathered in the classroom gave

62 Following Stepan’s intervention regarding the “fascist” variant developed in Argentina after the visit
of Nicola Pende and the development of Biotypology, scholars focused on the late 1920s and the
1930s. Marisa Miranda and Gustavo Vallejo, Una historia de la eugenesia: Argentina y las redes
biopoliticas internacionales, 1912-1945, Historia (Buenos Aires: Editorial Biblos, 2012); Galak,
Educar los cuerpos al servicio de la politica.

63 Sueann Caulfield, In Defense of Honor: Sexual Morality, Modernity, and Nation in Early-Twentieth
Century Brazil (Durham: Duke University Press, 2000); Ann Farnsworth-Alvear, Dulcinea in the
Factory: Myths, Morals, Men, and Women in Colombia’s Industrial Experiment, 1905-1960 (Durham,
N.C.: Duke University Press, 2000); Eileen Findlay, Imposing Decency: The Politics of Sexuality and
Race in Puerto Rico, 1870-1920 (Durham: Duke University Press, 1999); Elizabeth Q. Hutchison,
Labors Appropriate to Their Sex: Gender, Labor, and Politics in Urban Chile, 1900-1930 (Durham,
NC: Duke University Press, 2001); Karin Alejandra Rosemblatt, Gendered Compromises: Political
Cultures and the State in Chile, 1920-1950 (Chapel Hill, NC: University of North Carolina Press,
2000); Donna Guy, Women Build the Welfare State: Performing Charity and Creating Rights in
Argentina, 1880-1955 (Durham: Duke University Press, 2009).
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women new possibilities to participate in activities normally associated with men,
such as publishing, traveling, and public speaking. The school was then a space that
facilitated women’s participation in politics through the production of legitimated
knowledge about childhood. They embraced motherhood, a crucial topic in women’s
political agendas, and promoted a pedagogy that both taught from a maternal
pedagogy that challenged patriarchal normalismo, and prepared girls for their future
role as housewives and mothers.%* Teachers in Argentina, | show, founded modern
pedagogy and contributed to interdisciplinary conversations. As part of their
modernizing endeavors, teachers played a paradoxical role. While growing numbers
of women began working outside the home, teachers challenged gender expectations,
and their own subordination, through their participation in paid labor and their
intellectual work. Teachers’ incursion in spaces typically reserved for men such as
university classrooms, congresses, and scientific journals generated rage among male
principals and inspectors. At the same time, teachers furthered medical and scientific
doctrines that promoted racialized and gendered ideas regarding the education of
Argentina’s future citizens and workers. They celebrated education as a vehicle of
upward mobility and encouraged children to become efficient workers for capitalist
production.

Third, my dissertation contributes to the historiographies of education. One of
the primary concerns for historians of education has been determining how to

conceptualize the school in relation to the state. What, exactly, does the school do?

% Donna Guy, Women Build the Welfare State; Marcela Nari, Politicas de maternidad y maternalismo
politico. Buenos Aires 1890-1940 (Buenos Aires: Biblos, 2004); Asuncién Lavrin, Women, Feminism
and Social Change in Argentina, Chile, and Uruguay 1890-1940 (Lincoln: University of Nebraska
Press, 1995).
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To what extent can we consider schoolteachers as passive agents of the state? While
historians have portrayed teachers as efficient agents who promote dominant class
ideology, in recent decades historians have expanded their questions and reading of
sources.® Informed by the notion of hegemony, more nuanced narratives regarding
school teachers and the role of the school in the process of modernization have moved
the field toward understanding teachers as mediators between the national, regional,
and local levels according to their own ideas of modernity, nationhood, and
progress.% In the case of Argentina, Adriana Puiggrés has advanced the
understanding of teachers by arguing that universal schooling was a product of
struggle among teachers, pedagogues, and state officials.®” My work draws

inspiration from historians who in recent years have approached teachers from the

65 Lilia Ana. Bertoni, Patriotas, cosmopolitas y nacionalistas: la construccion de la nacionalidad
argentina a fines del siglo XIX (Buenos Aires: Fondo de cultura econémica, 2001); Sarlo, La maquina
cultural; Mary K. Vaughan, The State, Education, and Social Class in Mexico, 1880-1928, (DeKalb:
Northern Illinois University Press, 1982). Through textbooks, disciplinary measures, the teaching of
history, and patriotic rituals, schoolteachers aimed to construct a homogenous society as required by
the nation-state. See: Luis Alberto Romero and Luciano de Privitellio, La Argentina en la escuela: la
idea de nacidn en los textos escolares (Buenos Aires: Siglo Veintiuno Editores Argentina, 2004);
Matthias vom Hau, “Unpacking the School: Textbooks, Teachers, and the Construction of Nationhood
in Mexico, Argentina, and Peru,” Latin American Research Review 44, no. 3 (2010): 127-54; Lilia
Ana. Bertoni, Patriotas, cosmopolitas y nacionalistas: la construccion de la nacionalidad argentina a
fines del siglo X1X (Buenos Aires: Fondo de cultura econémica, 2001).

66 Mary K. Vaughan, Cultural Politics in Revolution: Teachers, Peasants, and Schools in Mexico,
1930-1940 (Tucson: University of Arizona Press, 1997).

