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Frederik Herman, Sjaak Braster
and Maria del Mar del Pozo Andrés

Towards A Public History of Education:
A Manifesto

The Popularity and Commonality of Educational
Heritage

The cover illustration of this volume is a fragment of a photograph taken in Au-
tumn 2017 in the entrance hall of the Faculty of Education of the Free University
of Bolzano (Campus Bressanone-Brixen, South Tyrol, Italy) (Figure 1). We have
chosen this photograph as our cover illustration due to how it fits perfectly with
the scope of this edited volume. On the one hand, it illustrates an attempt to “ex-
hibit/musealize the educational past” within a semi-public space and, on the
other hand, it was taken during the last meeting of the Research Community “Phi-
losophy and History of the Discipline of Education”, attended by Frank Simon — a
frequent visitor of museums and exhibitions, a mentor, a highly esteemed col-
league, and - last but not least — a dear friend to whom we dedicate this book.
The cover illustration shows an installation composed of a handful of used
schooling objects: a few school desks, a globe, a printed schoolbook, a writing
slate, and a leather school bag (Figure 1). This ensemble of materialities of
schooling — a gift from the St. Andrd primary school near Bolzano, donated to
illustrate what South Tyrolean classrooms looked like in the 1960s — had origi-
nally been the highlight of the Research and Documentation Centre for the His-
tory of South Tyrolean Education (FDZ). There, the materialities had been hung
upside-down from the ceiling of the showroom. In March 2017, the still life was
flipped again and installed in the entrance hall of the university’s Faculty of Edu-
cation. The installation aims to draw attention to the FDZ’s ongoing research on
the local history of schooling and to enhance the students’ historical awareness."

1 Sincere thanks to Annemarie Augscholl, the director of the Forschungs- und Dokumenta-
tionszentrum zur Siidtiroler Bildungsgeschichte (FDZ), and to Edwin Keiner for sharing back-
ground information on the installation at the Faculty of Education, Bolzano.

Frederik Herman, University of Applied Sciences and Arts Northwestern Switzerland,
Switzerland

Sjaak Braster, Erasmus University Rotterdam, The Netherlands

Maria del Mar del Pozo Andrés, University of Alcala, Spain

3 Open Access. © 2022 the author(s), published by De Gruyter. This work is licensed under
the Creative Commons Attribution-NonCommercial-NoDerivatives 4.0 International License.
https://doi.org/10.1515/9783110719871-001
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Interestingly enough, the same day, while strolling through the old city center, a
few hundred meters away from the faculty, Frederik Herman — one of the editors
of this volume - bumped into another eye-catching, toy-sized classroom replica
center staged in the display window of a toy store (Figure 2).> Through the careful
arrangement of a few puppets and a miniature blackboard, two miniature two-
seater school desks, a few satchels, a wall chart of Italy and two educational
posters, the shopkeeper presents a recognizable interpretation of school life; a
creative interpretation which seems to combine past and present, real and imag-
ined conceptions of school life.

Photographs from quasi-similar classroom installations could also be easily
retrieved from the digital travel photo album of the two other editors of this
book, Maria del Mar del Pozo Andrés and Sjaak Braster. A first one was taken
in August 2017 at the Toy Museum in Salzburg. There they found a classroom
filled with puppets, a blackboard, but also with a picture of Emperor Franz-
Josef, a map of Europe, and the children’s hats and school bags hanging on the
walls (Figure 3). And walking through the historic center of the city, they
found, in the window of a chocolate store, a school scene where a wooden hare
stands next to a blackboard and points at the dangerous red fox and at the pat-
tern that should be painted on Easter eggs. The hare seems to be teaching a
number of small chocolate bunnies sitting in front of the blackboard (Figure 4).

A few things become obvious from this small sample of images of classroom
representations displayed in (semi-)public spaces, taken in different cities, at dif-
ferent times and by different photographers. First, the classroom seems to be a
popular motive in the public sphere. It must have a special attractiveness, which
makes shop owners as well as curators choose it as central showpiece. Moreover,
it seems to appeal to all generations as it points to a life phase we all have in com-
mon — our own school years. This seems to make educational heritage a shared
commonplace or collective “memory site” (lieux de mémoire).> Second, the many
similarities (e.g. classroom organization, pointer stick, a bespectacled teacher) be-
tween those installations made by totally different people in totally different con-
texts, hint at the existence of a popular universal image of schooling — a stereotype
that seems to refer more to the past than to the present. It is this permanent remedi-
ation of these clichéd memories — as a unique gateway to the past —, which allows
“memory sites” to be created, stabilized and consolidated and to function as the

2 For a more extended discussion about these two representations of school life, see Frederik
Herman, “Iconography and Materiality,” in Handbook of Historical Studies in Education, ed.
Tanya Fitzgerald (Singapore: Springer, 2020), 329-347.

3 Pierre Nora, “Between Memory and History: Les Lieux de Mémoire,” Representations 26
(1989): 7-24.
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beating heart of collective remembering.* So, even without the intervention of his-
torians of education, the educational past — accurately represented or not —
seems to be (already) a public matter (See also below: Public history of education
is a tautology).

Figure 1: Installation in the entrance hall of the University of Bolzano’s Faculty of Education
(October 19, 2017) © Frederik Herman.

The same cliché seems to inspire many school museum curators, when replicating
old classroom set-ups which serve as their museums’ show pieces. Indeed, driven
by the turn towards everyday culture and the resulting attempt to preserve and
present popular and everyday objects (cf. musealization of the popular/everyday
culture) replicating classrooms gained traction beginning in the 1970’s.” Visitors
were allowed to wander around within this staged décor, to take a seat at the old
desks, to take part in role-playing and, thus, to imagine a fictional past. Over the
past decades, re-enactment has become a popular strategy to (re)mediate the
past, as a way to improve, and multiply museum visitors’ experiences through
novel modes of (inter)activity. The method “des selbst erlebten, nachvollziehende
‘Verstehens’” — initially used as research method within the field of material

4 After Catriona Firth, “The Concealed Curator: Constructed Authenticity in Uli Edel’s Der Baader-
Meinhof Komplex,” in Exhibiting the German Past: Museums, Film, and Musealization, ed. Peter
Mclsaac and Gabriele Mueller (Toronto, Buffalo, London: University of Toronto Press, 2015), 81.

5 Anne Winkler, “Remembering and Historicizing Socialism: The Private and Amateur Muse-
alization of East Germany’s Everyday Life,” in McIsaac and Mueller, ed., Exhibiting the German
Past, 111.
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Figure 2: School scene in a shop window of a toy store in Bolzano’s shopping area
(October 19, 2017) © Frederik Herman.

Figure 3: School scene in the Toy Museum Salzburg (August 27, 2017) © Salzburg Museum.

culture research —, allowed for the activation of the audiences that had previ-
ously been addressed mainly as passive listeners or spectators.® Pictures of such

6 Annette C. Cremer, “Vier Zuginge zu (frithneuzeitlicher) materieller Kultur: Text, Bild, Ob-
jekt, Re-enactment,” in Objekte als Quellen der historischen Kulturwissenschaften. Stand und
Perspektiven der Forschung, ed. Annette Caroline Cremer and Martin Mulsow (Wien, K6ln, Wei-
mar: B6hlau Verlag, 2017), 85.
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Figure 4: School scene in a shop window in the historic center of the City of Salzburg
(August 23, 2017) © Sjaak Braster.

walk-through installations are also part of the above mentioned private digital
travel photography collection, which includes a picture of a life-sized, recreated
classroom in the Slovenian School Museum in Ljubljana (Figure 5), and a picture
taken in the school room in Historic Richmond Town, a living history town and
museum complex with several historic buildings, on Staten Island, New York
City, where guides wear clothes from the past to give visitors the idea that they
are actually going back in time (Figure 6).”

These six classroom installations all serve as good entries into “doing public
histories of education”, in that they confront us immediately with a few key di-
mensions which need to be addressed. Of course, one can question — from the
perspective of the historian of education — the authenticity and accuracy of these
single representations and question just how much of an impact they have on
their audiences or question to what degree they have anything to do with the his-
tory of education, as they are constructed in the present and stripped from their

7 For more information about the School Museum in Ljubljana, see: www.ssolski-muzej.si.
For more information about the Historic Richmond Town (New York City), see: www.histori
crichmondtown.org.


http://www.ssolski-muzej.si
http://www.historicrichmondtown.org
http://www.historicrichmondtown.org
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Figure 5: Life-size classroom replica in the Slovenian School Museum in Ljubljana
(August 3, 2016) © Sjaak Braster. This set up has changed in the new permanent exhibition
opened on March 2022.

Figure 6: Classroom in Historic Richmond Town, Staten Island, New York City (July 27, 2008)
© Sjaak Braster.

contexts. However, such questions — which might be raised by an inflexible aca-
demic with a claim over the past — seem to disregard the potential these installa-
tions have for making us reflect on how we present the past, why one is allowed
to present the past, who is better at presenting the past and crucially, what past
we are talking about? Looking for instance at the classroom installations devel-
oped by museum professionals and the one’s made by shopkeepers, we have to
wonder how do they differ, and which one is the better representation of school
life in the past?
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The main points stemming from this initial more “playful” exploration are:
representations of the educational past seem to be popular and appear every-
where (from a university entrance hall, over display windows, in museums), they
are made by a variety of people (from history professionals to laymen), they
show the same, narrow/stereotypical image of schooling in the past, they are pre-
sented to a variety of audiences (future teachers, passers-by in a shopping street,
museum visitors) and they are made with different purposes (from raising histori-
cal awareness to a less educational approach of attracting potential buyers). So,
the history of education is (already) a public matter and everyone — not only the
historians of education — seems to be involved in constructing/telling stories
about it. The latter shows that there is a fertile soil for doing public history of
education - a place where research and memory could come together. However,
the narrow/stereotypical image of schooling and education or, call it, clichéd
memories cultivated and (re)mediated by these installations, makes painfully
clear that public historians of education are facing a major task, which is none
other than nuancing, pluralizing, and diversifying the histories of education.

Towards a Public History of Education?

For several decades now public history has shown itself to be a vibrant and chal-
lenging field where historians interact with multiple audiences, ranging from ex-
perts to laymen, policy makers and policy influencers, all united by their interest
in history, memory, heritage, and material culture. Not the least is the “memory
boom”, the booming “memory industry”® and the associated increasing attention
communities pay to historical issues related to, among things, globalization, na-
tionhood, gender, religion, race and identity, have triggered the so-called public
history boom — from the late 1970’s and 1980’s onwards —° and have led to a
consolidation of a strong academic discipline in its own right. The popularity
of this field is evidenced by the many textbooks, handbooks, reference works, and

8 Sharon Macdonald, Memorylands: Heritage and Identity in Europe (London and New York:
Routledge, 2013), 3.

9 See e.g. David F. Trask and Robert W. Pomeroy, The Craft of Public History: An Annotated
Select Bibliography (Westport, Conn.: Greenwood Press, 1983).
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journals that have been published recently.'® However, historians of education ha-
ven't really identified so far with this “newer” approach and have avoided calling
themselves “public historians of education”. Therefore, it shouldn’t come as a sur-
prise that compiling this book was by no means a sinecure, as there are few sys-
tematic public history projects within our field so far. Nevertheless, there seems to
be an increased inclination within our field to engage with public history — from a
more moderate dissemination, (re)mediation and popularization of the history of
education to more participatory approaches, engaging the public in the historical
enterprise — to foster new ways of crowdsourcing as well as to allow for a broader
historical analysis, reflection, and storytelling. With this as our point of departure,
this book aims at documenting these initial steps and at gathering reflections
about how historians of education can connect to and attract a public; how and
what stories they disclose to the public; how they tell, exhibit and musealize their
stories; in how far the participatory turn has set in within our field, and last, but
not least, what societal role the histories of education should/could play. In other
words, this book deals with the question of how far and to what extent historians
of education were/are trying to engage with the broader public, subsequently leav-
ing (albeit partially) the walls of the university and their traditional occupation —
research, academic writing, and lecturing - to “display and transfer” scientific
knowledge in such a way that entertainment and information, pleasure and learn-
ing could merge (cf. edutainment).”* From the present anthology, it will become
clear that they always were, but that they have become more public over time —
transcending the select audiences of researchers and students — and have started
to reflect more on the modus operandi for presenting the past to a broader public.”

10 See especially: Thomas Cauvin, Public History: A Textbook of Practice. Second edition
(London: Routledge, 2022); Cherstin M. Lyon, Elizabeth M. Nix, and Rebecca K. Shrum, eds.,
Introduction to Public History: Interpreting the Past, Engaging Audiences (Lanham, Boulder,
New York, London: Rowman & Littlefield, 2017); James B. Gardner and Paula Hamilton, eds.,
The Oxford Handbook of Public History (Oxford: Oxford University Press, 2017); David Dean,
ed., A Companion to Public History (Hoboken, NJ: Wiley, 2018); Faye Sayer, Public History: A
Practical Guide (London: Bloomsbury, 2019).

11 Barbara Maria Stafford describes, in her inspiring book Kunstvolle Wissenschaft (1998), the
18" century as a rousing epoch for the enlightening translation of the scientific knowledge for
the broader public and this by means of a variety of entertaining educational devices. Barbara
M. Stafford, Kunstvolle Wissenschaft: Aufkldrung, Unterhaltung und der Niedergang der vi-
suellen Bildung (Amsterdam, Dresden: Verlag der Kunst, 1998), 9.

12 A few early examples of histories of education becoming public were the following. In Ger-
many a facsimile edition of a book from 1901 with 130 engravings about education was pub-
lished in 1971: Emil Reicke, Magister und Scholaren. Illustrierte Geschichte des Unterrichtswesens
(Diisseldorf/Kdln: Eugen Diederichs Verlag, 1971). In the Netherlands there was a book pub-
lished by the Ministry of Education commemorating the 175% birthday of the first national school
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Roughly sketched, one can discern three phases in this turn toward doing
public history of education. The establishment of many school museums and
the (more) structural involvement of historians of education in these institu-
tions are exemplary on the first attempts to reach out to the public on a more
structural basis. From then onwards until today, many accessible and image-
rich catalogues — mostly showing and describing museum collections or show-
pieces of themed expositions — were/are published.” In a second phase, those
historians started breaking out of their (often traditional) school museums —
which were no longer the sole places to communicate research findings with
the wider public.!* New (digital communication) technologies for instance

law: ]J.H. Meijsen, Lager onderwijs in de spiegel der geschiedenis. 175 jaar nationale onderwijswet-
geving op het lager onderwijs in Nederland, 1801-1976 (‘s-Gravenhage: Staatsuitgeverij, 1976). In
Belgium there was an illustrated book about popular education in Flanders: Karel de Clerck, Bie
de Graeve, and Frank Simon, Dag Meester, Goedemorgen Zuster, Goedemiddag Juffrouw: Facetten
van het volksonderwijs in Vlaanderen (1830-1940) (Tielt: Lannoo, 1984). In Germany an example
of an educational picture book is: Horst Schiffler and Rolf Winkeler, Tausend Jahre Schule: Eine
Kultirgeschichte des Lernens in Bildern (Stuttgart, Ziirich: Belser Verlag, 1985).

13 José Maria Hernandez Diaz and Agustin Escolano Benito, Cien afios de escuela en Espatia
(1875-1975) (Salamanca: Kadmos, 1990); Anne-Marie Chételet, Paris a I’école, “qui a eu cette
idée folle. . .” (Paris: Editions du Pavillon de I’Arsenal; Picard éditeur, 1993); Tjeerd Boersma
and Ton Verstegen, red., Nederland naar school: Twee eeuwen bouwen voor een veranderend
onderwijs (Rotterdam: NAI Uitgevers, 1996); Pedro Alvarez Lazaro, ed., La educacién en la Es-
pafia del siglo XX: Primer centenario de la creacion del Ministerio de Instruccién Piiblica y Bellas
Artes (Madrid: Ministerio de Educacién, Cultura y Deporte, 2001); Patrick Allegaert et al., Ge-
vaarlijk Jong: Kind in Gevaar, Kind als Gevaar/Dangerously Young: Child in Danger, Child as
Danger (Tielt: Lannoo, 2011); Marguy Conzémius, Francoise Poos and Karin Priem, La Forge
d’une société moderne. Photographie et communication d’entreprise a Uére de Uindustrialisation
(ARBED 1911-1937)/Forging a Modern Society. Photography and Corporate Communication in
the Industrial Age (ARBED 1911-1937) (Dudelange: Centre national de I’audiovisuel, 2017);
Oscar Barbera Marco and Alejandro Mayordomo Pérez, eds. Escoles i Mestres: Dos Siglos de
Historia y Memoria en Valencia (Valéncia: Universitat de Valéncia, 2017); Maria del Mar del
Pozo Andrés, ed., Madrid, ciudad educadora 1898/1938. Memoria de la escuela ptiblica (Ma-
drid: Ayuntamiento de Madrid, 2019); Antonio Moreno, Eugenio Otero, Maria del Mar del
Pozo, and Carlos Wert, eds., Laboratorios de la nueva educacion. En el centenario del Instituto-
Escuela (Madrid: Fundacién Francisco Giner de los Rios/ Institucién Libre de Ensefianza,
2019); Hans-Ulrich Grunder and Pia Ladrach, Schul-Sachen: Gegenstdinde von gestern und heute
aus dem Schulmuseum Bern — Ein Beitrag zur Materialitdt von Bildung, Schule und Unterricht
(Baltmannsweiler: Schneider Verlag Hohengehren, 2021).

14 Exemplary for this movement towards new forms of public outreach are the various
themed expositions — such as “Madrid, Ciudad Educadora (1898-1938): Memoria de la Escuela
Pablica” (Spain, 2019) and “Forging a Modern Society: Photography and Corporate Communi-
cation in the Industrial Age (ARBED - 1911-1937)” (Luxembourg, 2017) - that managed to at-
tract a wide range of people and got quite some media attention.
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opened a totally new channel for experiments with presenting and interpreting
the educational past (cf. thinkering),”> which led them in turn to reflect on how
these new forms of (re)mediating the past impacted their own research and the
(hi)stories told.! In the last decades various archives were digitalized and
made public, virtual exhibitions were set up and popular/accessible digital en-
cyclopedias were written."” Beside their growing engagement with digital sour-
ces and technologies, historians of education were also participating in the
creation of documentaries made by media professionals. The reason was that
historians of education had touched on topics that happened to be interesting
for the larger public.’® A last phase, which is becoming consolidated right now
and which goes beyond making the past available to the public, is character-
ized by a dialogue between academics and the public, for instance by the active
involvement of local communities in the research itself (cf. crowdsourcing)."