%7 The author classifies two groups of schoolteachers. The “normalistas” were heavily influenced by
Sarmiento’s dichotomy of civilization and barbarism. They believed that teachers had a culture they
needed to transmit to children conceptualized as inept or dangerous. The “radicalized democratic”
teachers struggled for more inclusion of the popular sectors and advocated for the active participation
of teachers and families. Adriana. Puiggrds, Sujetos, disciplina y curriculum: en los origenes del
sistema educativo argentino (Buenos Aires: Editorial Galerna, 1990). Drawing on Puiggros’s
classification, Sandra Carli argues that positivist schoolteachers, the normalistas, imposed a
methodological rigidity in the classroom while the Krausian perspectives encouraged more freedom for
children and for schoolteachers who experimented with new pedagogies. While positivists saw the
child as a natural savage, Krausian interpretations associated children with the divine order and the
goodness of nature. Sandra Carli, Nifiez, pedagogia y politica: transformaciones de los discursos
acerca de la infancia en la historia de la educacién argentina entre 1880 y 1955. (Buenos Aires: Mifio
y Davila, 2002).
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lenses of gender. They are unpacking the process of feminization in the teaching
profession, the role of motherhood in teachers’ writing, and the sexual anxieties
generated by teachers challenging gender expectations.®® My dissertation contributes
to this scholarship by exploring the links between feminism and the pedagogies that
teachers implemented in the classroom in their attempts of school reform.

The majority of the narratives in the history of education in Latin America
give agency only to human actors. Schoolteachers are at the center of the
historiographical questions without a careful study of how non-human actors
impacted both teaching and learning. Diseases, water, dirt, and objects played a role
in the laboratories schoolteachers constructed inside the classroom. Sandra Carli
argues that the divergent conceptions of the child had pedagogic consequences;
positivists promoted a school as a laboratory for studying and observing children, and
Krausists promoted the school as a center of scientific experimentation and pedagogic
renovation. My research complicates this distinction by showing the intertwined
processes of observation and experimentation that were part of teachers’ everyday
experiences in the classroom. I revisit narratives that center children’s bodies in the

technologies of power developed by the school by paying attention to the objects that

%8 On the feminization of teaching see: Flavia Fiorucci, “Maestros para el sistema de educacion
publica. La fundacion de escuelas normales en Argentina (1890-1930), Revista Mexicana de Historia
de la Educacion 2, no. 3 (2014): 25-45; and Silvia Cristina Yannoulas, Educar: una Profesion de
Mujeres? La Feminizacién del Normalismo y la Docencia en Brasil y Argentina 1870-1930) (Buenos
Aires: Kapelusz, 1996). On motherhood and teacher’s writing see Marina Becerra, “Soy comunista y
maestra: resistencias a la maternalizacion de las mujeres a través de la obra de Angélica Mendoza en la
Argentina de los afos 20’ y 30,”” lzquierdas, no. 49 (April 2020): 385-411; Graciela Queirolo
“Herminia C Brumana. La maternidad social a través del magisterio y de la escritura,” in Adriana
Maria Valobra ed., Mujeres en espacios bonaerense (La Plata; EDULP, 2009), 95-109. On teachers
challenging gender expectations see Cammarota, “Relatos sobre maestras acosadas e inmorales:
género, educacion y disciplinamiento en el sistema escolar argentino (1919-1935);” Caldo “Entre
amores clandestinos y cesantias. La maestra y el director, Argentina 1920-1928;” Pineau “Amores de
mapoteca. Lujuria y normalismo en la historia de la educacion argentina.”
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affected schoolteachers’ scientific practices inside the classroom. Non-human actors
were at the center of teachers’ concerns regarding their role in the classroom and the
influence of the environment in children’s education: what objects would be more
appropriate for the teaching of science? How should new industrialized objects be
incorporated into the classroom? How did the elements of the natural environment
(i.e. water, dirt, air) affect children’s bodies?%°

Beyond my historiographical contributions, my project aims to spark
pedagogical conversations among Latin American(ist) scholars and educators. This
project is a call for contemporary educators to look back at a period where teachers
were central actors in the political and scientific debates of their times. Educator
Francisco Ferrer was executed while saying “Long live the modern school.” While
not all the costs of participating in politics were as high as in the case of Ferrer,
teachers lost their jobs, suffered persecution, and clashed with the national authorities
to transform the school. Teachers introduced new assignments at the expense of
parents’ criticism or the distrust of national authorities. More than anything else,
collective organizing among teachers took time, energy, and money. Teachers
organized believing education could be a source for social change. They proposed
structural changes in the school curricula and the teaching methods, aiming for more
egalitarian classrooms that could potentially benefit children. Building transnational
solidarity, they experimented with new methods and reflected about them in

publications expanding discussions across national borders. My conceptualization of

%9 Eduardo Galak centers children’s bodies in the eugenic project through an analysis of physical
education. Educar los cuerpos al servicio de la politica: cultura fisica, higienismo, raza y eugenesia en
Argentina y Brasil (Avellaneda: UNDAV Ediciones, 2016).
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the school laboratory contributes to critically reflect about the pedagogical practices
we develop in the classroom and how educators can create a transnational network of

research, teaching, and community engagement to imagine radical futures.

Methodology and Sources

I conducted archival work in sixteen libraries and archives, mostly from
Buenos Aires although I did some exploratory research in national archives in
Santiago and Montevideo. U.S. archives provided me with documents of U.S.
teachers that traveled to Argentina. Studying education presents a different challenge
than the scarcity of historical records that some historians face. As | was doing
research for this project, |1 found myself surrounded by a vast amount of sources
dedicated to education from magazines to official documents. Thus, one of the
methodological challenges of this research has been to delineate the contours of the
dissertation. If the project of modern education was constructed across national
borders, ideologies, and institutions, where and how do we delineate the contours of
the school laboratory? The sources that | included illustrate that the school as a
laboratory was shaped inside and outside of the school. Drawing from the work of
teachers in conferences, journals, magazines, and memoirs, this project turns our
attention to the school as a pedagogical laboratory constructed locally and globally,
with human and non-human actors. The point of departure was the normal school as a
laboratory for teacher training. The origins of the normal schools coincided with a
foundational moment in the history of Argentina and a watershed for thousands of

student-teachers and children who accessed formal education. | chose the Normal
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School of Parana, the cradle of normalismo, as one of the main scenes for chapter
one. At the Historical Archive of the school | found programs, internal regulations,
and daily logs. I focused more extensively on the principal’s memoirs, from where I
trace the quotidian experiences in the school, the conflicts between students and
teachers, and the laborious organization of the practice school. These sources, created
by the state bureaucracy to monitor the daily life of the school, became invaluable
documents to investigate the daily constraints that principals and professors faced in
building Argentine normalismo. I incorporated normal students’ experiences through
the writings of teachers who became important advocates for school reforms in the
first decades of the twentieth century.

| trace links between the school and eugenics through the work of Victor
Mercante, a crucial figure in the development of the classroom as a laboratory of
experimental psychology. The second chapter follows Mercante’s life and work since
he graduated from the Normal School of Parana until he consolidated his scientific
labor at the Universidad Nacional de La Plata (UNLP). Mercante is one of the most
prolific teachers in this story, studied by historians of education and historians of
science alike. | selected some of his work that is representative of the network of
institutions that | identified in the eugenic study of childhood. Psicologia de la
aptitud matematica del nifio, was written as a result of school experiments at the
Normal School of Mercedes. I investigated Mercante’s study on child criminality at
the prison through the articles published at the Archivos de Psiquiatriay
Criminologia. | read these articles in a comparative lens to illuminate how Mercante

studied criminals, what notions of inheritance appeared in his writing, and what
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influence the school had on children’s bodies. Finally, I followed Mercante to UNLP
where he founded a laboratory of psychopedagogy. I study the journal Archivos de
Pedagogia y Ciencias Afines, directed by Mercante where his colleagues and mentees
published the results of the classroom experiments.

To study how the scientific study of children influenced the practice of
teaching and learning, | utilize a variety of sources including textbooks used in the
classrooms to teach “savage” children, articles published in the official journal of the
National Council of Education, magazines, and teachers’ accounts of the school that
offer a picture of the normalist teacher, the disciplinary system, and the challenges
teachers faced exercising their authority. | expand the school laboratory outside the
classroom to incorporate the voices of parents and the local community. The
collection of the National Council of Education at the Archivo Intermedio, proved to
be an invaluable source to analyze the conflicts that emerged in the school between
teachers, inspectors, and local communities. The “investigaciones sumarias”
(summary investigations), are documents that vary from a couple of pages to
hundreds of pages where the school inspector collected the information from
interviewing the community, school data, local newspapers, the teaching experience
of teachers, among others. Through the summary investigations it is possible to see
that beyond teacher advocacy to experiment in the classroom, local realities for many
teachers outside the borders of the City of Buenos Aires, presented serious challenges
in asserting their authority.

| trace the pedagogical experiments developed outside public schools by

investigating the Liga Racionalista para la Infancia, a pedagogical project that
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united a broad range of teachers and activists from anarchist and socialist
backgrounds. Among the rationalist teachers were Julio Barcos and Raquel Camafia,
promoters of integral education, leaders of teacher organizations, magazines, and
congresses that advanced the study of children from a perspective that challenged
normalismo. I utilized the magazines specialized in education published by teachers,
including Francisco Ferrer, La Escuela Popular and Boletin de la Escuela Moderna,
socialist and feminist magazines, and presentations in the Primer Congreso Femenino
Internacional (1910).

In order to show women as producers of knowledge, throughout the
dissertation | focus on the work of Herminia Brumana in Tiza de Colores, Marta
Samatan in Campana y horario, Ernestina LAopez in La escuelay la vida and multiple
articles from EI monitor de la educacion comun, Clotilde Guillén de Rezzano in Los
centros de interés en la escuela and the articles published in La Obra and La nueva

era, and Jennie Howard, In Another Climates and Distant Lands.

Chapter Outline

The first chapter “Embodying Normalismo: Teacher’s Scientific Training
at the Normal School (1880s-1910s)” examines the origins of the school laboratory
by studying what and how student-teachers learned at the normal schools. In looking
at the interactions between principals, professors, and student-teachers, the chapter
illuminates what type of knowledge student-teachers acquired through pedagogical
theory and practice. | argue that examining from the perspective of the actors who
were part of the everyday life of the school, normal schools opened new possibilities

for women across the Americas. For U.S. middle class women, normal schools
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provided an opportunity to travel internationally, exercise their autonomy, and assert
their pedagogical knowledge. For local women, normal schools provided a new
experience of socialization outside their homes that introduced them to novel
scientific knowledge regarding childhood, hygiene, and pedagogy. The learning of
pedagogical theory and practice facilitated women with the tools to observe, take
notes, write, and perform in front of the classroom —all tasks they would undertake to
study children and propose alternative ways of schooling. Yet, based on a teaching of
science shaped by positivists and male understanding of objectivity, teachers were
trained to teach children from a hierarchical position that served to maintain a
distance between themselves and the children, and the local communities.