15 “Composed of the verbs “tinkering” and “thinking” — describes the action of playful ex-
perimentation with technological and digital tools for the interpretation and presentation of
history.” “Thinkering,” Luxembourg Centre for Contemporary and Digital History (C2DH),
accessed March 10, 2022, https://www.c2dh.uni.lu/thinkering.

16 Karin Priem, “What Happens When Archives and Research Are Transferred into the Physi-
cal Space of a Museum,” in Populdre Prdsentationen: Fotografie und Film als Medien musealer
Aneignungsprozesse, ed. Irene Ziehe and Ulrich Hédgele (Miinster: Waxmann, 2019), 245-252.
17 See, for instance, PICTURA paedagogica, a digital image archive on the history of educa-
tion (https://pictura.bbf.dipf.de/viewer/index/); MUNAE, Le Musée national de I’Education
ouvre les portes de ses collections (https://www.reseau-canope.fr/musee/collections/); EURO-
PEANA, Collections, Stories, Exhibitions (https://www.europeana.eu/en); UNESCO, Interna-
tional Bureau of Education, Conserving & restoring an intangible heritage (https://
digitalcollections.ibe-unesco.org/).

18 Especially in Spain historians of education got involved with the making of documentaries.
The most famous example was the one about female schoolteachers in the Spanish Second
Republic: it received the Goya award (the Spanish equivalent of the Oscar) for the best docu-
mentary in 2014. See: Las Maestras de la Republica, directed by Pilar Pérez Solano (Madrid:
FETE-UGT; TRANSIT Producciones, 2013). This documentary was triggered by a symposium
and a consecutive book: Elena Sanchez de Madariaga, ed., Las Maestras de la Reptublica (Ma-
drid: Catarata, 2012). In the 21st century in Spain at least a dozen documentaries about histo-
ries of education were produced with the help of historians of education. An example was:
Angel Llorca: El ultimo ensayo, directed by Victor M. Guerra (Madrid: IMAL Producciones
Audiovisuales, S.L., 2010). It was based on two books published in 2008. See: Angel Llorca y
Garcia, Comunidades familiares de educaciéon (Madrid: Octaedro, 2008); Maria del Mar del
Pozo, Andrés, ed., Angel Llorca. Desde la escuela y para la escuela: Escritos pedagégicos y dia-
rios escolares (Madrid: Biblioteca Nueva, 2008). The documentary was broadcasted on na-
tional television in February 2020.

19 A large series of illustrated books (e.g. Cahiers de morales (2006), Cahiers de cancres (2006),
Cahiers de récitations (2006), Cahiers d’écriture (2007), Cahier de géographie (2007), Cahiers de I’é-
coles rurale (2007), Cahiers pour Maman (2007), Cahiers de mathématiques (2008)) has resulted
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This pushes contemporary historians of education to reflect about “how to
work” with different audiences “with the [educational] past in the present.”?°
This gradual and phased shift towards doing public history seems to be the
product of internal (academia) as well as external/societal factors. In recent
decades, the (public) relevance (read: direct usability) of history has been sub-
jected to greater questioning. This kind of reasoning — doing research with pub-
lic money ought to bring a direct added value for society — and associated
evaluation criteria used to judge the value and raison d’étre of discipline, are
not that threatening for the health sciences or engineers. Medicines can be
taken and heal, bridges allow us to cross rivers, catalysts purify the air we in-
hale . . . but what do histories do? So, historians were/are confronted with the
challenge to profiling themselves differently within the academic field and
claiming their right of existence. The need and urgency to do so only trickled
down slowly and has left — sadly enough — devastating traces within our field.
Indeed, the history of education — under the pressure of psychology and didac-
tics — gradually lost terrain within universities as well as teacher training col-
leges and - in the worst cases — have been removed from the curriculum.
Apparently, we are not good at selling ourselves and we might have been too
much of a thorn in the side raising our critical voices and questioning beloved
progress-stories. Moreover, the same rationale found its way into certain re-
search funding programs (such as Horizon Europe), which have now explicitly
added a public outreach section in their application forms. So, to be successful,
one must come up with a sound research project proposal as well as a convinc-
ing public outreach agenda. Within this context, historians of education are
willingly or otherwise forced to engage with “doing public history”, whether
through physical or virtual expositions, short accessible articles in popular
journals, blogging or twittering. Considering that many historians of education are
not trained as public historians, they often struggle with their new role — which

from a persistent crowdsourcing project — namely the gathering of “forgotten school notebooks on
attics, in schools, in the city or on the countryside” — by Rachel Grunstein, Henri Mérou, and Jér-
O0me Pecnard in France. For a successful example of recently conducted hands-on research we
refer to the project: Voices of War and Peace: the Great War and its Legacy — a project that offered
research support and guidance for community groups around the First World War in general and
in particular around the following themes: belief and the Great War; childhood; cities at war; com-
memoration; gender and the home front; peace and conflict. For more information, see https://
www.voicesofwarandpeace.org.

20 Paul Ashton and Alex Trapeznik, What is public history globally? (London: Bloomsbury
Academic, 2019).
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goes beyond the mere “educationalization”? of the past for a potential public.

Now questions such as how do we attract audiences, how do we keep them inter-
ested? and how do we make history accessible to them? become key forcing them
more than ever to also think in terms of the musealization, mediatization, digitali-
zation, aestheticization as well as playification of the history of education.
External factors seem also to have led to historians of education turning to-
wards the public and/or the public turning towards the historians/past. Fueled
by the spreading public fears of “cultural amnesia” and, thus, the loss of a
shared or collective sense of belonging, memory and identity became a major
preoccupation in the 20 century, a preoccupation that has continued into the
21 century.? This societal obsession with “keeping everything and preserving
every indicator of memory”? — often referred to as memory complex, remem-
brance epidemic, commemorative and archive fever, or heritage crusade®* — are
reflected in, among things, the growing popularity of local heritage societies and
their online platforms (e.g. every city now seems to have a Facebook profile on
which old images and other historical sources are shared and discussed), which
bring together amateur and professional historians as well as audiences from dif-
ferent generations. Consequently, this public need to get in touch with one’s own
local/regional and cultural past has opened up a new role for historians, namely
that of the “memory worker” or — in other words — someone who’s actively in-
volved in engineering/shaping a “memoryscape,”” one which fosters “cultural
learning.”26 As a result, a totally new “sales market” — where historians can di-
vulge their research — has appeared, which simultaneously has become a huge -
and so far un(der)exploited — goldmine for sources (e.g. historical documents and
testimonies). Within the context of cultural memory studies one can also observe a

21 Here the concept “educationalization” is used to refer to the transformation of research/
history into learning unit-like bits.

22 Macdonald, Memorylands, 1-6.

23 Nora, “Between memory and history,” 14.

24 Macdonald, Memorylands, 3.

25 Toby Butler, “‘Memoryscape’: Integrating Oral History, Memory and Landscape on the
River Thames,” in People and their Pasts, ed. Paul Ashton and Hilda Kean (Palgrave Macmil-
lan, London, 2019).

26 John Holden, Culture and Learning: Towards a New Agenda (London: Demos Consultation
Paper, 2008); Natasha McNab, Richard Clay and Ian Grosvenor, “Cultural Learning: From Peda-
gogy to Knowledge Exchange” (AHRC position paper, “Cultural Intermediation and the Creative
Economy Symposium”, University of Birmingham, 2012), 2; Kevin Myers and Ian Grosvenor,
“Cultural Learning and Historical Memory: A Research Agenda,” Encounters /Encuentros/Ren-
contres on Education 15 (2014): 3-21. See also, Frederik Herman and Sian Roberts, “Adventures
in cultural learning,” Paedagogica Historica 53, no. 3 (2017): 189-198.
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growing interest in the role of media and media ecologies in memory-making,
and thus in “what role media forces its audiences to play, how media structures
what the audiences are seeing and thinking, and why media make its spectators
feel and act as they do.”*® These insights, as well as the growing field of social
network sites or online platforms, appear to have encouraged public historians (of
education) the last decade to become interactive and digital “multi-media users” —
aware of the potential of material/visual/digital media as “externalized or pros-
thetic collective memory” tools.”® Looking at our field, one can say that many his-
torians of education have responded to the public appeal — triggered by the
contemporary changes such as unbridled globalization, rising populism, economic
competition, etc. — and thus have embraced their new role as “memory workers”,
and more recently taken their first steps as digital historians.>® Twittering, blog-
ging, website-developing historians of education are no longer a curiosity.

Two time-specific factors, the contemporary struggles (e.g. the COVID-19
pandemic) as well as the attempt to deal with painful/untold pasts (e.g. Aufarbei-
tungsarbeit, Vergangenheitsbewdltigung), make historians (of education) turn
even more to the public. With respect to public issues, history seems to matter.
The COVID-19 pandemic, for instance, received an extreme amount of attention
in the news coverage over the past two years. Many of these articles, interviews,
columns, and op-eds mentioned historical cases like the 14™ century Black
Death, the 1918-1919 Spanish flu, or the 2002-2003 SARS outbreak.” And al-
though several academic historians insist that “history does not teach us les-

sons”,>? a broad audience is still interested in these historical cases. Therefore,

27 Astrid Erll and Ann Rigney, “Cultural Memory and its Dynamics,” in Mediation, Remedia-
tion, and the Dynamics of Cultural Memory, ed. Astrid Erll and Ann Rigney (Berlin and Boston:
De Gruyter, 2012), 1.

28 After Carlos A. Scolari, “Media Ecology: Exploring the Metaphor to Expand the Theory,”
Communication Theory 22 (2012): 204-224 — quoted in Petra Loffler and Florian Sprenger,
“Mediendkologien: Einleitung in den Schwerpunkt,” Zeitschrift fiir Medienwissenschaft
14, no. 1 (2016): 12.

29 Elisabeth Edwards, “Photography, ‘Englishness’ and Collective Memory: The National Pho-
tographic Record Association, 1897-1910,” in Locating Memory: Photographic Acts, ed. Annette
Kuhn and Kristen Emiko McAllister (New York, Oxford: Berghahn Books, 2008), 53.

30 E.g. Karin Priem about the pandemic archive, discussed in this volume.

31 Bram de Ridder, “When the Analogy Breaks: Historical References in Flemish News Media
at the Onset of the COVID-19 Pandemic,” Journal of Applied History (2020): 1-16. DOI: https://
doi.org/10.1163/25895893-bja10003.

32 Leoni von Ristok, “History teaches us nothing” (May 3, 2017). Retrieved from: https://
www.ukrant.nl/magazine/history-teaches-us-nothing/?lang=en.
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professional journalists like to play the card of “applied history” —* analyzing
historical precedents and highlighting analogies for illuminating current issues.>*
In other words, pressing social issues and the quest for usable (or instrumental)
knowledge seem to chase historical inquiry partly out of the ivory tower of Aca-
demia into the public arena. In recent decades, dealing with historical injustice —
painful and often silenced histories — has become a greater priority, as if current
generations wished to disclose and do justice for what earlier generations have
done. In many cases special research taskforces were set up to give voice to forgot-
ten/neglected minority groups and/or disclose hidden/painful stories about looted
art collections, political suppression in the past, the colonial past, child murder in
church-run homes, systematic abuse of children (e.g. the state-organized practice
of Verdingkinder in Switzerland). Many of these projects aimed at disclosing these
stories and processing a historical trauma (for victims as well as perpetrators) —
have resulted in generations removed from the events themselves apart in public
consternation, political apologies and sometimes financial compensations. Here,
historians play the role of societal trauma counselors. And their public role doesn’t
end there, as they are now also asked for their candid opinion with regard to —
what we would call — the wave of modern iconoclasm (e.g. exchanging street
names named after controversial figures, removing statues of questionable figures
from public spaces) resulting from pubic shame and indignation. So, as a heritage
worker too, the historian takes part into the public debate.

A Public History of Education Manifesto: Looking
back and forward

After having read the volume’s rich variety of essays — covering a number of broad
topics (e.g. case-studies, experiences, reflections) — the idea of presenting a kind of
manifesto grew stronger. A public history of education manifesto that, on the one
hand, values the work done so far in our field and, on the other, looks forward -
by considering the reflections shared by the various authors. We find this genre to
be extremely fitting, because its earlier, revolutionary uses (announcing “new”

33 Stephen Dowling, “Coronavirus: What can we learn from the Spanish flu?” (March 3,
2020). Retrieved from: https://www.bbc.com/future/article/20200302-coronavirus-what-can-
we-learn-from-the-spanish-flu.

34 Harvard Kennedy School, Belfer Center, Applied History Project. Retrieved from: https://
www.belfercenter.org/project/applied-history-project.
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dawns)*® as well as its popularity within artistic circles during the 20® century,

where the genre was used to delineate and “perform their principles”, while its

imaginative power was used to express new/different opportunities.® We are cer-

tainly not the first ones to do so.”” However, we take a slightly different stance

here — rather than defining public history of education, fixing the methods to be

applied or describing the functions it should fulfill - we choose for a “radical open-

ness”, breaking away from the current situation within our field. So, our “manifes-

toing” should be understood as setting out a few markers to think with. These

markers — think of them as principles —® as they appear in the short manifesto

underneath, are randomly ordered and none of them is dominant or obligatory —

except the first one.
Public history of education is . . .

1) making available histories of education, nothing more, and nothing less.

2) atautology, because it is already everywhere.

3) not new, because we have always done it.

4) not to be claimed solely by academics/historians of education but should be
based on organic relationships between academia and multiple audiences.

5) less about writing and mediating historically accurate or correct stories,
but all the more about allowing stories to become, to be remediated and
appropriated.

6) not about leaving behind the métier of the historian, but all the more
about using these skills during adventurous and creative engagements
with pasts, presents and potential futures.

35 The best example is the Futurist movement with their manifesto “The Foundation and
Manifesto of Futurism” published in Le Figaro in February 1909.

36 Alex Danchev, “Introduction: Manifesto, Manifestoed, Manifestoing,” in 100 Artists’ Manifes-
tos: From the Futurists to the Stuckists, ed. Alex Danchev (London: Penguin Books, 2011), xxi—xxii.
37 Using the concept manifesto was also rather popular with the new public history associations
founded in Spain in 2015 (see, e.g., “Historia Pitblica: Convertir la historia en una herramienta dem-
ocrdtica,” www.historiapublica.es) and Italy in 2016 (see, e.g., Walter Tucci, “The Italian Public His-
tory Manifesto,” accessed September 23, 2022, https://aiph.hypotheses.org/5442). Moreover,
Gianfranco Bandini published already a Public History of Education Manifesto in Italian in 2019.
See: Gianfranco Bandini, “Manifesto della Public History of Education. Una proposta per con-
nettere ricerca accademica, didattica e memoria sociale,” in Public History of Education: rifles-
sioni, testimonianze, esperienze, ed. Gianfranco Bandini and Stefano Oliviero (Firenze: Firenze
University Press, 2019), 41-53. Also see: Gianfranco Bandini, “Educational Memories and Public
History: A Necessary Meeting,” in School Memories. New Trends in the History of Education,
eds. Cristina Yanes-Cabrera, Juri Meda, and Antonio Vifiao (Cham: Springer, 2017), 143-155.
38 Or answers to questions about what, where, when, who, why, and how of a public history
of education.
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7) not about instrumentalizing, educationalizing®® or politicizing and thus
(ab)using the past, but allowing it to become one of the frames of reference
that might make a difference in people’s lives (e.g. by addressing the pain-
ful, voicing the unspoken, questioning the unquestioned).

8) an incentive to reflect about how one discloses, e.g. tells, exhibits, museal-
izes the past, without reducing its (potential) performativity and plurality.

1) Public History of Education is Making Available Histories
of Education

Making histories available, presumes having some subject matter at hand in the
first place, which in turn implies the time-consuming research endeavors and
often slow writing processes done before coming up with a — so to speak — “final-
ized” story. So, before we can offer the public a cup, we first need to “drink an
ocean and piss a cupful” - to use Gustave Flaubert’s telling description of the
painstaking labor of historians. So, the first marker is simple, historians should
stay faithful to their trade and do proper research . .. otherwise what stories
would they have to offer to the public? The idea of then making these histories
available, might sound a little strange as historians were never writing for
themselves alone and have always made their work public for other historians
or students — and in different forms and shapes (manuals, research papers or
presentations, etc.). And in some cases, these academic works eventually
found their way to the public and started circulating outside the walls of aca-
demia . . . Of course, the notion of making them available in the first marker,
implies reaching out to a much broader audience by making use of traditional
as well as more innovative formats to tell the stories and to transfer subject
matter. Moreover, it also refers to the insecurity one might feel as author at
this stage, not knowing who will pick up the story, how it will be used, retold,
etc. In other words, one accepts the loss of “ownership” — and thus the power
to steer the narrative — by releasing the story. This is exemplified, for in-
stance, in the fact that the usual academic rules for citing the authors of origi-
nal works apparently no longer seem to apply when educational histories
appear in popular blogs or on social media sites or when previously published

39 Educationalizing refers here to the transformation of research/history into learning units
which is often accompanied by reducing complexity, stressing certain dimensions over other
ones, etc.
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research done by academics gets appropriated by novelists, without referring to
the sources they have been using. In such cases, there is reason for concern.*°

2) Public History of Education is a Tautology

As is clear from the introduction, the history of education — be it historical ob-
jects and images, memories, or imaginations — seems to be everywhere. Repre-
sentations of classrooms of the past not only appear in history museums, but
also on commercial streets. Moreover, in our daily lives we are surrounded by
objects that might evoke memories of the time we spent in school: school exer-
cise books, diaries, fountain pens, quill ballpoints pens, reproductions of wall
charts, and globes. A highly popular object from the past are facsimile editions
of textbooks. In Spain, as of the 1990s, one can still buy the richly illustrated
textbooks for elementary education that children used widely in the Franco
era.”! Meanwhile, the textbooks that were in use during the Second Republic,
including the ones in use during the Civil War, have also found their way back
into commercial bookstores, and once reaching the houses of Spanish fami-
lies.*? In France compilations of school images and school material have be-
come the successful bases of many French gift books, offered for Christmas to
the grandparents.”> We can still buy small blackboards for decorating our
homes. Memories of schooling are shared by many and seem to be timeless and
space-less. We have added this marker for several reasons. On the one hand, it
highlights a point of departure or a touchpoint with the public. Indeed, as the

40 Rudolf Dekker, Plagiarism, Fraud and Whitewashing. The Grey Turn in the History of the
German Occupation of the Netherlands 1940-1945 (Amsterdam: Panchaud, 2020).

41 Examples of popular reprints of textbooks in Spain are: Antonio Alvarez, Enciclopedia Al-
varez: Segundo Grado (Madrid: EDAF, 1998), reprint of edition 138 of 1962. Antonio Alvarez,
Enciclopedia Alvarez: Primer Grado (Madrid: EDAF, 1999, reprint of edition 81 of 1964.

42 Antonio Angulo and Antonio Berna, Leo, escribo y dibujo (Santander, CRIEE, 2021), reprint
of 1931, originally published in 1930; Joaquin Ser6 Sabaté, El nifio republicano (Madrid: EDAF,
2011), reprint of edition 4 of 1932; Fernando Sainz, Cartilla escolar antifascista (Valencia: Mi-
nisterio de Instruccién Piblica y Bellas Artes, 1937), reprint 1979; Fernando Sainz and Eusebio
Cimorra, Cartilla escolar antifascista (Valencia: Ministerio de Instruccién Pablica y Bellas
Artes, 1937), reprint 2021; Ministerio de Instruccién Publica y Bellas Artes, Cartilla aritmética
antifascista (Valencia: Ministerio de Instruccién Publica y Bellas, 1937), reprint in 1998.

43 Examples are: Sur les murs de la classe. Textes de Frangois Cavanna et de nos auteurs de la
Communale (Paris: Hoébeke, 2003); Philippe Rosssignol, Rossignol: L’Ecole de notre enfance
(Auvergne: De Borée, 2012). A French example of a photo book is: Robert Doisneau and Fran-
cois Cavanna, Les doigts pleins d’encre (Paris: Hoébecke, 1989).



18 —— Frederik Herman, Sjaak Braster and Maria del Mar del Pozo Andrés

educational past is part of our collective memory — and makes it a “public
thing” -, everyone seems to become an “expert” by experience.** On the other
hand, in our opinion it highlights one of the major tasks public historians of
education are facing, namely nuancing, pluralizing, and diversifying the stereo-
typed, clichéd, romanticized memories about the educational past.

3) Public History of Education is Not New

As mentioned before, the concept “public history” started to become popular in
the 1970s and 1980s. Historians of education in these years were concerned
with the history of pedagogical ideas, while social history, including doing oral
history interviews, also grew in popularity. Nobody was speaking, however,
about “public history of education”. But this does not mean that historians of
education were not interested in reaching out to the public. In fact, they were
already doing it; their activities, especially the ones related with the establish-
ment of school museums, were just not yet referred to it as public history. In
several European countries there were already pedagogical museums at the
end of the 19™ century.*” Their task was to show the latest educational objects,
methods, and technologies to the educational world. Starting in the 1980s,
parts of these collections were displayed in museums for the history of educa-
tion — sometimes in the form of reconstructed classrooms like the ones shown
in Figures 1 to 6 — to tell stories about the educational past. Although these sto-
ries were not necessarily told by historians of education working in universities
or colleges, the revitalization of the 19th century museums of education in the
1980s does mark the moment when the history of education became “public” his-
tory of education. After that moment historians of education became involved

44 In other words, everybody knows about history of education because everybody has expe-
riences about education. This statement does not apply to other sub-disciplines of history, like
political history or economic history. Is that why the former in the eyes of many academics has
less status than the latter?

45 France had a national museum of education in 1879 in Paris. The collections were moved
to Rouen in 1980. Spain had a national pedagogical museum in 1882 in Madrid. The first uni-
versity museum of Education, the Museo/Laboratorio Manuel Bartolomé Cossio opened in Ma-
drid in 1990. The Netherlands had its first school museum in 1877 in Amsterdam. It reopened
in 1981 as a national school museum in Zoetermeer, it moved to Rotterdam in 1989, and to
Dordrecht in 2015. According to Pablo Alvarez the first pedagogical museum was opened in
London in 1854, Hamburg (Germany) followed in 1855, and Toronto (Canada) in 1857. See:
Pablo Alvarez Dominguez, ed., Los Museos Pedagégicos en Espafia. Entre la memoria y la crea-
tividad (Gijon: Ediciones Trea, 2016), 22.
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with exhibitions, documentaries, and many other (digital) ways for engaging
with the public. Interestingly though, historians of education seldom classified
their work as “public history”. But they were doing it all along. In our opinion
the authors in this volume are the proof of that. So, this marker — and the volume
at hand - invites historians of education to look back and to reflect on earlier
endeavors in the dissemination of the history of education.

4) Public History of Education is Not Solely an Academic
Discipline, but should Be Based on Organic Relationships
between Academia and The Public

If one takes marker two seriously and accepts that everyone is an “expert”,
then the next statement shouldn’t come as a surprise. We should not depend
solely on academics — as the only ones that have the expertise and possess “ob-
jective” tools to get the stories right. In fact, we should strive for a “shared au-
thority” between academics and the public.*® This goes beyond using the
public memory as a mere source. It implies a permanent dialogue/negotiation
and search for synergies between the researcher and the public, one which
allow the latter to play an active role in the research process and outcome.

To make the tension between academic researchers and the public a little
more concrete, we present a typology with different combinations of academic
and public activities embodied in five ideal-typical individuals. The first three
types of individuals are academics, while the fourth and fifth occupy positions
that are not strongly rooted in academia. And although we refer to all types as
being “public historians”, we want to emphasize that the third type will be
called the “model” public historian by many due to the organic relationship be-
tween academia and the public.”” The five types are:

(1) The ivory tower public historian is an academic who publishes books and
articles but who is not concerned about how and by whom his/her work is
used. In principle, however, the research outcomes are physically present
in (university) libraries, and insights and ideas are disseminated through
lectures.

(2) The traditional public historian is an academic that does research and
teaches, but that is also actively engaged in making findings known to a

46 Michael Frisch, A shared authority: Essays on the craft and meaning of oral and public his-
tory (Albany: State University of New York Press, 1990).

47 Also see: Michael Burawoy, “For Public Sociology,” American Sociological Review 70, no. 1
(2005): 4-28.
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wider audience through book presentations, external lectures, exhibitions,
and special courses.

(3) The organic public historian is an academic that engages with various inter-
est groups inside or outside of the educational community, is involved in a
dialogue with all kinds of associations, organizations, and communities.

(4) The influencer public historian is an academic or non-academic that tries to
make visible and public what normally remains invisible and private, en-
gages in political, social, and economic activities to achieve that goal, and
takes an ethical position with respect to concepts about right and wrong in
individual and social conduct.

(5) The artist public historian is a non-academic who tries to make visible and
public what normally remains invisible and private, engages in artistic ac-
tivities to achieve that goal, and takes an aesthetical position about con-
cepts like beauty and harmony.

The role of the public historian can change over time. For instance, an early
career researcher in the 1980s is an ivory tower historian if she does nothing
more than publish a scientific article about a schoolteacher who is unknown at
the time. She becomes a traditional public historian if she writes a few pages
about this schoolteacher in a pedagogical textbook in the 1990s. She trans-
formed into an organic public historian if she collaborates with an association
of educational practitioners to publish a book about this schoolteacher that will
serve as a script for a documentary in the 2010s. The non-academic members of
this association could be classified as influencer public historians in the 2020s,
if they are involved in designing an exhibition about the schoolteacher, includ-
ing writing texts on panels, and taking political action to name a street after
this teacher. And the non-academic member that color black & white photo-
graphs from archives to create vivid, lifelike realities of the past, and exhibits
them on social media sites, could be called an artist public historian.*®

48 This is not a hypothetical example. The early career researcher was Maria del Mar del Pozo
Andrés, co-editor of this book, the schoolteacher was Angel Llorca, the association was the Fun-
dacién Angel Llorca/Accién Educativa (https://www.fundacionangelllorca.org/), and the artist
was Tina Paterson (Twitter @latinapaterson).
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5) Public History of Education is about Allowing Stories
to Become, to be Reanimated, and Appropriated

Public history of education is not about fixing the histories of the educational
past once and forever. Academically trained historians are already familiar with
the idea that “the” history of something cannot be written. There will always be
multiple histories, and never a definitive one. Viewed from a philosophy of sci-
ence perspective, historians have a preference for philosophical frameworks like
social constructivism or postmodernism.*’ Nowadays, not many historians share
the positivist idea that there is an external reality out there, or that anyone can
claim to “show [the past] as it actually was”, to quote Leopold von Ranke, with
the help of objective tools and primary sources.” Historical sources do not speak
for themselves; there are always multiple interpretations. So, even in the case of
the same subject, there are different histories to be told, using different lenses,
all of which assume the existence of multiple realities, narratives, and counter-
narratives. This is not so much a disadvantage as an advantage. There is not only
room for new histories in line with new academic historical turns, there is just as
much - and perhaps even more — room for the wishes and desires of a broad
public, one that may have its own personal or political motives for supporting
historical research (see also marker 4).

Now that history has definitively left the ivory tower, and storytelling and
exhibiting have become a public affair, historians’ ability to choose topics has
become partly dependent on the potential popularity of a theme. Being in the
right place at the right time has become an important feature for doing public
history. The historian of education who writes a book on a topic that has no
publicity value at the time will remain in the shadows, but the same author
may find him/herself in the spotlight when the time is right, and when “the
public” wants to listen to the story.”

49 John W. Creswell and Cheryl N. Poth, Qualitative Inquiry and Research Design: Choosing
Among Five Approaches, Fourth Edition (London: Sage, 2018).

50 Leopold von Ranke, The Theory and Practice of History (London, New York: Routledge,
2011), 86 (Edition and Introduction by Georg G. Iggers).

51 An example: historian of education Narciso de Gabriel wrote a book in Galicean in 2008
about Elisa and Marcela, two female schoolteachers who married in 1901 by posing as a het-
erosexual couple. The book was translated into Spanish in 2010, and a Netflix movie, Elisa and
Marcela, directed by Isabel Coixet, was made of it in 2019. The book was republished in 2019
with a prologue written by the director of the movie. See: Narciso de Gabriel, Elisa e Marcela.
Alén dos homes (Gijon: Nigratrea, 2008); Narciso de Gabriel, Elisa y Marcela: Mds alld de los
hombres (Barcelona: Libros del Silencio, 2010); Narciso de Gabriel, Elisa y Marcela: Amigas y
amantes (Madrid: Morata, 2019).
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Stories can even slip out of the hands of historians (see also marker 1). In-
deed, histories of education written by academic historians can be appropriated
by anybody interested in telling these stories, adjusting them to their own frame
of reference, for instance, by removing unwelcome facts. This is part of the public
history game. A historically accurate biography written about a schoolteacher in
a certain historical period can end up as a movie in public cinemas that, on the
one hand, can deliver an inspiring educational message, but on the other, can
turn a complex historical narrative into a simple, idealized story line. Public his-
torians of education must learn to live with this phenomenon.

6) Public History of Education is about Being Equipped,
but Adventurously Leaving the Beaten Tracks

Doing public history of education does not mean that the traditional ways in
which historians used to do their research, such as working with primary docu-
ments found in archives, are suddenly abandoned, or replaced by new method-
ological approaches. It does mean, however, that public historians must be
sensitive to public interests, trending topics, or whatever emotionally moves
particular audiences. They should not be afraid to engage and collaborate with
the public (see also marker 4) — and this is where the adventure can begin - to
develop research projects, find stories, and develop them into shared public
histories, meaningful for many. It also means that public historians must not
be reluctant to delve into visual sources, material objects, and oral testimonies,
in other words, non-textual sources.”? Therefore, borrowing insights and/or
methodologies from other disciplines, like sociology, semiotics, or communica-
tion and media studies, should also be part of the modus operandi of public his-
torians. Above all, historians must find new ways to tell old stories. The issue
of illiteracy in Afghanistan, for instance, is beautifully told in the Iranian movie
Buddha collapsed out of shame by focusing on a 5-year-old girl who wants to go
to school.>®> We think that presenting qualitative case studies about children liv-
ing in times of the industrial revolution, for instance, would have more impact
on audiences than presenting statistical data about illiteracy, school atten-
dance, and infant mortality rates. It is the task of a public historian of education

52 Catherine Armstrong, Using Non-Textual Sources: A Historian’s Guide (London: Bloomsbury
Academic, 2016).
53 Philip French, “Buddha Collapsed out of Shame,“ The Guardian, 27 July 2008.
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to creatively connect methods and techniques of research with topics in the his-
tory of education to fully capture the attention of the public.

7) Public History of Education Might Become a Catalyst
of Change, But Aims in the First Place at Offering “Thinking
Matters”

As we have stated above, a public historian can play a role as an influencer. A
political motive for writing certain histories — and deliberately not writing others —
is at the forefront of these individuals’ minds. In philosophical terms, this is noth-
ing more than choosing critical theory as an interpretative framework.”* In this
world view, a transformative position is taken with respect to values. Some values
are wrong, and others are right. Knowledge is not neutral, and constructing knowl-
edge is to aid people to improve their lives, raise their consciousness, or to un-
shackle them from the constraints of unjust power structures. In this sense, doing
public history of education might become a catalyst of change by means of partici-
patory action, by active collaboration with marginalized groups, or by giving voice
to the oppressed. Writing histories about inequalities and injustices can make a
difference for the lives of people. It is equally important, however, to stress that
public history is not about taking a transformative stance per se, but about offering
a frame of reference to various groups. Public history has the potential to question
matters that were unquestioned before, to address matters that were not addressed
before, or to give voice to the unheard. In practice this can result in writing stories
or biographies about unknown schoolteachers, silenced in times of oppression, on
the one hand, and writing critical studies about famous educators or pedagogues
who have become living legends, on the other. In other words, public history is
about heroes and zeroes, about narratives and counter-narratives, about actively
changing and thinking about change. In sum, public history is about the plurality
of perspectives.

8) Public History of Education Needs Ways of Disclosing
that Allow for the Past to be Performed

Writing stories based upon a systematic search of historical sources is still at
the heart of a public history of education. What is new is the need to find other

54 Creswell, Qualitative Inquiry.
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ways of presenting narratives. The performance-concept in this last marker is
chosen on purpose, as it hints at artistic and experimental approaches to dis-
seminating and mediating histories, allowing to bring these stories into the
fluid states where their connections with humans may make sense.” Charles
Dickens and Karl Marx were writing at the same time in the same city about the
same thing: the consequences of capitalism. Dickens was a novelist, Marx a so-
cial scientist. Determining which of these two gentlemen had more of an impact
on the public, in terms of making people aware of the problems caused by
industrialization and urbanization, is a matter of debate. But many will admit
that writing a fictional novel can be a powerful tool to offer people “thinking
matters”. The same would apply to a public history of education. Other ways of
disclosing historical information instead of, or alongside writing books or ar-
ticles needs to be strongly considered in order to increase the public impact of
histories. Visualization of history fits well with living in the century of the
Image.”® Books can be turned into documentaries. And documentaries can be
turned into movies or theater pieces. We took the “modes of presenting” — mu-
sealization, exhibiting, and storytelling — as addressed by the different authors
as a backbone and structuring element for this volume.

Case-Studies, Reflections, and Experiences about
Public History of Education

Musealization

In “Like a Voice in the Wilderness? Striving for a Responsible Handling of the
Educational Heritage.”— which could be called an “experience report” —, Marc
Depaepe looks back on and reflects about the expositions set up within the
context of the school museum in Ypres (Belgium), allowing the reader to gain
insight into the curation as well as in the organization and planning of themed
expositions (e.g., driven by personal motives, used to display scientific/re-
search findings). Besides these museum activities, this chapter also sheds light
on how the museum was enmeshed in a bigger network of institutions - e.g.,

55 Bruno Latour, Reassembling the Social: An Introduction to Actor-Network Theory (Oxford,
New York: Oxford University Press, 2005), 82. Latour refers to fiction and the arts as resource
in a totally different context, namely as way to gain an insight into “material actors”.

56 Fred Ritchin, Bending the Frame: Photojournalism, Documentary, and The Citizen (New York:
Aperture, 2013), 160.
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“concurring” In Flanders Fields (IFF) museum, local government, universities —
and on the difficulties/struggles experienced while maneuvering between the
various aspirations of these stakeholders. Highly interesting as well is the way
in which Depaepe defines how the expositions should function as “instruments
to think with and about the (educational) past”, rather than tools that foster a
naive consumption of ready-made, simplified (hi)stories.

In their chapter “Life after the Apology: Making the Unspeakable Visible”,
Lieselot De Wilde, Bruno Vanobbergen and Sarah Van Bouchaute make a
passionate plea for the musealization of the painful past or trauma. On the one
hand, this serves as a recognition of and apology for those who have suffered
in the past, and on the other hand, as an instrument for “past, present, and/or
future presencing”,” allowing curators and audiences to engage — through the
exposition — in a dialogue or debate about past, contemporary and future edu-
cational interventions. This includes the idea of dialogue, which in turn might
trigger social change. The authors illustrate how the exhibition “Patch Places”
(Pleisterplekken), kept in the Museum Doctor Guislain (1986, Ghent, Belgium) —
a museum about the history of psychiatry, located in the buildings of an adult
psychiatry ward — might have functioned as kind of laboratory for “adventures
in cultural learning”.

Iveta Kestere and Arnis Strazdins tell — in their chapter “Between Nostal-
gia and Trauma: The Representation of Soviet Childhood in the Museums of
Latvia” — three different stories about Latvian childhood during the Soviet re-
gime. They tell these stories, which include the story of the schoolchild, the
child as member of youth movements, the ethnic encultured child, by means of
three “iconic” materialities often exhibited in museums, namely a school desk,
a red scarf and a doll (Baiba). The authors explore how these materialities
might have functioned throughout their life story as catalysts for the circula-
tion, transmission, and production of meanings with regard to “Soviet child-
hood”. This chapter also provides insight into the polysemous character of
these materialities which allows the museum visitors to make various connec-
tions between past, present and future and, thus, to (re- or counter) imagining.
At first sight, these materialities may seem ordinary or well-known, but their
musealization might also open a whole new/different repertoire of meaning-
making, and even trigger a sense of alienation.

Whereas Depaepe has set his focus on the “life story” of one school museum,
Antonio Viiao Frago reflects in his autobiographical chapter — entitled: “Public
History between the Scylla of Academic History and the Charybdis of History as a

57 Herman and Roberts, “Adventures in cultural learning,” 189-98.
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Show. A Personal and Institutional Experience” — on a variety of activities,
which he only denominated as public history a posteriori. He was involved in
these activities during his career as scholar at the University of Murcia, and
they included his work with the Virtual Museum of History of Education
(MUVHE) and the Center for Studies on Educational Memory (CEME). Central
in his flashback are the tensions Vifiao experienced during his rich career be-
tween the roles he carried out as “academic historian” and as “public historian”,
and how getting out of the ivory tower and being confronted with various expect-
ations of different stakeholders might influence the stories told or silenced.
Vifiao seems to be advocating for traditional craftsmanship (le métier d’historien —
Marc Bloch) extended/enriched by a reflected/reflective practice of “doing public
history”.