The second chapter, “Building the Norm: The School Laboratory for the
Eugenic Study of Children (1890-1920) follows the life and work of Victor
Mercante, a normalist professor who pioneered the application of experimental
psychology in the classroom to study children. As the organization of the primary
school system was taking shape, Argentina went through a process of rapid changes
in the population. The classroom became a privileged site to study children since it
represented a sample of the larger population. This chapter focuses on the work of
Victor Mercante, a pioneer and leader in transforming the classroom into a laboratory
of experimental psychology that aimed to understand children and, more broadly,
human development. I examine Mercante’s journey to understand the dialogues
between pedagogy and anthropology, criminology, and experimental psychology.
Inspired by the scientific method, normalist teachers trained in closely observing

children, leading to the classification of children according to physical and mental
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characteristics. Mercante popularized tests to measure children’s intelligence, and, by
1906, he led the Laboratory of Psychopedagogy at Universidad Nacional de La Plata.
The laboratory preceded the eugenic studies on children that biotypologists would
promote in the 1930s through the Asociacion Argentina de Biotipologia, Eugenesia y
Medicina Social (Argentina Association of Biotypology, Eugenics, and Social
Medicine, AABEMS). Mercante’s work had lasting legacies in the training of
teachers in Argentina.

The third chapter “Applying the Norm: Conflicting Authorities in the
Disciplining of Children and Teachers” explores the school from the perspective of
the teachers’ relationship with the children, the school inspectors, and local
communities. It asks how did teachers establish their authority in front of children,
their superiors, and local communities? In what ways was teacher authority conveyed,
achieved, and undermined, and by whom? | demonstrate that the hierarchical
relationships within the school system had negative consequences for children and
women alike. The reality of the schools was far from being the orderly laboratory that
Mercante wanted to create for the study of childhood. In the classroom, teachers
encountered how children and parents reacted to their authority and established limits
to state-sponsored education. In extreme circumstances, teachers faced expulsion
from the schools and the communities.

The fourth chapter “Challenging the Norm: School Experiments in the
Search for the Modern School (1900-1910s)” traces the alternative pedagogies
proposed by anarchist, socialist, and feminist teachers by the turn of the twentieth

century. | investigate the tactics teachers utilized to challenge state-sponsored
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education and what pedagogies they imagined in opposition to normalismo. | show
that school reformers founded magazines, organized congresses and built alliances
with workers to propose an alternative pedagogy. They transformed the classroom
into a laboratory of pedagogical experimentation where children could discover,
investigate, and observe the natural world more than listen to the teacher’s lessons
and read textbooks. These pedagogies challenged the vision that children were
naturally inclined towards criminality, and instead proposed a view of children that
highlighted positive aspects such as spontaneity, curiosity, and movement. They
disputed the notion of children's nature, prevalent among normal teachers and the
manuals written by positivists like Mercante. This laboratory, unlike the one
promoted by Mercante, did not have the same resources or state support. Elites
banned anarchist and socialist leaders, expelling them from the country through the
Residency Law and systematically closed schools. Yet, progessive school reformers’
views on children were informed by eugenic ideals. They saw in the school a space of
regeneration where working class children could better develop in a healthy
environment.

The fifth chapter “A Laboratory for Women’s Emancipation: Feminism,
Maternal Pedagogies, and School Reforms in Buenos Aires (1900s-1920s)”
analyzes the intersections between women’s movements and the teaching profession.
I show that teaching allowed women to encounter feminist discourses and join
feminist movements in the second decade of the twentieth century. | argue that,
drawing on feminist organizing and transnational conversations in congreses and

magazines, women pioneered pedagogies that challenged normalist training and the
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conceptions of the disciplined classroom. Women drew on pedagogical principles that
emphasized children’s natural development and encouraged children’s expression,
critical thinking, and movement. Drawing on maternal perspectives on children’s
education, school reformers proposed a new relationship between the school and the
outside world introducing novel objects to enter the classroom, creating a closer bond
between student and teachers, and allowing children to move and express themselves.
Yet, drawing on transnational networks between Argentina and the U.S., school
reformers reproduced hierarchical relationships between South and North America
and contributed to asserting U.S. superiority. As a laboratory for women’s
emancipation, the school proved to be a valuable site for women to assert an
authoritative voice. The knowledge that emerged from the classroom promoted a
positive image of children as naturally good and aimed to provide teachers with
pedagogical tools to transform their classrooms into more democratic spaces.

In sum, my dissertation argues that during the period from 1880 to 1930, the
project by elites of universalizing primary education had competing results. On one
hand, the school laboratory advanced scientific studies on human differences in the
classroom, training thousands of teachers with the positivist perspectives that
characterized working-class children as "savages" in need of education. On the other
hand, the school laboratory created in the classroom a space for pedagogical
experimentation that prompted women'’s participation in science and politics. While
teachers transformed the school into a laboratory to measure children's intelligence

and their abilities to work, thus further racializing children’s bodies; the scientific
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practices of observation and experimentation also provided teachers with the tools to

challenge the authoritarian and patriarchal practices of Argentine society.
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Chapter 1: Embodying Normalismo: Teacher’s Scientific
Training at the Normal School (1880s-1910s)

Introduction

In 1869, Domingo Sarmiento founded the first normal school in Argentina, the
Normal School of Parana (Escuela Normal de Parana, ENP). Many other normal schools
would be founded throughout the country in the following decades to train teachers, the
first step to educate the new generations in primary schools.”® Normal schools were born
at the same time Argentine elites were consolidating the national territory and
reorganizing its population amidst one of the biggest European migrations to the
Americas.” Through normal training, elites delineated the knowledge and habits deemed
desirable for future citizens. This chapter examines what knowledge student-teachers
incorporated in their normal training. | show that, influenced by a modernizing agenda,
student-teachers learned to discipline children and themselves. While some students
embraced the norms and obeyed their professors to receive a diploma, others questioned
the professors’ authority and distrusted the role of the “model teacher” they were called
to emulate. In the normal school, student-teachers entered in contact with a scientific

education that encouraged them to experiment. Normal training provided student-teachers