After introducing the reader to the specific memory culture in Spain and the
various efforts made by historians and politicians to keep a foothold in the past,
Maria del Mar del Pozo Andrés enumerates (retrospectively) the challenges she
faced while curating the exhibition “Madrid, ciudad educadora 1898/1938. Memo-
ria de la escuela puiblica” (2019) and elaborates on the exhibit’s setup. In the last
part of her “Public Voices and Teachers’ Identities: Exploring the Visitors’ Book
of a School Memory Exhibition”, she analyzes and categorizes the written com-
ments of teacher-visitors — notes made in the exhibition’s guest book - to find
out what they made of their visit and, thus, to gain an insight into the meaning-
making processes that might have been triggered by the museum visit. In doing
so, she demonstrates the potential of visitors’ books as a tool for figuring out just
how historian/curators’ stories and displays affect the public. Just as importantly,
she points out quite accurately that impact-research and dialogue with audiences
is still very much marginalized within our field.

The flowers on the grave of Sister Maria Inés Champalimaud Duff illustrate
how certain (heroic) stories linger in the public memory, epic stories that over
time can fall partially into oblivion. In her chapter “Flowers on a Grave: Memo-
ries of a Hidden, but not Forgotten, School (Hi)story”, Helena Ribeiro de Cas-
tro, takes this contemporary heroine-worship as a point of departure to retell
and revive the story of this heroine and her role in the establishment of a school
for women in Aveiro (Portugal). While doing so, Helena Ribeiro de Castro simul-
taneously tells the history of the building in which Aveiro’s National Art Mu-
seum is located since 1911. With her contribution, the author draws the readers’
attention to two interesting characteristics in public history. First, she strives to
start where “public memory” ends and to nuance and enrich the “remaining
simple storyline” that lingers on in public memory. In other words, a public his-
torian in a case like this is trying to connect with the foreknowledge and inter-
ests of the audiences. Secondly, public history also needs to forge a connection
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at the local level, raising the public’s awareness of the multilayered past of the
regional (public) environment, its buildings, squares, streets and monuments.

Exhibiting

In “Story telling through Fine Art. Public Histories of Childhood and Education
in Exhibitions in the Netherlands and Belgium c. 1980 — c. 2020”, Jeroen Dek-
ker reflects on the stories told about childhood by means of exhibition pieces
and the exhibition set-up during six temporary exhibitions. These exhibits were
curated by different stakeholders, designed with different purposes in mind,
and were held at different locations. In his reflections, Dekker hints at the dif-
ferent levels of storytelling, be it the established story told by the individual ex-
hibition pieces, the (imposed) story told by the selection and arrangement of all
the exhibited pieces, or the orientation conferred upon the story by means of the
curators’ interventions as he or she steers the public’s gaze and structures the
response of the audiences (e.g., discussion cards, catalogues). However, just
what story has been “heard” by the individual visitors while experiencing these
exhibition pieces remains an open question. Exhibiting, then, implies allowing
visitors to encounter Fine Arts and to potentially be addressed by the artist of the
time, so as to make sense out of the story that was “heard”.

In their chapter “Future Pasts: Web Archives and Public History as Chal-
lenges for Historians of Education in Times of COVID-19” Karin Priem and Ian
Grosvenor focus on web archives in general, and the Education & Pandemics
Archive launched by the International Standing Conference for the History of Ed-
ucation (ISCHE) in particular. They consider web archives as public history proj-
ects that can establish bonds between communities and reach out to global
audiences and different social groups. The chapter provides preliminary insights
into how web archives may affect our work as historians of education. Web ar-
chives offer different structures, opportunities for different interactions, and a
different technological environment. They can be characterized by collaborative
processes, by networked data within a flattened structure, and by interconnected
hardware and software environments. Web archives are user-friendly and flexi-
ble, inviting us to get involved and to develop new historical dimensions.

The conservation and restoration of paintings, along with learning to paint
are the practices discussed in Joyce Goodman’s “Conserving the Past, Learning
from the Past: Art, Science and London’s National Gallery”. Goodman introduces
the readers to these less-known forms of “museal gazing” during the 20" century
at the National Gallery in London, and beyond, by telling the entangled stories of
the aspiring artist Rosa Branson and the painting conservator Helmut Moritz
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Ruhemann. While touching upon many facets of these vanished artistic and con-
servation activities, Goodman opens an often forgotten and hidden part of “mu-
seum life”. These activities seem to have “reanimated” these exhibited paintings
and have encouraged other forms of looking and seeing. Imagine, for instance, a
museum visitor looking at a work of Botticelli and then at the sketch made by an
art school student standing in front of the same original painting, allowing the
same visitor to see Botticelli’s masterpiece “through the eyes” of the student. Inci-
dentally, while presenting this historical case study, Goodman hints — in a subtle
way — at the potential of exhibiting “museum life” in its full spectrum, allowing
other “museal gazes” (Ibid.) and experiences to occur.

In the 1930s artists in Britain started to produce art and curate exhibitions
which presented a strong and radical challenge to fascist ideology. Ian Grosve-
nor and Sian Roberts take these initiatives as the starting point for their chap-
ter “Art, Anti-fascism, and the Evolution of a ‘Propaganda of the Imagination’:
The Artists International Association 1933-1945”. They identify and document
the rationale, content, participants, impact, and interconnectedness of exhibi-
tions in late 1930s and early 1940s Britain that confronted the threat of fascism.
They map the evolution of a “propaganda of the imagination” whereby through
direct engagement with art and artists the public would look closely, rather
than looking away, thus becoming advocates for the arts and progressivism.

Christine Mayer’s chapter takes exhibitions about “women in art and de-
sign” as her point of departure to explore what part of history was prioritized
and exhibited and what part remained underexplored, blurred, and untold. De-
spite the more recent attention paid to women artists and designers, the world
of exhibitions (as well as of research) still mainly seems to center around ‘male
art geniuses’, while the so-called “female art dilatants” seem to be centrifuged
to the margins. “Exhibiting the Past: Women in Art and Design in the Nine-
teenth and early Twentieth centuries” aims at addressing this blind spot by put-
ting its focus on the educational and professional careers of women artists who
invariably had to struggle more than their male counterparts to gain a foothold
in the male-dominated art and design world at the time. Mayer suggests that
historians (of education) should take a closer look at “public history” — e.g.,
past, and current exhibitions — as a point of departure to explore the un-
exhibited and to tell the un-told. By doing this, public history just might be-
come more emancipatory.

In her chapter “Picturing School Architecture: Monumentalization and
Modernist Angles in the Photographs of School Spaces, 1880-1920” Inés Dus-
sel reflects on a series of photographs of school architecture found in Argenti-
nean archives that belong to the period 1880-1920, in which school building
became an integral part of public policies. She conceived these photographs as
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public records or memory artifacts that were intersected by several histories,
among them histories of architecture, of photography, and of schooling. She
concludes that we cannot continue using photographs of school buildings as
neutral records, and that we need to understand their choices, angles, and limi-
tations to make room for more rigorous and complex interpretations of educa-
tional pasts and to understand how, through which materials and takes, their
histories were made public.

Storytelling

Nelleke Bakker reflects in her chapter “Memories of Harm in Institutions of
Care: The Dutch Historiography of Institutional Child Abuse from a Compara-
tive Perspective”, on the historiography of institutional child abuse as an exam-
ple of public history. Research about child abuse is clearly connected with the
educational past (i.e., Catholic Church abuses in schools are now under investi-
gagion in several countries). In her contribution public history is about docu-
menting the past for the sake of the public and enabling remembrance of
traumatic experiences to help prevent new ones in the future. Studies into child
abuse in out-of-home care aim, moreover, to serve a goal that is shared with
both memory studies and oral history: making collective memories more inclu-
sive by adding the memories of underprivileged groups, such as care-leavers,
and incorporating marginalized populations and voices from the footnotes of
history into the main story.

Sjaak Braster’s contribution “Exhibiting Teachers’ Hands: Storytelling
Based on a Private Collection of Engravings” aims at revealing the research or
analytical process focused on teacher’s hand postures in depictions of school
life in the past. In doing so, he resorts to a category of sources which has often
been neglected in our field. Going beyond this critique of the source, Braster
approaches these engravings as accessible “visual stories” or “visuals telling a
story” (just as school novels do). The stories contain references to school life as
well as fictional traits which in their circulation have mediated certain images
of schooling within society and thus have impacted teachers’ professional self-
understanding. To analyze and compare the sample, Braster sets his focus on
the teachers’ hand postures to gain an insight into what stories about school-
ing, teaching, and learning have been visually disseminated over time. By tell-
ing the history of schooling through teachers’ hands, he experiments with
other ways of (hi)storytelling. Indeed, to a certain extent, it could be said that
body parts and postures — and not the human actors as a whole — are the pro-
tagonists of this chapter.
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In her chapter “Rocking Horses as Peripheral Objects in Pedagogies of
Childhood: An Imagined Exhibition”, Cathy Burke addresses the question of
how a focus on movement, particularly rhythmic movement, can offer us new
insights into the past experience of school for young children. She uses the con-
cept of an imagined exhibition created from a “non-collection” of images that
provide evidence of the presence of rocking horses in 20" century schools for
young children. The rocking horse in the school room, when noticed and
dwelt upon, raises questions about its intended purpose and use; siting and
placement; ubiquity or otherwise, as well as possible reasons for its disap-
pearance from the visual record.

Angelo Van Gorp and Frederik Herman experiment in “On the Trail of
the Toucan: A Travelogue about a Peregrination in Educational History” with
an alternative way of reporting about their research experiences. They con-
ceived the account of their explorative journey within (and beyond) the field of
the histories of education, as a kind of “travel writing” or travelogue. Thus, in-
stead of presenting a finished and clear story, they opt here for a “messier” ac-
count, one that allows the public to follow the (chosen and potential) research
trajectories and to gain an insight into this account’s production. Their chapter
consists of two main, interconnected storylines, which in turn include several
sub-tales. In the first part they report about their early explorations of a terri-
tory quite familiar to them, namely the center of Belgian educational reform
and experimental psychology at the beginning of the twentieth century repre-
sented by Ovide Decroly (1871-1932) and his disciples. A colorful wooden inlay
puzzle of a rooster serves as a bridge to the second storyline which portrays the
Swiss artist Pierre Kiienzi, who developed educational toys in the 1970s.

In his chapter “Reflections of a Textbook Writer” Wayne Urban describes
the development and reception of a history of American education seen by the
author and two co-authors. It details how the textbook was conceived and ini-
tially written, it’s further development in five subsequent editions, and its re-
ception by students and by other scholars of American educational history.
Textbooks are a valuable tool for students in history of education, and in his-
tory of higher education, but encouraging students to engage in their own
scholarly efforts is also of great significance. The chapter ends with a brief
discussion of public history resulting in a tribute to both the production of a
textbook based on scholarship but geared to the needs of student, and an ac-
knowledgment of how students can influence positively the scholarly work of
their teacher through their own reactions and additions to that scholarship.

Harry Smaller introduces us in his chapter “Making Teacher Union History
‘Public’” how the British Columbia (Canada) Teachers’ Union made his history
public with its “Online Museum”. This teachers’ union, founded in 1917, is but
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one of seventeen independent educator unions in provinces and territories across
Canada. However, it stands out owing to the emphasis, and resources, it has ded-
icated over past decades in researching, developing, and mounting a public re-
cord of the history of the organization and its very diverse activities. Now very
much web-based, this public history reaches out to a wide audience — in addition
to its own members (present and retired), it is also accessible to school officials,
academics, students, policy researchers, legislators, and the public at large.

If public history provides a means to refer to the ways in which the past is
presented outside academic circles, then what problems would consulting orig-
inal sources like the pedagogical journals of another period pose for a public
history of the magisterium? Would teachers be sensitive to such a reading of
problems of the past? Would they recognize themselves in the practices of that
past? Would a dialogue open up between pedagogy and public history, beyond
the academic milieu? If the challenge of constructing a Public History of Educa-
tion seems great, can we also say that it is necessary because it concerns both
teachers and the school memory? These questions are the starting point for the
chapter of Lucia Martinez Moctezuma entitled “The Pedagogical Press and
the Public Debate about Schooling”.

Having gathered these case-studies, reflections, and experiences about
public histories of education, we made clear that our field is gradually getting
fit for a new public era. We leave it now up to the reader — who doesn’t get an
overview of systematic public history projects or a clear-cut manual for doing
public history of education — to think with this rich variety of contributions
about why and how to turn to the public in the future.
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Like a Voice in the Wilderness? Striving
for a Responsible Handling of the
Educational Heritage

Abstract: This chapter deals with the themed exhibitions set up within the con-
text of the Municipal Education Museum in Ypres. It allows the reader to gain
insight in the curation as well as in the organization and planning of themed ex-
positions (e.g., driven by personal motives, used to display scientific/research
findings). Besides these museum’s activities, this contribution also sheds light on
how the museum was enmeshed in a bigger network of institutions - e.g., “con-
curring” In Flanders Fields (IFF) museum, local government, universities — and
on the experienced difficulties/struggles while maneuvering between the various
aspirations of these stakeholders. The main idea behind the exposé is how expo-
sitions in education museums should function as “instruments to think with and
about the (educational) past” (historicizing approach), rather than tools that fos-
ter a naive consumption of ready-made, simplified (hi)stories (educationalizing
approach). Such conceptual, methodological, and theoretical assumptions con-
cerning the nature of the history of education have been put forward on the inter-
national scene by the author as well as by his colleague to whom the Festschrift
is dedicated. Both closely collaborated since the beginning of their career as part-
ners to increase the importance of the history of education as part of social and
cultural history. Their advisory role in the education museum in Ypres was only
one aspect of this bigger endeavor.

Keywords: education museum, Ypres, themed exhibitions, educationalizing vs.
historicizing approach

Introduction

In recent years, our research group — of which Frank Simon, to whom this work
is dedicated, was an avowed member — has repeatedly succeeded in producing
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occasional contributions to Libri Amicorum or festschrifts. Usually an anecdote,
or an event experienced together was sufficient for a suitable starting point.
The rest of the chapter could then be related to one’s own research, as it were,
without much effort. However, as the celebrated person’s professional career
came closer to us, that maxim came under increasing pressure.

The latter certainly applies to what must follow. With no other researcher
have I myself, in the most literal sense of the word, gone out into the world to
promote and valorize the history of education in the same way as I did with
Frank Simon — something which, by the way, has left me with a friendship for
life. That is why I immediately accepted the instigators’ offer to write “some-
thing” for Frank. But what? The innumerable hours we spent together have re-
sulted in so many joint publications, and also left their traces in numerous
collaborative research projects and resulting doctorates, in both national and
international cooperative networks, including the management of the most
prominent associations and journals in our field, as well as in guest lectures,
research seminars and museum expertise provision at home and abroad. List-
ing these seems like an impossible task and is probably not all that interesting
for the readers either. Moreover, both Frank and I have already been able to
explain the crucial character of working together in both our curricula in other
places.’

Partners in The Development of Educational
Historiography, Both Nationally and
Internationally

Our collaboration began in earnest in October 1977, thanks in part to the then on-
going inter-university research project on opening up the 19" and 20" centuries
educational press in Belgium, led by Maurits De Vroede. Over time, we have come
to realize how essential it was for our discipline, which was under increasing pres-
sure from the emergence and flourishing of empirical approaches in educational
research, not to get in each other’s way or, worse still, to compete with each
other. But, on the contrary, as a duo, to face the opportunities at an international

1 E.g. in interviews. Sjaak Braster and Maria del Mar del Pozo Andrés, “Frank Simon: A Per-
sonal Story of Everyday Educational Realities,” Historia y Memoria de la Educacion 8 (2018):
699-737; Simonetta Polenghi and Gianfranco Bandini, “Interview with Marc Depaepe,” Espa-
cio, Tiempo y Educacion 3, no. 1 (2016): 445-453.
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level. It carried an important legacy in the history of education research: Ghent as
the cradle of Paedagogica Historica. International Journal of the History of Educa-
tion (1961) and the starting point for the annual conferences of the International
Standing Conference for the History of Education (ISCHE) (1978). Without wanting
to attribute to us the rapprochement of these two entities, which initially treated
each other with some reticence, and even with some rivalry, it is clear that our
contribution in this matter in the 1990s facilitated the process.

Nevertheless, it would be wrong to think that this was based on a clear plan,
an explicit strategy, let alone some manner of drive for international conquest.
Quite the contrary. Just like our friendship, our collaboration grew spontane-
ously, based mainly on informal contacts in the search for usually pragmatic an-
swers to what occurred in the everyday problems of the field. It just clicked
between us as researchers, probably because on the one hand we were on the
same wavelength from a theoretical-methodological point of view, and because
on the other hand we were able to transform the differences in character, talent,
temperament, background, style, accumulated knowledge and skills into a win-
win situation — not in the economic sense of the word, of course, but more partic-
ularly in a sporting sense. Because if we had one character trait in common, it
was undoubtedly the sense of teamwork. As a former top football player, Frank
was used to giving “assists” rather than always wanting to score himself. Against
that record of achievement, certainly from a physical point of view, I could only
contribute very little, even though psychologically, as one of the twins, since my
childhood I was accustomed to sharing “emotions”, in sports and games, in win-
ning as well as losing. Furthermore, we had the common ambition to do what we
did, and to do it “well”, simply because we both took an intrinsic pleasure in
this. As a motto, the quote from Richard Sennett’s famous statement about his-
torical crafts — doing a work well for the sake of the work itself - was entirely
appropriate in the article in which we brought the reader along to the workplace
of our historical research in education.” Last but not least, the common sense of
humor, in the popular German description of wenn man trotzdem lacht, will also
have done its work in the development of our partnership. This is how I remem-
ber the cathartic laugh when after a grueling meeting on the fifth floor of the
COV building in Brussels concerning the processing of data from a historical
survey on the social profile of teachers, we wanted to adjust the accompa-
nying text quickly and suddenly saw all our data disappear before our very

2 Marc Depaepe and Frank Simon, “Sources in the Making of Histories of Education: proofs,
arguments, and other reasonings from the historian’s workplace”, in Educational Research:
Proofs, Arguments, and Other Reasonings, ed. Paul Smeyers and Marc Depaepe,(Dordrecht:
Springer, 2009), 23-39.
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eyes. The prehistoric computer, whose orange lettering on the small screen
had disappeared one by one, had packed in. What else could we do but stay
behind and start all over again?

Considering the theme of this book, I suggested, from the rich range of
shared experiences, only to dig out those that were related to our commitment
to a meaningful handling of the educational heritage in Flanders. Which, on
reflection, again caused me problems, at least if I wanted to bring new elements
from our research to the surface — which was certainly the intention. In a con-
tribution for French education museums in particular, I had already pointed
out how in Flanders, and by extension throughout Belgium, consideration for
school heritage is not a priority at all.> It is true that the centenary commemora-
tion of the First World War gave a boost to remembrance or heritage education
in secondary schools, but — as we have been able to demonstrate in an article
of which Frank was co-author” — this had very little to do with historical re-
search. On the contrary, in line with what the history of our profession teaches,
historical knowledge is still used in a very instrumental way in most of these
commemorations. It is not the intrinsic value that prevails, but the pedagogical
message, which by the way must often serve as a kind of hollow rhetoric, with
semi-disguised political-ideological purposes. In this sense, we have spoken of
an “educationalizing” approach, whereas the innovation we tried to make in
the field was precisely the connection with social and cultural historiography,
which thus implied a more “historicizing” approach. And in our opinion, this
not only applied to scientific research in itself, but also to the more populariz-
ing projects in the museum sphere that Frank and I had set up from both our
universities. Educational Memory Flanders, which we were nevertheless able to
run partly with money from the Flemish government, was one of them. How-
ever, in order to obtain this support, we had to include, as it were, unrealistic
objectives in the application, such as making an inventory and repertory of al-
most all preserved textbooks and school wall charts in Flanders — something
which, despite some hopeful scientific results, inevitably encountered many ma-
terial difficulties. For example, we were confronted with the closure of the Histor-
ical Education Collection, which was not considered a priority by the Ghent
faculty (and university) involved, and which was essential for the execution of

3 Marc Depaepe, “Au bas de la liste des priorités? Quelques réflexions personnelles sur le
traitement du patrimoine scolaire en Belgique,” in Premiére rencontre francophone des musées
de I’école. Actes Rouen 2016 (Rouen: Le Musée national de 1’éducation, 2018), 65-75.

4 Karel van Nieuwenhuyse, Frank Simon, and Marc Depaepe, “The Place of History in Teacher
Training and in Education. A Plea for an Educational Future with a History, and Future Teach-
ers with Historical Consciousness,” Bildungsgeschichte 5, no. 1 (2015): 57-69.
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our project. With a great deal of diplomacy, Frank, who in the meantime had be-
come education director at the same faculty (of psychology and educational sci-
ences), ensured that the wall charts could, in 1999, be contractually transferred
to the Municipal Education Museum in Ypres, which has since fallen into disuse.

Working in Tandem as Advisors of the Municipal
Education Museum in Ypres

This was why, as a contribution to Frank’s friendship book, from the very be-
ginning I thought of a piece about the history of the Ypres Municipal Education
Museum (1990-2016), which has existed for more than a quarter of a century.
For years we both sat as consultants on its “steering committee”, as it was
known. But that idea also caused me problems, because we had already written
an article about the museum.’ Perhaps partly out of frustration, because in that
working group we continued to plead for its continued existence. We had ex-
plained in it how the strong side of the education museum - the city’s support
and the cooperation with the other museums, and in particular with the In Flan-
ders Fields (IFF) museum — was at the same time its weakness. It goes without
saying that a utilitarian attitude to history prevailed in the context of an urban
policy based primarily on tourism and economic interests, including among the
most recent alderman for culture responsible for the Museum of Education. He
expected the Ypres museums to prove their worth, not only in terms of the
number of visitors they attracted, but also in terms of the message they pro-
claimed. The fact that the old museum of remembrance on the Great War, trans-
formed in 1998 into IFF — a modern “peace museum” (with digital gadgets) —
which had the noble mission of impressing the madness of any war upon the
general public, was miles ahead of the education museum in that respect, is
obvious. Even though the IFF did not always have to tackle this assignment for
us with highly elaborate educational packages. In our opinion, wanting to take
the public by the hand - including the many visiting schoolchildren — does not
immediately testify to a truly emancipatory attitude.

Mutatis mutandis, this was also our approach to the education museum. In
contrast to some practitioners — real “school foxes” (the word came from Frank!)

5 Marc Depaepe and Frank Simon, “It’s All About Interpretation: Discourses at Work in Edu-
cation Museums. The Case of Ypres,” in Educational Research: Discourses of Change and
Change of Discourse, ed. Paul Smeyers and Marc Depaepe (Cham: Springer, 2016), 207-222.
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like André Durnez — who, mostly from a nostalgic view of the past, felt that the
museum should promote the school as an institution, we instead aimed, through
the confrontation with well-selected artefacts from the pedagogical past, for a lib-
erating (i.e. meeting, and sometimes healing) dialogue with the past, which
could perhaps culminate in what is called the sublime historical experience.
Such a personal, highly individual result can of course only be achieved a poste-
riori and is certainly not intended to be consumed en masse. In our opinion,
therefore, the task of school museums is not to learn to deal with history in an
educationalized way, nor to propagate some well-intentioned message (e.g.
about the necessity of school and its beneficial effects), but rather to reflect criti-
cally on the role of education in society. In this sense, in our opinion, school
museums could also effectively become “laboratories” from which authentic
knowledge in the history of education can be generated, including on the use
of school objects over time. The school desk, to which we have devoted atten-
tion in several other articles, is a good example of this. But it did not get that
far in Ypres. Our plea for a more “historicizing” and thus better-founded ap-
proach (instead of the familiar utilitarian-pedagogical line, which joins up
with the pattern of expectations for an old-fashioned historical pedagogy) not
only yielded far too little success, but there was clearly much more to it than
that. In 2005, the education museum had to deal with a huge fire, from which it
never truly recovered. Legal procedures with the insurance prevented a new
look, in a sense preserving the old-fashioned-ness in the permanent exhibition,
which we felt tried to show too much at once. Things got even worse when some
construction promoters’ gazes fell upon the site — the former Saint Nicholas
church in the city center — in which the education museum was located, which
would eventually lead to its definitive closure at the end of December 2016.

Now that the emotions about this closure have subsided, it remains an in-
teresting exercise to examine whether the material remnants of the education
museum show any traces and/or results of our efforts in this respect. On the
basis of the tension between the pedagogical-didactical objectives on the one
hand and the actual educational effects on the other — a paradox that affects
not only museums but, as we have explained elsewhere, every educational
campaign and therefore every educational institution — I would like to make an
attempt at this below. Awareness of this paradox among the public was, after all,
one of the few educational effects we had in mind from the confrontation with
the Ypres museum offering. Nevertheless, there were some problems here too.
The same applies to the consultation of archives, due to the temporary inaccessi-
bility caused by the Corona crisis. That is why this “test” of analysis — a prole-
gomena in the true sense of the word - is largely based on the (fortunately)
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several publications® (the one more prestigious than the other) in response to the
various themed exhibitions in the education museum, for which, all in all, we
are very grateful to the city. The rest is based on personal memories, which of
course gives the whole a subjective touch. But at the end of a career and in honor
of a good friend, this is quite alright.

The Tension between Educationalizing
and Historicizing as Reflected in the Thematic
Exhibitions

A total of twenty so-called temporary [themed] exhibitions took place at the
Ypres Museum of Education, not counting the special exhibition on the history
of primary education that took place ten years before the museum was founded.
If both of our contributions have had any effect, it is mainly in that context,
albeit only over time. Because certainly the first themes stemmed rather directly
from the personal interests and ambitions of the initiators. But to claim that
these exhibitions were insufficiently scientifically substantiated is not correct
either. As we will see in a moment, academic expertise was called upon from
the very beginning, initially in the person of the aforementioned De Vroede;
and from 1991 also structurally on the advice of the undersigned, while Frank
only became a member of the “steering committee” towards the middle of the
1990s. The reason for this was actually political. The Ypres aldermen’s college
had a homogeneous Christian-democratic composition in the early days of the
museum, and in order to satisfy the opposition (who would actually have pre-
ferred a cat museum to an education museum), Robert Barbry, the spiritus
movens of the steering committee, suggested including a professor from a non-
Catholic university. This issue became all the more urgent when, also in 1995,
the city council decided to put the available space in the Cloth Hall, in which
the education museum had previously found accommodation, entirely at the
IFF’s disposal. After all, as a new location, the former Saint Nicholas church
came into view, which of course increased the (completely unjustified) fear that
the Ypres school museum could only become an affair for “Catholics™.

But let us return to the first temporary exhibition. It was dedicated to “female
handiwork” and began in May 1990. That was also the official opening of the

6 In order to cope with the limits of space set by the editors, these publications (in Dutch) are
not referenced, but the titles are described in the text.
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Municipal Education Museum, set up in a wing of the historic Cloth Hall and ar-
chitecturally conceived from the notion of a Frobelian box of blocks. None other
than the then Minister of Education was invited to that opening: Daniel Coens,
West Fleming and Christian Democrat. Through the CVP, his political party, he
maintained good relations with the initiator Bertha Van Elslande, party colleague
and first female deputy of the province of West Flanders, responsible for culture.
She and her husband, Georges Platteau, a former teacher and former alderman
for culture of the city of Ypres, obviously of the same political leaning as his
wife, were involved in the creation of the collection, not only of the temporary
exhibition, but of the permanent one as well. In 1980, on the occasion of Bel-
gium’s 150th anniversary, it was they who had convinced the mayor, the College
of Aldermen and ultimately the entire municipal council to show some consider-
ation for the history of Belgian primary education through an exhibition in the
famous Cloth Hall (where the education museum was to be established ten years
later). After all, every Belgian city council was expected at the time to take up an
initiative as part of the country’s 150™ anniversary. And as both have told me
repeatedly, the argument by which they were able to convince the mayor to set
up that exhibition was the promise that it would not cost much . . . after all, they
had already collected a lot of material themselves. Nonetheless, through the in-
spectors Durnez and Barbry, contact was also made with the University of Leuven.
Through a publication on the internal history of Belgian primary education, they
came to me with the question of whether material could be derived from our His-
tory of Education Department — a question which, given my status at the time, I
immediately passed on to my head of department and supervisor, Professor De
Vroede, who knew how to inspire great awe in almost all of Ypres. The city’s exhi-
bition, which of course also zoomed in on local conditions, was a great success,
to such an extent that one began to dream of a permanent school museum . . . De
Vroede, who immediately seemed to want to combine the idea with some poten-
tial doctoral research on the local history of education, also played a catalyzing
role in this context. But, partly due to the financial impact, it took ten years before
that dream came true. Meanwhile, Platteau was no longer an alderman for cul-
ture, but there was also a different mayor.

The fact that female handiwork had become the theme of the opening exhi-
bition in 1990 was mainly due to the beautiful collection that Bertha had
amassed, although perhaps there was more going on there too. Would she, as a
female politician who had had to work her way up in a world that, back then,
was still almost completely male-dominated, not have experienced at first hand
just how important “equal opportunities” were? And was it therefore necessary
for her, despite sometimes very traditional and conservative views on hierarchy
and authority from a social perspective, to dwell for a moment on the silent
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witnesses of the sex-specific education of yesteryear? Or, on the other hand,
was she driven solely by nostalgia, for a world in which the Catholic Church
was literally central and “order” inevitably led to God, as on one of the sewing
threads shown, which had subsequently acquired a perpetual place in the edu-
cation museum’s personal collection? As Barbry later testified, the female
handiwork in primary schools and boarding schools was not only meant to
teach sewing, lacemaking, putting on stockings, knitting and so on, but also to
be an exercise in the love of work, order, discipline, and cleanliness.

Willingly or unwillingly, the second themed exhibition, which was orga-
nized only the following year, was also in keeping with the idea of equal oppor-
tunities, but viewed as emancipating the people. Under the impetus of this
same Barbry, it looked more closely at the phenomenon of folk literature and
thus, in a sense, complemented the very first exhibition on the history of pri-
mary education. We saw how, outside of school, Jan with his cap could have
developed more through all kinds of prints, songs, stories, newspapers, pam-
phlets, cheap novels, and the like. However, there is no comprehensive cata-
logue of this exhibition either, in which possible objectives, let alone possible
effects, were discussed.

The subsequent temporary exhibition, in 1992, was explicitly supported by
scientific research for the first time. The starting point of this exhibition, which
was entitled “Church, catechism and lace”, was Roos Herpelinck’s doctorate on
the diocese of Ypres during the three decades before the French Revolution. It
is obvious that this research was particularly interesting for local historiogra-
phy. It was therefore published in 1991 by the West Flemish Local History Asso-
ciation. The education museum even devoted an international study day to it.
The focus of the exhibition was on the renewed grip of the (Catholic) Church on
education, through the establishment of, for example, schools for the poor and
Sunday schools. One of the pioneers in this field was the Ypres clergyman Jan
Bartolomeus Van Roo, whose charitable work reached far beyond the bound-
aries of the diocese. The permanent collection rightly had some consideration
for this as well. However, possibly due to the lack of relevant sources, not all
questions of interest for educational historiography were resolved by this. Such
studies of religious life in the early modern period had little consideration for
the problems caused by the gap between educational goals and their effects.
Usually, they based themselves on the normativity of church precepts, without
much concern for the reality of everyday life. It is striking, for example, how
many times Herpelinck uses the verb “must” in describing the first statutes of
the diocese of Ypres with regard to education.

A much clearer link with the ongoing educational historiography was offered
by the 1993 theme exhibition on “The School for Life”. The concept came from
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De Vroede, who also provided the introduction to the catalogue as first pub-
lished, while its practical development was once again Barbry’s responsibility,
albeit assisted by Jan Dewilde, curator of the urban museums. De Vroede, whose
general aim was to make the link between history of education and social his-
tory, described how innovations related to economic development on the one
hand, and social issues on the other, have led to adjustments and/or innovations
in primary schools. School savings, anti-alcohol propaganda, animal protection
and consideration for economic expansion through Belgian Congo were just a
few examples of this. De Vroede concluded that the school was not expected to
carry out a social reform mission, but rather a conservative one. In contrast to
this down-to-earth observation, the “foreword” by Frans Lignel, the then alder-
man for culture (and son-in-law of the aforementioned Platteau-Van Elslande
couple), turned out to be an ode to the teacher’s “vocation”: “the Education mu-
seum in its general concept and this temporary exhibition, focused on a limited
period of time, aims to pay homage to all those who have worked to educate
their people, a basic requirement for a better future. Their inventiveness knew no
bounds. Teaching was a vocation first and a job second.” Whether everyone in
the working group subscribed to this general objective of the museum is, of
course, highly questionable. The picture of the profession outlined therein can
also be critically contested. After all, this seems to be based on an idealized vi-
sion of the past rather than on any historical reality — which, as it happens, we
also tried to demonstrate in the very same year, along with De Vroede.

Such contradictions in the discourse with which history was approached
came even more starkly to the fore in 1994, when the temporary exhibition was
about Congo, our former Belgian colony. This was clearly a much more sensi-
tive subject, since at the same time genocide was taking place in neighboring
Rwanda, a former Belgian mandated territory, in which Belgian soldiers had
also been murdered. This time the impetus for the exhibition came from myself.
As part of an ongoing research project, we wanted to show the public, on the
one hand, what education was provided by Belgians in the Congolese colony,
mainly through Catholic missions, and, on the other hand, how the colony was
discussed in our education. Hence the title: “Congo, a second Fatherland. The
Colony in Education and Education in the Colony (1908-1960)”, which also the
title of the introduction in a brochure of the same name. In anticipation of the
book to be published the following year on Belgian education in Congo, the ex-
hibition emphasized the patronizing nature of the colonial educational system.
With a nod to Lea Dasberg, the last two sentences of my introduction read as
follows: “The natives were still regarded by the average settler as servants who
did not need too much knowledge or insight. And despite the fact that thou-
sands of missionaries gave it their all, education in the colony all too often
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meant ‘raising by keeping small’. Although those words were carefully weighed
up, their critical tone still went down badly with some visitors. Even within the
steering committee, in addition to congratulations from some, I also had to
deal with some negative remarks from others about style and content. They al-
leged that I was wrong to have railed against the Catholics and against the
royal family. Fortunately, in the scientific world of educational historiography,
this was perceived in a completely different way. The exhibition did not go un-
noticed there. The Belgian-Dutch Association for the History of Education even
organized a study day on the subject.

The subsequent temporary exhibition was four years in the making. However,
this had nothing to do with the discussions above, but rather with the fact that the
decision to move the Museum of Education had been made in the autumn of 1995
and in the meantime a new location had to be found. On 13 July 1997 the museum
closed its doors in the Cloth Hall and on 16 May 1998, amidst great interest, it reop-
ened in the Saint Nicholas Church, which also happened to have much more
space to display things. Perhaps that was why the original and rather more playful
and thematic structure had to give way to a largely historical-chronological line.
Such a narrative, from the Middle Ages to the present day, with accents far beyond
the local color of Ypres, was said to be most appropriate for a wide audience. At
the same time, the working group launched a new temporary exhibition that was
just as much of a hit with the public: “War and peace in education” — an initiative
that presented itself as an educational-historical complement to the IFF that had
just opened (Figure 1). The exhibition also attracted a great deal of international
interest. In the summer of 1998, the annual ISCHE-conference was organized in
Kortrijk. The program included a collective visit to both Ypres museums, which in-
cidentally led to emotional scenes among the participants (such as the conciliatory
gesture made by Richard Aldrich and Max Liedtke in response to the search for
both their relatives, who had fought each other in the war). The catalogue, in a
more professional layout than the previous one, was again the work of Barbry,
who also wrote the introduction. The whole steering committee signed up for the
collection of the material. It is true that, at the end of the introduction, a connec-
tion was made with the idea of peace that was propagated by the IFF, but that
seemed to be a polite formula rather than an objective. The tone of the introduc-
tion was much more detached and based on historical facts on education.