70 Increasingly after 1884, when primary schooling became mandatory, the normal school became the
only institution that granted teaching diplomas for primary school teachers, professors, principals, and
school inspectors. Previous to the founding of normal schools, teachers proved their knowledge in
teaching by taking an exam or teaching at private schools in their homes without any certification.
Flavia Fiorucci, “Maestros para el sistema de educacion publica. La fundacion de escuelas normales en
Argentina (1890-1930), Revista Mexicana de Historia de la Educacion 2, no. 3 (2014): 25-45; Myriam
Southwell, Ceremonias en la tormenta: 200 afios de formacion y trabajo docente en la Argentina
(Buenos Aiires: Clacso, 2021).

1 José Moya, Cousins and Strangers. Spanish Immigrants in Buenos Aires (1850-1930) (Berkeley:
University of California Press, 1998), Fernando Devoto, Historia de la inmigracion en la Argentina
(Buenos Aires: Editorial Sudamericana, 2009).
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with the tools to critically observe, take notes, write, and perform in front of a group of
students. By granting a teaching diploma that facilitated access to a job, normal training
opened new possibilities for students from less privileged economic backgrounds,
especially women. As much as normal schools disciplined students into daily behavioral
habits that they would continue performing after graduation, the knowledge students
acquired through pedagogical theory and practice opened new opportunities to participate
in politics and science.

When looked from the perspective of normal students’ experiences, normal
schools appear as very complex institutions far from the perfectly ordered institution that
molded docile bodies.” In the study of normalismo as part of a centralizing and
oligarchic state project, normal teachers have been characterized as agents of a
disciplinary state, easily replaceable, willing to spread the state’s message around the
country.”™ While the foundation of normal schools responded to attempts by the
government to centralize and homogenize the education of children, normal schools
reflected the tensions and contradictions of institutions that advocated for perfect order

and homogeneity in an increasingly diverse population of students educated to criticize

2 join historians who have questioned normalismo as a unilateral state project. Fiorucci explained
that the incorporation of women in higher education provoked tensions between principal and national
authorities. Fiorucci, “Maestros para el sistema de educacion publica.” I draw on Marcelo Carusso who
warns historians of education that followed a Foucaultian framework to be careful in the application of
European theoretical models. Criticizing Miguel Angel Centeno, he prefers to talk about disciplines
instead of disciplinary societies to investigate the differential ways in which Latin American actors
appropriated, reacted, and rejected disciplinary systems imposed by the state. Marcelo Caruso, “‘Sus
habitos medio civilizados’: Ensefianzas, disciplina y disciplinamiento.” Revista educacion y
pedagogia, no 37 (Septiembre, 2003): 107-127.

73 Andrea Alliaud, Los maestros y su historia. Los origenes del magisterio (Buenos Aires: Granica,
2007); Juan Carlos Tedesco, Educacién y sociedad en la Argentina (1880-1945) (Buenos Aires: Siglo
XXI, 2009); Adriana Puiggros, Sociedad civil y estado en los origenes del sistema educativo argentino
(Buenos Aires: Editorial Galerna, 1991).
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and make arguments.” My reading of the sources aims to provide a window into
understanding the learning experiences of student-teachers, the discourses that they
encountered in the classroom, and the challenges they faced while incorporating teaching
skills. Despite state intervention in programs, school regulations, and requirements to
register in the school, I offer a picture of the normal school as a complex institution
where multiple actors negotiated power.

The first section of this chapter contextualizes the teaching profession by paying
attention to state expectations on teachers. Class and gender matters to this story.
Students from working class families entered the school due to a system of national and
provincial fellowships. Thus, the normal school provided them an opportunity to
complete their secondary education. The requisites to enter the school and to access a
fellowship suggests that only students who excelled in their primary studies and were
able to prove good behavior were accepted to be trained as teachers. Women were crucial
in the modernizing project. U.S. women were not the only ones who contributed to the
foundation of the school, female students were particularly targeted as natural educators
for children. By the 1890s, they occupied the majority of the student enrollment.
However, even when the teaching of children was deemed by elites as a femenine task,
male teachers occupied the hierarchical positions in the school system.

The second and third sections show the impact of positivist thought in normalist
training. The second section investigates the moral lessons that student-teachers

incorporated in the normal school. | demonstrate how positivism permeated the teaching

74 Julia Rodriguez has described this state project as “utilitarian, modern, efficient, orderly but

oligarchic, intrusive, controlling, and punitive.” Julia Rodriguez, Civilizing Argentina: Science,

Medicine, and the Modern State (Chapel Hill: University of North Carolina Press, 2006), 5.
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profession via a discourse centered on discipline and order. Student-teachers were taught
to embody a model of moral behavior in front of children. Through a series of school
regulations, quotidian conversations with the principal, and pedagogical conferences,
student-teachers encountered a discourse that praised discipline and an orderly classroom
as a crucial goal for the school. I show how student-teachers were taught about discipline
at the same time they were being disciplined and closely supervised by their professors
and principals. The third section demonstrates that a scientific education had
contradictory effects in normal training. The influence of scientific theories in the school
translated into innovative teaching practices that promoted students’ active role in the
classroom. In the practice school, a scientific education meant that students learned by
experimenting with teaching methods and by observing their peers. Observation
functioned as a means to reinforce student-teachers and children’s discipline in the
classroom. Yet, through observation student-teachers were able to collect evidence and
make arguments to criticize teaching methods. Inspired by positivist thought, student-
teachers learned that the science of teaching was objective and impartial and therefore the

teaching practices in the classroom should reflect a distant relationship with children.