This was also the case in 1999. What is more, the temporary exhibition at
the time was reconnected with ongoing research. Karl Catteeuw, who since late
1996 had been working at the “archive and documentation center for the his-
tory of education” at KU Leuven, became an assistant to the same research unit
in October 1998, tasked with writing a PhD on school wall charts. That disserta-
tion was only to be published in 2005, but this did not prevent the author from
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Figure 1: Municipal Education Museum, Ypres: Exhibition poster 1998.

presenting his research results as early as 1999. Incidentally, the year before,
Catteeuw had put together a mini-exhibition on the same subject in response to
the aforementioned ISCHE meeting on the Kortrijk campus of KU Leuven. As ex-
plained in the introduction to the once again beautifully published Ypres exhi-
bition catalogue, the wall chart was the didactical medium par excellence, with
which primary schools tried to achieve several of their pedagogical objectives
in the course of the 19" and 20™ centuries. One of them — and this was ex-
plained in detail in the exhibition — was the need to strengthen Belgium’s “na-
tional” identity through historical education. This was done using several wall
charts that denounced the centuries of “foreign domination” of the Belgians
and presented Independence, in 1830, as a redemption. There was no doubt
that there was such a thing as a Belgian identity. The confrontation with the
Romans, with Julius Caesar’s legendary description of the Belgae as the bravest
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of the Gauls as an honorary title, seemed the best proof of this. This scene was
therefore extensively depicted. It was also behind the choice of the title “Bar-
barians in the classroom”, whereby Catteeuw hurried to note that barbarians
did not refer to some inferior tribe, but had to be read in the sense of Homer,
i.e. as foreigners who spoke a different language.

It was not educationalized in any sense. Rather the reverse: the confronta-
tion with historical school wall charts gives visitors the opportunity to see how
cultural identity is a product of history, and the extent to which primary schools
have played a key role in shaping that discourse. This is something that was
probably quite necessary in times of rising populism and nationalism, not only
in Flanders but throughout Europe.

Mutatis mutandis, the same can be said of the 2000 theme exhibition. It
dealt with the history of pre-school education and bore the title: “from nursery to
preschool, or the progression of infancy in the course of the 19 and 20" centu-
ries”. This linked in with the research from both our universities, which Frank
and I not only lectured upon, but also had theses written. In our joint introduc-
tion (for another prestigious catalogue edition) we pointed out, among other
things, how the justified call for consideration for small children could also lead
to continued pedagogy, while this would not necessarily involve complete per-
sonal development. As in the past, many of the innovations, often announced
with much fanfare, were de facto aimed at little more than the socialization of
the child, through school, in contemporary patterns of expectation.

Frank Simon’s next temporary exhibition, which was not to take place for
another two years, focused on the materiality of the museum objects. It was en-
titled “engraved in the memory. Icons of primary education from the Ancien Ré-
gime until now”. There was no catalogue, but there was a well-tended “walking
guide”, which also happened to refer to the history of the museum (Figure 2). It
was developed by two students from Ghent, Bieke Quaghebeur and Loes Van-
dromme, who had worked with the steering committee as part of their intern-
ship, as well as by the aforementioned Catteeuw, an assistant in Leuven, and
now also a member of that steering committee. It is no coincidence that the
school desk was mentioned as the first of these icons. A school museum with-
out a school desk is simply unimaginable. This was why we returned later on in
more than one co-authored article to this furniture specifically designed for ed-
ucation.” On the one hand, we drew attention to the life cycle of these. In this

7 Frederik Herman, Angelo Van Gorp, Frank Simon, and Marc Depaepe, “The School Desk:
From Concept to Object,” History of Education 9, no. 1 (2011): 97-117; Marc Depaepe, Frank
Simon, Frederik Herman, and Angelo Van Gorp, “Brodskys hygienische Klappschulbank: zu
leicht fiir die schulische Mentalitdt?” Zeitschrift fiir Pddagogik 58, Beiheft (2012): 50-65; Marc
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way, the move to a school museum can be considered a kind of after-life. And
on the other hand, we kept in mind designers, patents and the chances of suc-
cess for new-fangled gear, such as Oscar Brodsky’s folding desk. This was
partly in the hope that the integration of these dimensions could also promote
a more dynamic approach to the statistical character of the benches on display
in the museum. Even though — admittedly — this was not always easy to visual-
ize. Nevertheless, that themed exhibition was founded upon scientific inspira-
tion this time too.

Figure 2: Municipal Education Museum, Ypres: Exhibition 2002.

Depaepe, Frank Simon, and Pieter Verstraete, “Valorising the Cultural Heritage of the School
Desk Through Historical Research,” in Educational Research: Material Culture and Its Repre-
sentation, ed. P. Smeyers & M. Depaepe (Cham: Springer, 2014), 13-30.
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This was also the case in 2003. Bert De Munck, now a professor of early
modern history at the University of Antwerp, was called upon for the occasion,
partly through Frank’s contacts at the Vrije Universiteit Brussel. He received his
doctorate in Brussels in 2002 for a research project on apprenticeship in the
Southern Netherlands (1500-1800), for which Hugo Soly was the supervisor
(and Frank was one of the co-supervisors). Soly therefore wrote the “foreword”
to the widely published catalogue for the temporary exhibition of 2003, for
which De Munck signed up along with Dominiek Dendooven, a scientific re-
search associate at the IFF. Its title was: “Learning through doing. Apprentice-
ship and trades in the Ancien Régime”. The idea behind it was, among other
things, to investigate the genesis of the formation of “skills” — something that
was not without significance in the debate at the time about competences ac-
quired elsewhere as an alternative to school education. This was probably why
Soly made the link with “reflections on contemporary issues, in particular re-
garding the relationships between socio-economic changes and teaching for-
mats”. Without becoming ahistorical, De Munck returned to this in detail in his
highly elaborate introduction. At the end, he subtly concluded that: “after all,
an open yet critical view of the past broadens our view of the present. Only his-
tory teaches at one stroke both how today’s reality has grown and how the im-
pression of it was created. By confronting both, we learn about the past and the
present”. Whether all the visitors — including the city’s administrators — under-
stood it like this, however, is highly questionable. When rereading this text,
which from a scientific point of view is of very high quality, but at the same
time quite a tough text, it becomes clear that De Munck used the catalogue as a
vehicle for an extensive summary of his doctorate, which in the end was not
equally appreciated by everyone. Perhaps this had already provided a breeding
ground for the aversion of certain administrators to our view that the education
museum should provide a forum for the results of scientific research. In any
case, this reprimand, often half hidden or half restrained, would come to the
surface more than once in the later debates on the future of the museum.

Be that as it may, with the 2004 temporary exhibition that problem did not
arise. For all kinds of pragmatic reasons, the steering committee opted for an
ease-of-use solution, although this did cost a relatively large amount of money.
They hired the rights of the famous French photographer Robert Doisneau and
exhibited thirty of his coastal and, by their everydayness, touching school pho-
tographs. With a rather nice title of: “Fingers full of smudges. Impressions of
school life 1930-1960”. The same trick — hiring a theme exhibition (but cheaper
this time) — was repeated three years later, in 2007. Then, under the title “Back
to school!”, the recruitment posters for the education of Herman Verbaere
(1905-1993) came into the spotlight. For the very limited catalogue, Barbry,
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chairman of the steering committee, wrote the foreword, while Karl Scheerlinck
took care of the text. The posters came from a private collection in Antwerp.

However, this had not yet brought an end to the scientifically founded
events. In 2008, the following year, Marieke Breyne (daughter of the West-
Flemish honorary governor and former mayor of Ypres), a student whose su-
pervisor was Frank, had the opportunity to present the results of her licensed
dissertation on the history of educational puppetry to the public in yet an-
other luxurious catalogue: “curtain open, mouths open. Dolls and puppetry in
education”. This included a shift in pedagogical objectives: from a highly nor-
mative tool for moral education in the first half of the 20" century to a more
differentiated whole for emotional and social development. However, it also
pointed to the often implicit moralization of new-fangled forms.

And as early in 2005, the year after the exhibition of Doisneau’s photo-
graphs — lest we forget — Karl Catteeuw had been given the opportunity to re-
turn to his now completed research on the wall charts. In nicely published
catalogue Wall Charts on all Sides. Research into School Wall Charts for Primary
Education in Belgium, he sketched a picture of their use in the classroom and
also paid attention to their construction. In this way, he fulfilled some of the
expectations that we formulated with regard to the school bench, that other
icon from educational memory.

Leuven’s doctoral research would then be the subject of three more tempo-
rary exhibitions. In 2009, when Pieter Verstraete and his supervisor Walter Hel-
linckx received a forum for their study on “the origins and development of
education for children and young people with disabilities”. In 2010, when Car-
ine Steverlynck, as a distant offshoot of her doctorate on child abuse and the
resulting publications on sexuality, drew attention to “the big secret. Dealing
with physicality and sexuality in upbringing and teaching during the 20" cen-
tury” — a theme which, by the way, could easily be linked to the scandals of
child abuse in the Catholic Church at the time - something of which Frank,
however, being far from a churchgoer himself, was certainly no major fan owing
to the potential a-historicity. Finally, in 2013, when Jan Van Wiele reported his
research on “the history of the representation of several major non-Christian reli-
gions in Belgian Catholic religious education by means of textbooks (1870-200)”.
Although this initiative was in line with the global interest in historical textbook
research, for which school museums almost everywhere were highly regarded,
the impressive footnote apparatus and the scientific language in which the ad-
mittedly relatively short introduction was made, will again have deterred more
than a layman in the matter.

This was probably not the case with the easier to digest exhibitions of theyear
before and the year after. In 2012, a literally and figuratively “cheap” exercise was
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chosen, especially some of the recent acquisitions. As a speaker, I tried to bring
some order to this chaos through our ideas regarding a yet to be refined “historical
school theory”, but unfortunately I only had one page to explain this in the very
modest walking guide that was to accompany the visitor. The underlying reason
for this lack of attention was that the Ypres city council, in view of the centennial
commemorations of the First World War that were coming up, did everything in its
power to give the IFF a new look. The museum staff had no time left to concern
themselves with the education museum.As a result, in 2014, the ultimate remedy
for a hired photo exhibition was taken: that of Annemie Van Gemert on school
uniforms.

But that was not the end of it. The focal point of the education museum
had to lie equally in the war commemoration. Immediately, we realized that
this would also be its swansong. In our joint article on the education museum,
to which we referred at the beginning, and for which, in 2014, a Spanish con-
gress on the care of educational patrimony had been the real reason,® we had
thereforemade an analysis of the strengths and weaknesses of the museum.
When the prestigious catalogue for the 2016 theme exhibition was due to be
published and we were invited to introduce it, we thought it would be a good
idea to include this text. It would be evidence of intellectual maturity, since
criticism of remembrance education, the underlying motives of which are usu-
ally misunderstood, was not spared. But that was, in a manner of speaking,
overlooked. The opposition from the city camp and the museum staff, who of
course sided with the thriving and flourishing IFF, was so great that we finally
delivered a purified version of that text, in which all possible negative allusions
to the policy had been removed. By the way, we got sick of the whole thing,
when I noticed in the proof, that the title we had proposed had been changed
in extremis, and I myself (consciously or unconsciously?) no longer appeared in
the list of editors of the book. The latter was rectified at the last minute, albeit
not in the usual alphabetical order, but there was no further response on the
former. The final title remained “to school in wartime? Belgian children going
to school, 1914-1919”, while our initial proposal had been “education is every-
where, even in wartime”. With this, we were aiming to emphasize the almost uni-
versal nature of the schooling society. Even in periods of extreme difficulties —

8 Marc Depaepe and Frank Simon, “Sobre el Futuro del Pasado de la Educacion: Museos de la
Ensefianza y su Relacion con la Historia de la Educacién — El Caso de Ypres,” in Pedagogia
Museistica. Prdcticas, Usos Didacticos e Investigacion del Patrimonio Educativo. Actas de las VI
Jornadas Cientificas de la Sociedad Espariola para el Estudio del Patrimonio Histérico Educativo
(SEPHE), ed. Ana M. Badanelli Rubio, Maria Poveda Sanz & Carmen Rodriguez Guerreo (Ma-
drid: Universidad Complutense, Facultad de Educacién, 2014), 35-43.
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such as war (but also today in the fight against the Corona crisis) — one cannot
do without the institution of school (even if that education now has to be done
digitally, this is done through the teachers who pass on the subject matter to the
pupils . . . ). This message about the persistent school processes in our culture
had apparently not been understood, as the question mark in the final title might
suggest.

Conclusion

If we look at the evolution described above from some distance, maybe we
should not be so dissatisfied after all. Ypres has given us the opportunity to
bring much of what we have researched together scientifically to a wider audi-
ence. It included the topics we were working on ourselves, with themes for doc-
toral and/or master’s students later on. Not wanting to underestimate the
audience was a conscious choice on our part. Certainly, we had made it easier
for ourselves by surfing the more popular, and therefore also more attractive
and lucrative trends of entertainment and easy consumption. For example, by
luring entire buses of elderly people to the museum and immersing them there
in the melancholy of childhood memories through active role play in “histori-
cal” education; or by giving visiting school children, often on a school trip to
the museum, an unforgettable journey into the past through the same role play.
With the obvious, underlying message “how well they have it now compared to
the past”, not only in society but also at school. After all, pedagogy is moraliz-
ing — also that of the apparently innocent school outings. And we have declined
to convey such messages, not only because they usually lead to a misuse of his-
tory, but also because they are usually very ahistorical. In that sense we may
remain to sound like a “voice in the wilderness” because we trust that those
who want to understand and interpret, can do so — at their own discretion,
without the help of specific didactic or pedagogical programs and arrange-
ments. And if we, possibly together with our involved PhD students, have
learned something through the confrontation of our so-called “too scientific”
and “too rational” attitude with the more pragmatic aspirations of the museum
management, it will be (again and again) in the field of the methodological and
theoretical self-awareness: the constant attention to the often hidden agendas
in our own discourse, also at an educational or museum level. What finally
matters to us in history, and a fortiori in its visualization in museums, can be
summed up in Spinoza’s words: we have labored carefully not to mock, lament,
or execrate human actions, but to understand them.



Like a Voice in the Wilderness = 57

Bibliography

Braster, Sjaak and Maria del Mar del Pozo Andrés. “Frank Simon: A Personal Story of Everyday
Educational Realities,” Historia y Memoria de la Educacion 8 (2018): 699-737.

Depaepe, Marc and Frank Simon. “Sources in the Making of Histories of Education: Proofs,
Arguments, and other Reasonings from the Historian’s Workplace”, in Educational
Research: Proofs, Arguments, and Other Reasonings, ed. Paul Smeyers and Marc
Depaepe, 23-39. Dordrecht: Springer, 2009.

Depaepe, Marc, Frank Simon, Frederik Herman, and Angelo Van Gorp. “Brodskys hygienische
Klappschulbank: zu leicht fiir die schulische Mentalitdt?” Zeitschrift fiir Pddagogik 58,
Beiheft (2012): 50-65.

Depaepe, Marc and Frank Simon, “Sobre el Futuro del Pasado de la Educacion: Museos de la
Ensefianza y su Relacion con la Historia de la Educacion - El Caso de Ypres,”
in Pedagogia Museistica. Prdcticas, Usos Diddcticos e Investigacion del Patrimonio
Educativo. Actas de las VI Jornadas Cientificas de la Sociedad Espafiola para el Estudio
del Patrimonio Histérico Educativo (SEPHE), edited by Ana M. Badanelli Rubio, Maria
Poveda Sanz & Carmen Rodriguez Guerreo, 35-43. Madrid: Universidad Complutense,
Facultad de Educacion, 2014.

Depaepe, Marc, Frank Simon, and Pieter Verstraete, “Valorising the Cultural Heritage of the
School Desk Through Historical Research,” in Educational Research: Material Culture and
Its Representation, edited by P. Smeyers & M. Depaepe, 13-30. Cham: Springer, 2014.

Depaepe, Marc and Frank Simon. “It’s All About Interpretation: Discourses at Work in
Education Museums. The Case of Ypres,” in Educational Research: Discourses of Change
and Change of Discourse, edited by Paul Smeyers and Marc Depaepe, 207-222. Cham:
Springer, 2016.

Depaepe, Marc. “Au bas de la liste des priorités? Quelques réflexions personnelles sur le
traitement du patrimoine scolaire en Belgique,” in Premiére rencontre francophone des
musées de I’école. Actes Rouen 2016, 65-75. Rouen: Le Musée national de I’éducation, 2018.

Herman, Frederik, Angelo Van Gorp, Frank Simon, and Marc Depaepe. “The School Desk: From
Concept to Object,” History of Education 9, no. 1 (2011): 97-117.

Nieuwenhuyse, Karel van, Frank Simon, and Marc Depaepe. “The Place of History in Teacher
Training and in Education. A Plea for an Educational Future with a History, and Future
Teachers with Historical Consciousness,” Bildungsgeschichte 5, no. 1, (2015): 57-69.

Polenghi, Simonetta and Gianfranco Bandini. “Interview with Marc Depaepe,” Espacio, Tiempo
y Educacién 3, no. 1(2016): 445-453.






Lieselot De Wilde, Bruno Vanobbergen
and Sarah Van Bouchaute

Life after the Apology: Making
the Unspeakable Visible

Abstract: If we embrace the idea that historical representations cannot simply
be true or false but should be considered as proposals to review historical reali-
ties in a certain light,' raising a multiplicity of interpretative repertoires by giv-
ing the past a place in the present through various ways is pivotal. In the
aftermath of the many formal inquiries into historical abuse, Western welfare
states should seize the opportunity to reflect on current practices and policies
while being inspired by the past, in addition to finding ways to come to terms
with the past. The major challenge for both academia and policy makers is to
make the past relevant for the present. One way to engage in this quest is by
visualizing or exhibiting the past. In order to make a questionable representa-
tion of history, we discuss the way we think about notions as ‘the past’ and ‘the
present’ in this contribution. Rather than re-presenting the past, the Museum
Dr. Guislain’s emphasises and discusses the ambiguity of remembering the
past, by mixing unique pieces with compelling anecdotes, big theories with
hidden testimonies. And bringing objects, books and arts together. In that
sense, dialogical representational practices should reside in contradictory and
constantly shifting interpretations between the researcher, the research sub-
jects, policy and practice.

Keywords: museums, memory, discourse, voice, cultural imagery

Memories in the Making

Across the world, (previously) oppressed and voiceless groups who suffered
from violence and abuse “began to assert their rights and demand acknowl-
edgement of, and apology for, their past mistreatment” during the second half
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of the twentieth century.? In this vein, the historical abuse perpetrated against
children in residential child welfare and protection services has been increas-
ingly perceived as a public concern for social justice and has become a political
priority in recent decades.? In the context of this global development, several
formal inquiries into the alleged historical abuse of children in public social
work services were commissioned in the 1980s and 1990s by authorities, includ-
ing in the USA, England, Wales, Northern Ireland, Canada and Australia.”
These public inquiries often resulted from complaints and accusations about
maltreatment, violence, and abuse made by former residents of public and pri-
vate welfare institutions. As a result, by the end of the twentieth century, giving
an official apology for historical injustice had become a widespread practice for
acknowledging the suffering of various groups of victims. The inquiries contain
important messages for social policy analysis, in that they discuss the responsi-
bility of the state as it relates to, for example, the responsibility and liability of
social work services and the Church.”