Entering the Normal School

Starting in the 1870s elites passed a series of regulations to organize and
centralize the educational system. In 1876, the national government established the
Reglamento General de Escuelas (General School Regulation), and in 1881 founded the

National Council of Education (Consejo Nacional de Educacién, CNE) dependent on the
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Executive Power via the Ministry of Justice, Cult, and Public Instruction.” The 1882
Pedagogical Congress provided the basis for the 1884 educational law —known as the
1420 Law— that outlined the general principles for primary education. The 1420 Law
established mandatory and free education for children between six and twelve years old
and delineated the required knowledge children acquired in school.”® The expansion of
primary schools in the 1880s accelerated the foundation of schools in the provinces and
the national territories and the urgency to train teachers.”” In this context, normal schools
became the only institution that granted diplomas required for the practice of teaching. In
the following decades, hundreds of students around the country registered in normal
schools to receive a teaching diploma. In the period that goes from 1884 to 1930, normal
schools had granted around fifty thousand teaching diplomas for teachers and
professors.” This rapid process of teacher training responded to the urge of the elites to
hire primary school teachers to educate immigrant, rural, and indigenous children.”
Normal schools were secondary education institutions that emerged as

alternatives to other institutions functioning in the country such as the Colegios

» Myriam Southwell, Ceremonias en la tormenta. 200 afios de formacidn y trabajo docente en la
Argentina (Buenos Aires: CLACSO, 2021).
76 1 its sixth article the law instituted the teaching of reading and writing, arithmetics, geography,
history, moral and urbanity, hygiene, natural sciences, drawing, music, gymnastics, and the National
Constitution. Girls were taught “manual work” or “handcrafting” while boys were taught military
training. Ley de educacién promulgada por el honorable congreso de la Nacién el 8 de julio de 1884
(Buenos Aires: Litografia, Imprenta y Encuadernacion de Stiller & Laass, 1884).
" Fiorucci, “Maestros para el sistema de educacion publica: La fundacion de escuelas normales en
Argentina (1890-1930).”
8 The expansion of normal schools was accompanied by an expansion in primary education schools
from 2,263 schools in 1889, the number expanded to 10,063 in 1932. Fiorucci, “Maestros para el
sistema de educacion publica.”
& According to the national census of 1869, more than a million people were illiterate, over
approximately one million and seventy hundred people. The need to increase the amount of teachers
was urgent to the extent that the following year Sarmiento prompted the creation of the Normal School
of Parana. Southwell, Ceremonias en la tormenta.
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Nacionales. Between 1863 and 1864, the Colegios Nacionales of Buenos Aires,
Catamarca, Salta, Tucuman, San Juan, and Mendoza were founded. They were directed
toward male students from well-off families who would continue their studies at the
university. Unlike the Colegios Nacionales, the Normal School constituted a more direct
path to the labor market and provided a unique opportunity for poor and middle class
children to continue their studies. Normal schools were complex institutions that
encompassed primary and secondary education. At the Normal Department, student-
teachers took courses based on curriculum regulated by the CNE. At the Department of
Application or practice school, student-teachers put into practice their teaching skills with
younger children. The practice school functioned as a primary school with courses from
first to sixth grade.®® At the ENP, there was a third department, the kindergarten.®
Although normal schools were part of a paid educational system, the majority of
the student population had access to a system of fellowships that covered the tuition and
contributed towards the cost of living.2? An alumnus from the ENP, Victor Mercante
remembered: “I was awarded the fellowship that filled my poor home with joy, opening
the door of hope, which we thought was closed forever.”® As in the story of Mercante,

normal schools democratized access to secondary school education for families with

80 The original name in Spanish is “escuela de aplicacion” (School of application).

81 sara Eccleston founded the kindergarten. Eccleston continued to be an important figure in the
founding of normal schools in the country. In 1888, Eccleston moved to Buenos Aires to organize the
Kindergarten at the Normal School of Capital Federal. In 1903, she was part of the committee who re-
designed the curricula for normal schools. Moreover, Eccleston was an active member in the networks
that connected U.S. and Argentine pedagogy. “Unién Froebeliana Argentina,” EI monitor de la
educacién comdn, no. 249, June 30, 1894.

8 In exchange, the government requested from students four years of service in a primary school
assigned by the National Council of Education. Myriam Southwell, Ceremonias en la tormenta.

83 Victor Mercante, Una vida realizada. Mis memorias (Buenos Aires: Imprenta Ferrari, 1944), 73.
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fewer economic resources.? Yet, while the national and provincial governments
supported normalist training, the fellowships did not cover all student expenses, and
families had to provide some financial support to pay for food and rent since students
resided off campus.® Moreover, because the fellowships depended on the national budget
approved by Congress every year, changes in the government’s priorities endangered the
financial support students received. In 1899, former principal of the Normal School of
Parana and Congressional representative Alejandro Carbd, reacted against the reduction
of scholarships. Drawing from his experiences as principal and as a former student at
Parana, he asserted that the fellowships represented an important factor for poor families
to send their children to school. The reduction of fellowships, in Carb6’s experience,
resulted in overworked students who taught at night in order to pay for their education.%®
Carbd explained to the congressmen that, while parents were not able to pay for their
children’s entire education, “they were affectionate enough to make the sacrifice of

parting with the fruit of their personal labor to help pay for it.”®’

8 The democratizing tendency does not mean that every normal school student belonged to working
class or middle class families. As Myriam Southwell states, secondary education would become
massive only by the mid 20th century. Myriam Southwell, Ceremonias en la tormenta. | found primary
sources that confirmed that, at least until the first decades of the twentieth century, upper class girls
attended normal schools. For instance U.S. teacher Jennie Howard recalls girls from distinguished
families going to the school accompanied by their servants who carried the books for them. Jennie
Howard, En otros afios y climas distantes (Buenos Aires: Editorial Raigal, 1951). In 1909, Principal
Maximio Victoria complained that the “daughters of accomodated fathers receive the fellowship.”
Escuela Normal “José Maria Torres,” Sala Museografica Archivistica, Serie Memorias de director
1901-1925, Memoria 1909.
8 The journey of a student at the Normal School of Parana living in a pension and struggling with
affording food is portrayed in the fictional work of normal school alumnus Victor Mercante originally
published under the pseudonym Scanavecchia. Victor Mercante, Los estudiantes (Buenos Aires:
Libreria Hachette, 1961).
8 Alejandro Carb6, an alumnus from the Normal School of Parana, became its director between 1889
and 1892. He first worked as professor and vice-principal of the same institution. He became a
provincial senator for Entre Rios and later national deputy for the same province for four terms,
between 1898 and 1910 and between 1912 to 1916.
87 Alejandro Carb6, En defensa de las escuelas normales (Buenos Aires: Castex y Halliburton, 1899).
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To register in the normal school prospective students had to prove their
intellectual and moral capacities. They presented a “certificate of morality” signed by
either a Justice of the Peace, a pastor, or a priest from the city they had lived the previous
year; and a certificate of good health signed by a resident physician from Parana.®® Along
with these certificates, students submitted a permission signed by their father or tutors.®
Students also had to pass an examination. According to Myriam Southwell, during the
second presidency of Julio Roca (1898-1904) changes in the regulations of normal
schools were implemented through the leadership of Minister of Education, Osvaldo
Magnasco (1864-1920).%° From 1899, it was required to present a certification of
finalized primary education. There were also modifications in the minimum age to enter
the normal school. In its origins, boys could register in the school at fourteen years old
while girls had to be sixteen. In 1889, the minimum age was sixteen for everyone.

Elites promoted teaching of primary education as a femenine task. From their
perspective, there were economic reasons to privilege women’s normal training. In 1881,

Sarmiento explained that women’s salaries represented a fraction of their male

8 sara Figueroa, Escuela Normal de Parana. Datos historicos (1871-1895) (Parana: Imprenta
Predassi, 1934), 84; Informe anual. La escuela Normal del Parana en 1910 (Buenos Aires: Compafiia
sudamericana de billetes de banco, 1910). The requirements were similar in the U.S. normal schools
with the difference that in Argentina prospective students registered in the normal school after
finishing primary education while in the U.S. normal schools required four years of high school. et, in
the U.S., acceptance to normal schools required an entry exam but in Argentina the lack of previous
examination opened the doors of the school to more students. A preliminary exploration on U.S.
primary sources shows that students had to be sixteen years old in the case of women and seventeen
years old for men. They also had to submit a physical examination, a certificate of good moral
character, and a written examination. Catalog and Circular for Bridgewater State Normal School
(Boston: Wright and Potter Printing Company, 1909); Catalog and Circular for the State Normal
School at North Adams (Boston: Wright and Potter Printing Company, 1900).
8 Fiorucci argues that the lack of exams demonstrates the democratic character of normal schools.
Although she also shows that some principals advocated for the exams as a way of raising the level of
the student’s preparation when they enter the school. Fiorucci, “Maestros para el sistema de educacion
publica.”
9 southwell, Ceremonias en la tormenta.
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counterparts.®* Reducing the cost of teacher salaries would allow the foundation of more
schools for a growing Argentine population.®? Beyond the economic reasons, elites
promoted women's education in normal schools because they believed women were
better suited for teaching children. Minister of Instruction Nicolas Avellaneda (1837-
1885) understood that teaching was appropriate for women since there were not many job
opportunities for them and they were “endowed with those delicate and communicative
qualities that make it easy to take over the intelligence and attention of children.”%
Avellaneda considered teaching good for women and for the school. For women, it
provided a “true regeneration,” creating a lucrative career for what was already
considered their role as holders of tradition. For the school, the presence of women would
transform the institution from a “shadowy prison that saddens and discourages children”
to “an extension of the domestic home.”®* Women’s sweetness and charm would,
therefore, make the lessons more attractive to children. Thus, women would be
instrumental in the emergence of universal schooling that was required to convince local
communities of the benefits of primary education. As motherhood, teaching was

conceived within the framework of self-sacrifice and austerity, almost like a priest. But

unlike priests most teachers were women.® Comparing teachers to soldiers and priests,

%% In the first issue of EI Monitor de la educacion comdn, Sarmiento advocated for female teachers in
order to save money in salaries “Rentas escolares en Jujuy,” El monitor de la educacién comdn 1, no.
1, Sept. 1881.

9 Laura Rodriguez, “Normalismo y mujeres. Las maestras en el quién es quién en La Plata (1972):
trayectorias de una élite intelectual y profesional,” Trabajos y Comunicaciones, 2da. Epoca, No 50,
€092, julio-diciembre 2019.