In that vein, Brooks critically observed that we have entered an “age of apol-

ogy”® since political and religious leaders across the world have begun to express

official apologies for historical injustices.” Lofstrom described this apology trend
as an “increased political mobilization and visibility of minorities and oppressed

2 Mark Gibney, The age of apology. Facing up to the past (Pennsylvania: Pennsylvania Univer-
sity Press, 2008), 3.
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groups wanting to have justice to their collective memories and experiences of
the past”.? This idea of seeking social justice for historical violence and abuses is
closely linked to the emergence of truth and reconciliation commissions, which
have grown in prevalence as mainly non-Western, post-conflict and restorative
human rights interventions that seek to repair damaged social fabric and often
“constitute an opportunity for social work to contribute to the welfare of commu-
nities recovering from violence”.” In this particular attempt to come to terms with
the failure of painful past social welfare policies and to repair human injustices
the number of apologies has continued to increase since the turn of the century.'
However, several scholars have raised questions concerning this ambition, since
it is not clear what societies are exactly apologising for and to whom the apology
is addressed, how and when an apology should be issued, what the goal of such
an apology is and how societies can proceed after the apology."’ One important
point of criticism is that an apology should never have the intent of marking the
end of public debate, but should generate discussion on how historical injustices
have meaning in present day.”” Stamato pinpoints this as what an apology could
be worth in the long run: “what seems to make public apologies matter, in the
end, is where they lead, what they generate, what happens as a result of them”.”®
Even though local authorities and societies are looking for ways to give the past a
place in the present by issuing “an official apology”, this practice potentially nul-
lifies this ambition as an apology more often than not announces the end of the
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dialogue, discontent or controversy. Consequently, in many cases, an apology
does little more than acknowledge nothing new.' In the words of Gibney, " states
and private actors now offer apologies to groups and individuals in the hope that
they can thereby “close” the memory of an incident.

States fail to translate this appeal from the past into an opportunity to re-
flect on present day social welfare issues. This refers to a key dilemma of the
post-socialist era, according to Nancy Fraser who in 1995 already pointed out
that: political activism strives for the recognition and rights of certain groups
rather than aiming for the redistribution of resources in society. We therefore
argue that this politic of apology should not only focus on what happened in
the past but should also focus on the present and the future. So, in addition to
finding ways to come to terms with the past, Western welfare states also need
to be in search of opportunities and sites to keep the memory alive, to give his-
tory a place in the present. The major challenge here, for both academia and
policy makers, is to make the past relevant for the present. As such, Ritchie em-
phasises that particularly life histories “have benefitted from a truly interactive
methodology, from which they have learned to listen to conflicting opinions
and to incorporate multiple viewpoints into their public presentations”.'® In
this way, national inquiries should search for ways to raise the historical practi-
ces under scrutiny as questionable issues rather than neutral facts, to stimulate
a reflexive process of humanisation in our societies on different levels.” For
this reason, museums are often put forward as sites in which history can be
made present by shedding light on histories hidden from history.

The current discourse in the international museum sector emphasises the
importance of debate and controversy that goes beyond finding a balance in
the different views or engage in “telling the good stories too” but courageous
engagement with the difficult narratives.!® To give voice to the hidden, non-
dominant stories. The Museum Doctor Guislain (Ghent, Belgium) has played,
since its creation in 1986 a distinct and important role in the international
scene of museums about the history of psychiatry. The museum is located in

14 Berber Bevernage, “Writing the Past Out of The Present: History and the Politics of Time in
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the buildings of an adult psychiatry. There was a great deal of resistance
against opening this piece of heritage to the public, certainly among those who
worked in mental health care. The shame they felt for the past was so strong,
their own history seemed to have some sort of taboo about it. Although the
scope of the Museum Dr. Guislain has in time gone further than the history of
psychiatry, the starting point for exhibitions and other activities has always re-
mained questioning the distinction between normal and abnormal. This chap-
ter explores the ways in which the Museum Dr. Guislain, and more specifically
the exhibition ‘Patch Places’ (Pleisterplekken) reveals voices, narratives and
data that are hidden and in doing that, rethink the museum. Drawing on first-
hand experiences of practitioners and by zooming in on this contribution we
draw attention to the significant contributions of museums in bringing about
social change.

Making Voices Heard: The Memory Discourse

On April 22, 2014, the entire Flemish Parliament apologised at the address of
all victims of historical violence and abuse in Flemish residential institutions
in the period 1930 to 1990. In an open letter the Flemish Parliament publicly
recognised the responsibility that society bears in this suffered grief. The
statement declares that it “concerns the recognition of proven physical, psy-
chological and sexual violence towards children and young people”.’ This
Flemish public apology is by no means an isolated case, as abuses in the past
have become a contemporary political issue in many countries.?® This idea of
seeking social justice for past wrongdoings is closely linked to the historical
emergence of truth and reconciliation commissions, which can be considered
as one of the most remarkable trends of the past decades in the attempt to
pursue social justice.? Although several truth and reconciliation commissions
existed previously in other developing countries, the South African Truth and
Reconciliation Commission, assembled in the mid-1990s, is often cited as the
most influential, because it brought abuses of certain individuals in the past
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to the centre of international attention.” Many authors” have referred to these re-
nowned truth and reconciliation commissions, active around the globe since the
end of the Second World War, to situate the origins of apologies for historical
abuse. The truth and reconciliation commission phenomenon is considered a non-
Western practice,* yet dealing with a painful past also became a high priority on
many political agendas in the Western world. As it became clear during the Nazi
war crime trials that the traditional legal system was lacking, the quest began for
alternative forms of seeking social justice as many other nation states in the West
became convinced about “the idea that societies should redress injustices commit-
ted long ago”.” As Bevernage asserted, “policymakers truly feel the hot breath of
the past in their neck as civil society forces them to make an official apology, give
symbolic or less symbolic reparation fees or establish truth commissions”.?®

These Western versions of the truth and reconciliation commissions are pri-
marily based on oral testimonies and promote the exploration and manifestation
of memory as an alternative form of justice.” They seem to offer an alternative,
often restorative, way of seeking social justice, by offering a compromise between
forgiveness or punishment and between forgetting or remembering.?® Thus,
these inquiries do not seek to sentence or punish the perpetrators, they instead
offer an official and public “truth-telling” about historical injustice, which is
beyond forgiveness.?’ This close collaboration between historical research and
politics is reflected within the concept of “a politic of apology™° or “a politic of
regret”.>! This concept has been framed as a global project in which regret,
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apology and redress are central as a way of taking responsibility for the past.>* All
these developments led to (previously) “voiceless” groups getting a voice through
social activists who, since the late twentieth century, started to demand attention
for those who suffered violence and inequality but did not speak up for them-
selves.” In fact, “indigenous peoples all over the world also began to assert their
rights and demand acknowledgement of, and apology for, their past mistreat-
ment”.>* By the end of the previous century giving an official apology for histori-
cal injustice, as a way to acknowledge the suffering of various groups (of victims)
had become a widespread practice.

Making Up for the Past: When Saying Sorry
Isn’t Enough

We have shown that the prevailing contemporary way to recognise or acknowl-
edge historical abuse of any kind is principally shaped through an apology. As
Skold ascertains in her overviewing article on historical abuse “the many
quotes of the different inquiries, illustrate that the content of such investiga-
tions is based on compilations of traumatic memories and the informants de-
scriptions of abuse in different countries have a great deal in common”.>
However, many different interpretations and comprehensions of “apologies”
are in circulation, much has to do with the lack of a consistent definition of the
significance, procedure and content of an official apology and the fact that this
practice is relatively new and under-exposed in scientific research. As Thomp-
son puts it: “there is no agreement on what a political apology means, whether
it is meaningful at all, when it should be offered, whether it is possible or ap-
propriate to apologize for injustice of the more distant past, whether offering
political apologies is an adequate way of dealing with injustices, and what rela-
tion they have to reparative justice”.>® As a result, most theoretical definitions
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primarily focus on what an apology may consist of. As Stamato showed: “An
apology can acknowledge that an injury or damage has occurred. It may in-
clude acceptance of responsibility for the mistake; recognize regret, humility or
remorse in the language one chooses; explain the role one has played; ask for
forgiveness; include a credible commitment to change or promise that the act
will not occur again; and often, tender some form of restitution or compensa-
tion”.’” Based on Barkan’s definition of an apology,®® Lofstrém proposed a re-
fined description for “apologising” in the context of coming to terms with the
past: “it is a process where the claimants demand recognition of the experien-
ces and memories of loss and pain that are formative of their collective identity
and their own history”.>® Here it is highlighted that apologising is actually a
process-based practice, with a clear ambition to give recognition both on a col-
lective and an individual level.*°

In line with Ignatieff, who formulated some fundamental doubts about the rec-
onciliation and healing potential of telling “the” historical truth, we plea for a
nuanced interpretation of “the past” that goes beyond the “truth logic” that is at
stake within the politics of apology.** In this vein, Butler and Drakeford stressed
that “the report is only one record of event”.** It is, however, equally important that
policymakers and researchers take a stance on tackling the failures of the social
welfare system in the past, especially on a collective level. One universal expressed
element in the collected testimonies seems to be “the need for recognition”. In the
Flemish report composed by the expert panel “recognition” is identified as “what
the victims are in need of the most”.*> The Australian report connects the need for
recognition to the notion of responsibility because: “responsibility for past abuse
and neglect and the development of measures of reparations go to the heart of the
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concerns of victims of institutional abuse”.* In Ireland the report of the Laffoy com-
mission states in this regard: “It is important for the alleviation of the effects of
childhood abuse that the State’s formal recognition of the abuse that occurred”.*®
The present-day method to recognise or acknowledge historical abuse of any kind
principally gets shaped through an apology. In other words, the outcome within
the politics of apology logic, being an official apology, is only one interpretation of
how recognition can take form, which may possibly not meet the needs or wishes
of all claimants or saying sorry is simple not enough. But more importantly for this
contribution is the fact that, by publicly apologizing for the past Western societies
as a matter of fact state that “the past” is not gone, on the contrary these societies
acknowledge that “the past” is on some level still existing in present-day. This de-
sire for presence in fact becomes most clear in the current societal attention towards
the past in the spirit of memory, remembrance and nostalgia.*® The ambiguous
presence of the past has become the last decennia one of the major contemporary
international political issues* and subsequently found its way to the research do-
main of history.

Within the traditional conception of the past, it is practically impossible for
the historiography to contribute to the quest for justice.*® According to Bevern-
age, this will only become possible if we should first leave behind the dichot-
omy between absent and present. In this way time becomes something that is
reversible.* In this conceptualisation of time, it is possible for the past to be
simultaneously present and absent,’® which leads in Bevernage’s view to a
sharper image of the ethical dimension of history. Bevernage points towards
this specific approach of history by what he calls a modern historical dis-
course.” Under the influence of various appeals by victims of historical injus-
tice and their heirs claiming that the past is not death, historians slowly began

44 The Senate Community Affairs References Committee, Forgotten Australians: A Report on
Australians who Experienced Institutional or Out-of-home Care as Children (Canberra: Common-
wealth of Australia, 2004), 171.

45 Ryan Report, Report of the Commission to Inquire into Child Abuse: Implementation Plan
(Office of the Minister for Children and Youth Affairs, Department of Health and Children, The
Stationery Office, 2009), 22.

46 Jacques Bos, “Presence als nieuw geschiedtheoretisch paradigm?”, Krisis. Tijdschrift voor
actuele filosofie 1 (2010), 11-21, 14.

47 Bevernage, “De hete adem van het verleden”, 184.

48 Bos, “Presence als nieuw geschiedtheoretisch paradigm?”.

49 Ibid.

50 Ibid.

51 Berber Bevernage, “’We Victims and Survivors Declare the Past to Be in the Present.” Time,
Historical (In)justice and the Irrevocable” (Ghent: University of Ghent, 2009).



68 —— Lieselot De Wilde, Bruno Vanobbergen and Sarah Van Bouchaute

to take the presence of the past more and more serious.’” The assumption that
the past is absent or is at a distance® from the present seemed no longer tena-
ble. But even though historians gradually became aware of the “presence phe-
nomena”, it lacked the theory of history for a long time of an appropriate
paradigm to approach the presence of the past idea.>* In recent years several
different approaches have turned up with the common project to rethink our
relation with the past, in order to make the past present again.>® In 2006, the
Dutch philosopher of history, Eeclo Runia, introduced in this respect the notion
“presence” which has first and foremost to do with the way the past can be
present in present-day.”®

In the scope of this chapter it is not possible to work out the “presence (par-
adigm)” in detail, but Eelco Runia puts forward one idea that is particularly in-
teresting for our account because we want to think about ways to make the
past relevant for the present. We want to look for a road that is not in search of
the truth and not heading towards closing the memory but one that captures
the ambiguities, opens up the dialogue and the limits of the quest for recogni-
tion. Runia puts forward the idea that it is ultimately not “meaning” we are
looking for, but “presence”. According to Runia the term “presence” can in this
way break open a classical historiographical question, the problem of continu-
ity and discontinuity.”” Through thinking about the past in terms of presence —
of the past in the present- rather than in terms of meaning we should be able to
do justice to the phenomenon of discontinuity: “In order to come to grips with
discontinuity we have to focus not on the past but on the present, not on his-
tory as what is irremediably gone, but on history as ongoing process”.”® If we
embrace the idea that historical representations cannot simply be true or false
but should be considered as proposals to review historical realities in a certain
light, raising a multiplicity of interpretative repertoires by giving the past a
place in the present through various ways is pivotal. In that sense, Lather ar-
gues for dialogical representational practices, that reside in contradictory and
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constantly shifting and changing interpretations between the researcher, the re-
search subjects, policy and practice.®°

Making the Unspeakable Visible:
Cultural Imaginary

In the aftermath of the Flemish apology and the end report of the inquiry com-
mission the exhibition ‘Patch Places: between romance and trauma’ came about.
The inquiry commission recommended in its report Choosing unambiguously for
acknowledgment® to give public recognition to the experiences of the former res-
idents. This recommendation was taken up by the Museum Dr. Guislain and re-
sulted in an exhibition about growing up in youth welfare institutions in 2014.
This Ghentian Museum questions the boundaries between normal and abnormal
by exhibiting past and present issues concerning mental health. More than thirty
years after the opening of the museum, this ambition still stands as the museum
aims to exhibit well-known as well as underreported themes and social debates.
As a result of the growing of public interest and the acknowledge the museum
earned in past years, the scope of interest of the museum also changed and be-
came broader then psychiatric and mental health related issues. In recent years
the museum put up exhibitions on (forced) adoption, addiction, psychiatric dis-
eases as anxiety and depression, Internment, and so on. In preparing this exhibi-
tion on the history of youth welfare institutions the museum worked together
with a steering committee. The steering committee of Patch Places consisted of
experts, academia, policymakers, practitioners and other interest groups, who
met on a regularly basis to explore the content of the theme, to identify sensitive
issues and to discuss the selection of visual material. The goal of the steering
committee was striving for polyphony, urging the museum to listen and to hear
different voices and perspectives concerning the often sensitive and emotional
themes they’re exploring.

For a museum on psychiatry that is housed in the buildings of an old asylum
and surrounded by a working psychiatric hospital and a school for psychiatric
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nursing, engaged voices are everywhere. There are also the voices of the visitors
of the building: a constant mix of individual museum visitors, schools, groups,
caregivers, caretakers of the hospital and their family. The plurality of all these
involved voices can be heard best concerning the permanent presentation on the
history of psychiatry. A permanent presentation of collection items can never be
endless. On the contrary, a collection is only possible by means of careful preser-
vation and by a fixed time of exposure to light. Every few years this permanent
presentation undergoes a complete shift where all these voices are heard and the
modifications are a returning point for discussion.

The process of including multiple voices is anything but easy as the conver-
sations with stakeholders and experts by experience are often emotionally
charged and the stories very divergent. They all want to see their perspectives
and interests represented and displayed in the exhibition. In this sense, raising
a multiplicity of interpretative repertoires, implies a risk of getting lost in trans-
lation with stakeholders, visitors, policy and practice while interpreting and
representing layered and ambiguous findings. Nevertheless, in the course of in-
terpreting and representing the research findings as a multiplicity of interpret-
able issues to different audiences, the museum embraces this ambiguity as an
opportunity.®? This quest is illustrated in the choice for the title of the project:
Patch Places. ‘Patch Places’ sounds warm and refers to a resting place, an inter-
mediate stop in life, but at the same time it also refers to a plaster for the
wound, the place that remains if you have severe scars. In that sense, the title
attempts to encompasses both the romance and the trauma associated with (a
stay in) child and youth welfare institutions. Juvenile institutions provide care
and protection, but can also leave deep wounds.

‘Patch Places’ showed both romantic images of children and education, the
scientific-pedagogical approach of institutions and the current attention for
youngsters and trauma. The curatorial narrative is an important recipe of the
museum. The themes of the exhibitions unfold their complexity through a more
or less historical narrative with a building up of images and theoretical frame-
works. The exhibition started with the romantic and optimistic image of children
in a family context. Unconcerned, loving, a place to call home: it showed the clas-
sic family as the ideal environment to grow up in. However, what if that family
does not at all meet the expectations that society imposes in terms of hygiene,
warmth and security. Intervention of the state then seems in place. The legislation
on child protection (1912) and youth protection (1965) made interventions possible
and sensible. “The best interest of the child” gavegovernments an argument to
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Life after the Apology: Making the Unspeakable Visible —— 71

intervene when the child is in a problematic educational situation or when the
minor themself causes problems. Youth institutions took over the idealised role of
the family and were sometimes the only solution to provide a protective educa-
tional environment. However, what if the institution also fails? ‘Patch Places’
shows the developments in the history of youth care, with attention to both the
efforts and the dark pages, the ideals as opposed to the sometimes bitter experien-
ces. The “normal” child counts as the standard, children who deviate from the
social standard are problematized, labelled and corrected. In the 1960s the opti-
mistic faith in the institution was broken. The idea of feasibility through discipline
is questioned by the broad anti-cultural movement. Schools, psychiatric institu-
tions and prisons are criticised, but also special youth care is scrutinised. There is
more attention to ‘institutional’ and other violence and abuse. The defective mate-
rial circumstances in which youth institutions ‘must’ function, are being charged.