93 Informe anual. La escuela Normal del Parana en 1910, 10.

%% Ibid.

9 According to Szurmuk, Sarmiento saw U.S. teachers as farmers who would bring the seed of
civilization. Yet, what was unusual about the farming metaphor was that the farmers were women. In a
moment when women were predominantly assigned a role in the domestic space, Sarmiento’s ideas
positioned women at the center of a national project. Unlike the male barbarian gaucho, modernity was
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Avellaneda asserted that “they all need a vocation that helped them to grapple with the
fatiguing challenges of their mission: to prepare, fertilize, and inspire the revelation of
their high duties and the knowledge of their influence over the new generations.”%

The presence of women was crucial in the foundation of normal schools not only
as students but also as teachers. Most of the U.S. teachers who arrived in Argentina
between 1869 and the late 1890s to work at the first normal schools founded in the
country were women. This transnational project, originally designed by Sarmiento,
continued until the presidency of Julio Roca (1880 to 1886). Mary Tyler Peabody Mann,
wife of Horace Mann, and friend of Sarmiento, was instrumental in recruiting teachers
suitable for the position.®” While living in exile, Sarmiento was sent by the Chilean
government to investigate the U.S. educational system. It is during this trip that
Sarmiento met Horace Mann and his wife.®® When the openings of the first normal

schools were approved during Sarmiento’s administration, Avellaneda suggested that a

portion of the budget for normal schools should be invested in foreign teachers: “The

imagined as female and white. Monica Szurmuk, Women in Argentina: Early Travel Narratives
(Gainesville: University Press of Florida, 2000).

9 |nforme anual. La escuela Normal del Parana en 1910, 10.

97 Mary Tyler Peabody Mann and Horace Mann established a close relationship with Sarmiento
helping to recruit U.S. teachers. A teacher herself, and part of a circle of influential families in Boston,
Mary Tyler Peabody continued a long distance friendship with Sarmiento through correspondence.
Mary Tyler Peabody Mann, and Barry L. Velleman, “My Dear Sir:” Mary Mann's Letters to
Sarmiento (1865-1881) (Buenos Aires: ICANA, 2001). Peabody Mann translated Sarmiento’s classic
book Facundo to English and wrote a preface introducing his work to the U.S. audience. Domingo
Faustino Sarmiento, Life in the Argentine Republic in the Days of the Tyrants or Civilization and
Barbarism (New York: Hafner Publishing CO, 1868). Horace Mann is known for his educational labor
founding schools. In Argentina, his pioneering work in education has been associated with Sarmiento.
“Horacio Mann. El Sarmiento yanque [sic],” La escuela popular, no. 6, April 4, 1913.

98 Between 1845 and 1849, Sarmiento was sent by the Chilean government to Europe and the U.S. in
order to study educational systems that could be applied in Latin America. This trip inspired his books
Viajes por Europa, Africa y América (1849) and De la educacion popular (1849). Sarmiento arrived in
Chile in 1840. He became an active member of the political and intellectual spheres in Chile. In 1841
he became the editor of El Nacional and the following year founded the first daily newspaper in
Santiago, El Progreso. Allison Williams Bunkley, “Introduction” Sarmiento, Domingo Faustino. A
Sarmiento Anthology (New York: Kennikat Press, 1972).
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teachers trained in the United States, or in some other country where education has
acquired its full development, brings with him his methods, his practice, his institutions;
and the school that he directs will be a living model, destined to propagandize by
example.”® Only a few male U.S. teachers were hired by the Ministry of Instruction.
Among them was George Stearns who directed the ENP between 1870 and 1876. Stearns
contributed to the founding of the school by designing the programs and traveling to the
U.S. in order to recruit teachers and bring equipment to the school.*® In addition to the
U.S. teachers, educators from Europe were instrumental in the organization of normal
schools in the foundational years, including José Maria Torres, who directed the ENP in
two opportunities between 1876 and 1893.1%

While teaching was originally born as a project for women, female and male
students joined normal schools. Still, women constituted the majority of the student body.
Historians have identified the feminization of teaching as a process that started at the end

of the nineteenth century and ended in 1960, when 90% of primary school teachers were

99 Informe anual. La escuela Normal del Parana en 1910, 12.

100 Figueroa, Escuela Normal de Parana. Ana Bella Pérez Campos, Escuela Normal de Parané:
construcciones discursivas de la nacionalidad argentina (Parana: Ediciones UADER, 2016), see
chapter three.

101 Originally from Spain, before moving to Argentina, Torres had a long trajectory inspecting and
leading schools in his country. In 1864, he accepted an offer to work as a vice-principal at the Colegio
Nacional de Buenos Aires. In this role Torres stood as a disciplinary educator fictionalized in Miguel
Cané’s famous novel Juvenilia. Miguel Cané, Juvenilia (Buenos Aires: Camara Argentina del Libro,
1943). Torres was an influential figure in the building of normalismo. Since the founding of the
Normal School of Parana he worked as a national inspector. Later, Torres directed the school between
1876 and 1886 and then for a second term between 1892 and 1893. As a writer of manuals of
pedagogy, his influence reached normal students around the country. Alumni from the ENP and
principal Maximio Victoria described Torres as a “superior teacher and principal” whose influence
reached beyond the classroom. According to Victoria, his lessons, projects, and speeches demonstrated
his vision of education as a national problem and of mission school in disseminating culture. Informe
anual. La escuela Normal del Parana en 1910, 25-26.
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women.'%2 There were 