Throughout the history of feasibility ideals and the translation in pedagogi-
cal regimes, trauma is gaining a more distinct shape through real stories and
scandals. A collective sensitivity is growing in which shame and astonishment
are strongly present. The White March during the Dutroux period (1996) and the
sexual abuse in the Catholic Church, particular for the Flemish context stirred up
sensitivity to the notion of ‘trauma’. In this context, the importance of testimo-
nies cannot be overrated. When victims are not heard or are not believed, the
impact of the trauma is intensified. The Museum Dr. Guislain has built up their
curatorial practices on the foundations laid by the famous museum director and
curator Harald Szeemann. This Swiss curator became world-wide famous for his
version of Documenta. In international exhibitions as Visionary Belgium or Grand-
father: A Pioneer Like Us, he incorporated contemporary art as well as cultural
heritage, science and popular culture into a fascinating and disturbing narrative.
The Ghentian Museum has a long history in presenting several media in an exhi-
bition. Other than focusing on the question what art is, the museum aims full
attention of visitors to the disturbing or underreported debates. By means of
paintings, historical photographs and postcards, contemporary art, film frag-
ments and original testimonies “Patch Places. Between romance and trauma”
draws a versatile image of the history of educational ideals, youth institutions
and children’s rights. “Patch Places” wanted to highlight this tension through
pedagogical paradoxes that characterise life in an institution. The exhibition
questions the obviousness of institutional problem constructions through which
people learn to accept social injustice, by which the “unquestioned” becomes
“questionable”. In that vein, as Schuyt asserts, the researcher’s interpretation
might create conflict between existing, taken-for-granted institutional and the
suggested non-institutional problem definitions since “. . . the interpreted prob-
lem constructions of the relationship between the individual and society can
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vary blatantly . . . [as] non-institutional phenomena stem from radically different
perceptions of reality, they obey quite different rules of action from those under-
lying the existing social order”.®>

This implies that knowledge claims resulting from (oral) history research
can be presented as questionable issues rather than neutral facts to stimulate a
process of humanisation, which can be read in multiple ways by the different
actors involved. To grasp the difference in interpretations or to capture the dif-
ferent visitor’s experiences, the steering committee considered it pivotal to give
visitors the opportunity to share their experiences, emotions and thoughts,
with the idea that these data in turn could inspire future research and result in
possible adjustments to the exhibition. At the end of the exhibition, visitors
had the chance to leave a (anonymous) written message. A total of 94 responses
were written down by the visitors. Most of the responses consist of short texts
about how they experienced the exhibition, but there were also six drawings
found in the book. The visitors most often reported their emotions in response to
the stories told in the exhibition. Feelings of inspiration, confrontation and inspi-
ration were described, but above all, the visitors indicated that they were “moved”
by everything they saw and heard during the tour.

The worst thing you can do to someone is that he / she has to be and remain invisible.
This is no longer necessary from now on. Thanks. Thanks also for the apologies. It all
doesn’t seem like much, but it’s super important and a start where without an apology
there is no cure.

Nine entries, as the quote above, in the book turned out to be testimonies of
children (7) who spend their childhood in residential care and the two other
testimonies were reported by former educators. In that vein, the guestbook of
‘Patch Places’ turned out to give the museum and steering committee a unique
insight in the mind of visitors.

The beginning of an ‘ending story’ if possible. Historical abuse, indeed an item that needs
to be addressed. However, it is still happening now and that is the next job. . .

The quote, from the guestbook illustrates how the exhibition on the history of
youth welfare institutions serves as a bridge between the past and the present,
with an eye on the future. In this approach, the museum recognised that “inter-
pretation should be attentive to inconsistency and ambiguities in stories rather
than assuming one story and a simple receptiveness of the audience”.®* In this

63 Kees Schuyt, Recht, Orde en Burgerlijke Ongehoorzaamheid (Amsterdam: Amsterdam Uni-
versity Press, 1972), 25.
64 Roberts, Biographical Research, 7.
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sense the museum Dr. Guislain does not look at history in terms of evolution or
progress but considers histories as a collective learning process by questioning
the ambivalent ontological status of the presence or non-absent past.

As a result, this specific history became a theme in the new presentation of
the collection of the Museum in 2019. “Patch Places” proved to be not only a
temporary exhibition, but the voices heard were included in the new perspec-
tives of the museum in Unhinged. The exhibition not only gave insight in exist-
ing but unknown archival material, institutional archives and photography that
were included in the new permanent exhibition. It also strengthened the idea
of the museum of broadening the story on institutional care outside the psychi-
atric world and including the evolution of child and youth institutes in this
presentation.

Making History: An Ongoing Process

As history cannot be considered a closed chapter, contemporary Western socie-
ties struggle with the question of how they can come to terms with their (dark)
past.®® In recent years several attempts have been made through public inqui-
ries and public apologies to “make up for the past”. However, these initiatives
mainly (1) focus on the pain suffered, (2) try to avoid making the same mistakes
again and (3) create one common story of history. If we embrace the idea that
historical representations cannot simply be true or false but should be consid-
ered as proposals to review historical realities in a certain light,®® raising a mul-
tiplicity of interpretative repertoires by giving the past a place in the present
through various ways is pivotal. As Riessman puts it, in “the ‘truths’ of narra-
tive accounts lie not in their faithful representation of a past world, but in the
shifting connections they forge between past, present, and future”.®” In our
view, in addition to finding ways to come to terms with the past, Western

65 Lieselot De Wilde, Between the Past and the Present. Government Interventions and Children
in Residential Care. A Never Ending Contested Space? The Case of the Orphanages of the City of
Ghent (Ghent: Ghent University, Faculty of Psychology and Educational Sciences, 2015); Liese-
lot De Wilde, Griet Roets, and Bruno Vanobbergen, “Challenging the Normative Truth Logic in
the Politics of Apology: A Quest for Recognition”, British Journal of Social Work 49, no. 3
(2019), 653-669.

66 Froeyman, “Frank Ankersmit and Eelco Runia”.

67 Catherine K. Riessman, “Analysis of Personal Narratives,” in The SAGE Handbook of Inter-
view Research. The Complexity of the Craft, eds. Jaber F. Gubrium and James A. Holstein (Thou-
sand Oaks: Sage, 2001), 705.
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welfare states should seize this memory momentum as an opportunity to reflect
on current practices and policies while being inspired by the past.

The major challenge for both academia and policy makers is to make the
past relevant for the present. One way to engage in this quest is by visualizing
or exhibiting the past. This entails a fundamental change in the way we com-
monly conceptualise testimonies: a shift from “the truth” to “their truths”. In
which we do not turn to memories and testimonies in search of the truth, but
attempt to capture the meaning of historical narratives today. In this way, the
Museum Dr. Guislain’s emphasises and discusses the ambiguity of remember-
ing the past, rather than re-presenting the past. The starting point of the exhibi-
tion ‘Patch Places’ therefore lies in questioning the thin line between normality
and abnormality. And who’s voices can be heard? The exhibition draws atten-
tion to the evolution and influence of power relations in care settings and tries
to grasp the many labels that are a help as well as a hindrance. It brings the
mind-body debate to the fore and shows how imagination gives perspective
and makes the unspeakable visible. Since the visiting audience in turn inter-
prets the material and the stories presented in the exhibition and gives it back
to the guestbook and the public debate. In other words, the audience puts a
mirror in front of the past which the museum tries to gain insight into through
the guestbook. In order to evaluate the exhibition in this way, but even more so
to continue working on the process that is history.
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Iveta Kestere and Arnis Strazdins

Between Nostalgia and Trauma:
Representation of Soviet Childhood
in the Museums of Latvia

Abstract: To analyse and reveal the representation of Soviet childhood in muse-
ums of Latvia, we formulated three research questions: (1) Which museum mate-
rialities in the post-Soviet space can be considered symbols of the Soviet era, i.e,
representations of childhood under the Soviet dictatorship? (2) Who and how
constructs and tells the stories of museum exhibits? (3) How do historians of edu-
cation put into perspective the stories told by materialities exhibited in the public
space? In 2019, an electronic survey was conducted in 100 Latvian museums
and, based on the list of material objects compiled and commented by 46 re-
spondents, we constructed and interpreted three Soviet-era childhood narratives,
namely: (1) the ordinary childhood represented by traditional childhood attrib-
utes; (2) the ideologized childhood represented by the symbolism of communist
youth organizations; and (3) the hidden childhood, represented by museum ex-
hibits, where a meaning that in Soviet times was understood only by the inner
circle or “insiders” is encoded. The stories of Soviet childhood in today’s public
space are mediated, firstly, through biographies of things and, secondly, through
memories, feelings and attitudes that things provoke and awaken. The museums
of Latvia are impartial in their story of Soviet childhood, and tell it emphasizing
its educational function, leaving the search for different identities, assessment
and discovery of contradictions to the visitors themselves.

Keywords: childhood, museum, materialities, Soviet Latvia

Introduction

The Soviet Union collapsed and became history overnight, and even more so, a
completely different history. Today, to understand life in the Soviet Union is as
difficult as to understand life in the 19" century, even though generations who

Note: This study is part of the project ‘Representation of Childhood at the Museums of Latvia, Inte-
grated in the E-Learning Environment of Higher Education’ (lzp—2020/2-0282).

Iveta Kestere, Arnis Strazdins, University of Latvia, Latvia

3 Open Access. © 2022 the author(s), published by De Gruyter. This work is licensed under
the Creative Commons Attribution-NonCommercial-NoDerivatives 4.0 International License.
https://doi.org/10.1515/9783110719871-004
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grew up and were educated in the Soviet Union are still very much part of
society.

The past and the present are bridged by material things, by objects around
which human relationships unfold and the individual and social ties are built
across space and time. Thus, many Soviet artefacts have started! their “new” or
“afterlife” in museums, becoming keepers and narrators of the Soviet story in
today’s public space. The museum story of Soviet childhood is not plain and
simple but complicated as it brings together and sets apart memories, emotions
and knowledge currently circulating in Latvian society, and discloses the value
of life in democracy.

The questions of our research are the following: (1) Which museums materi-
alities in the post-Soviet space can be considered symbols of the Soviet era, i.e,
representations of childhood under the Soviet dictatorship? (2) Who and how
constructs and tells the stories of museum exhibits? (3) How do historians of
education perspectivise the stories told by materialities exhibited in the public
space? In order to find answers to the raised questions, we “gave the floor” to
historians of education and museologists, museum staff and ourselves as wit-
nesses to the Soviet era.

At the end of 2019, we prepared and sent out an electronic questionnaire to
100 Latvian museums of different genres (history, art, cultural history, local
history, memorial and school museums). Several mixed-type questions were
formulated to determine what story of childhood during the Soviet dictatorship
between 1940 and 1941 and between World War II and 1991 the museums offer.
In the questionnaire, the term ‘childhood’ was understood as the stage of a per-
son’s life up to the age of maturity, i.e. 18.

It must be admitted that the responses of the museums were modest; after
sending out the questionnaire repeatedly, we received responses from 46 muse-
ums. However, the body of the respondents was diverse in terms of both, the av-
erage number of visits per year, ranging from 300 to 102,000 people, and the
geographical representation, covering the entire territory of Latvia with the larg-
est number of museum-respondents in Riga and its vicinity (32.6%). Most of the
respondents (70.0%) admitted that during the last five years their permanent or
temporary exhibitions addressed the topic of Soviet childhood. The staff of these
museums reflected on artefacts that represent Soviet childhood and shared their

1 Ivan Gaskell, “History of Things,” in Debating New Approaches to History, ed. Marek Tamm
and Peter Burke (London, New York, Oxford, New Delhi, Sydney: Bloomshury Academic,
2019), 218; Andrew Jones, “Memory and Material Culture?,” in Andrew Jones, Memory and Ma-
terial Culture:? Topics in Contemporary Archaeology (Cambridge: Cambridge University Press,
2007), 3, accessed September 30, 2020. doi:10.1017/CB09780511619229.002.
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opinion about the story, which they think these artefacts tell. We contextualised
the respondents’ answers by framing them by the educational history and muse-
ology discourse. The interpretation of Soviet childhood was inevitably condi-
tioned by our personal experience. I, Iveta Kestere, was born in Soviet Latvia and
the items that currently make up museum collections were part of my childhood.
I, Arnis Strazdins, was born in independent Latvia and work at the National His-
tory Museum of Latvia, which also has exhibits related to Soviet childhood. We
are aware of the “sin” of our subjectivity, however, as we study recent history,
we are reminded over and over again that nothing in history is neutral and that
everything is constantly negotiated. Subjectivity makes an unavoidable part of
the historical study.?

Ordinary Childhood: The School Desk

As everywhere else in the world, in the Soviet Union, children attended school.
22.2% of the materialities that represent Soviet childhood in Latvian museums
are related to education; on display there are school desks, school uniforms,
textbooks, notebooks, stationery, school bags, reports, diplomas, certificates of
merit, school tour descriptions. These exhibits confirm the above mentioned,
namely, that things, through temporal ties, establish patterns of human rela-
tions, but we want to emphasize that things also set ties between political sys-
tems. When, on September 1, 1940, Latvian pupils came to school, due to the
Soviet occupation the independent Latvian nation-state had ceased to exist and
Latvia had been included in the Soviet Empire as one of the 15 illusorily inde-
pendent Soviet Republics. In 1941, the Nazi occupation succeeded the Soviet oc-
cupation, to be replaced in 1944/1945 by the Soviet dictatorship, which would
last till 1991.

During the 20th century, we can count at least four times when the state
political system, ideology and requirements for formal education in Latvia
changed completely. While behind school windows troops succeeded troops,
tanks drove by, demonstrations took place, monuments got demolished, a differ-
ent state was built, democracy was replaced by dictatorship and dictatorship was
replaced by democracy, the classroom “preserved” its school desks, bookcases, a

2 Vita Fortunati and Elena Lamberti, “Cultural Memory: An European Perspective,” in Cultural
Memory Studies. An International and Interdisciplinary Handbook, ed. Astrid Erll and Ansgar
Niinning (Berlin, New York: Walter de Gruyter, 2008), 129; Ericka L. Tucke, “The Subject of
History: Historical Subjectivity and Historical Science,” Journal of the Philosophy of History 7
(2013): 205-229.
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blackboard and a teacher’s desk, all of which were accommodated only to re-
spective medical, hygiene and design discourses of the time.> The classroom
“landscape’s” basic function however remained untouched, and it was to create
a stable infrastructure for the educational process that would stand over time
and political systems.

The school desk is an obligatory item in the school stock of museums. Ana-
lysing the school desk as a cultural heritage, Depaepe, Simon and Verstraete
argue that the desk has become a metaphor, icon and essence of school mate-
rial culture.* The school desk is, as Jones maintains, “knitting societies to-
gether” — children of all nationalities, social groups and genders have to take
their seats at classroom desks.

Although the school desk “comes” to museums from the Soviet times, it has
no stamp of political ideology. It is an accommodating exhibit, as it symbolizes
the reality of the school that exists across ages, generations and borders. The
school desk is familiar to everyone. A metonymy for school practice, the school
desk is also an accommodating exhibit, as it provides substance for a broad, var-
ied and personalized interpretation. It can evoke “nostalgic images of the past
engraved in the collective memory,”® that in turn becomes a great tool for Fou-
cault’s followers to illustrate disciplining and normalization experienced at school.
Visitors are attracted to the school desk, it does not leave anyone indifferent, and
it can also be used in museum activities, infusing this object with vitality and dy-
namism. Here the Latvian saying “sit at the school desk again” can be understood
both figuratively, as starting to acquire new knowledge, and directly, as taking a
place at a desk and thus virtually returning to school to “the good old days,” and
lingering in the memories of one’s youth and childhood.’

And yet, the school desk can be touched! It is such a solid exhibit that it can-
not be damaged by a visitor’s touch. More than that, it can be “bodily sensed” by

3 Frederik Herman, Angelo Van Gorp, Frank Simon and Marc Depaepe, “The School Desk:
From Concept to Object,” History of Education: Journal of the History of Education Society 40
no.1 (2011): 97-117.

4 Marc Depaepe, Frank Simon and Pieter Verstraete, “Valorising the Cultural Heritage of the
School Desk Through Historical Research,” in Educational Research: Material Culture and Its
Representation, ed. Paul Smeyers and Marc Depaepe (Cham/Heidelberg/New York/Dordrecht
& London: Springer, 2014), 1, 8.

5 Jones, “Memory and Material Culture?” 6.

6 Depaepe, Simon and Verstraete, “Valorising the Cultural Heritage,” 7.

7 See Marc Depaepe and Frank Simon, “Sources in the Making of Histories of Education:
Proofs, Arguments, and Other Reasonings from the Historian’s Workplace,” in Educational Re-
search: Proofs, Arguments, and Other Reasonings, ed. Paul Smeyers and Marc Depaepe (Dor-
drecht: Springer, 2009), 10.
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taking the usual position at the desk, the position our body remembers so well
from all those years at school. The school desk perfectly satisfies a specific need
arising in museums, the need named by Gaskell as “the sense of touch.”® Appar-
ently, “[p]eople generally want to touch the things they are examining. . . . Some
items are seemingly irresistible.”®

However, it must be acknowledged that observing the use of the school
desk in museum practice leads to the conclusion that museum staff, who are
usually so creative in their expressions, suddenly lose their imagination and
fall into the trap of stereotypes and simplified representation of schooling. By
and large, the researchers of the school desk biography maintain that the
school desk is predominantly depicted and understood as “a piece of furniture
to sit and work at.”'® Other functions of the school desk are forgotten, such as
the school desk as an object of design, production and sales, as gymnastic
equipment' and the common “place of residence” of two (usually) pupils in
the classroom, where the dramas of their relationship evolve.

However, in one way or another, the school desk can offer a lesson in his-
tory, and this educational function of the museum is so passionately defended
by our respondents, with 28.0% of them admitting that they want to “show
modern youth objects those have never seen” or give material for comparing
Soviet childhood with the childhood of today. Thus, in Latvia, too, “museum
visiting is primarily about learning,”'? which is most often understood as an il-
lustration of historical facts taught at school through materialities of schooling.
Museum exhibits make history material and offer various methodologies for its
learning. The museum allows us to learn historical narratives in a more relaxed
atmosphere. Museum environment is not subject to strict rules as schools are,
so learning takes place there as if unconsciously,’® which is a positive aspect.
Exhibited in museums, the school desk of the Soviet era is politically neutral,
and can be easily woven in a childhood story that suits any taste and political
belief.

8 Ivan Gaskell, “The Life of Things,” in The International Handbook of Museum Studies: Mu-
seum Media, ed. Sharon Macdonald and Helen Rees Leahy (Oxford: John Wiley, 2015), 10.

9 Gaskell, “The Life of Things,” 12.

10 Frederik Herman, “Iconography and Materiality,” in Handbook of Historical Studies in Edu-
cation. Debates, Tensions, and Directions, ed. Tanya Fitzgerald (Singapore: Springer, 2020), 331.
11 Herman, Van Gorp, Simon and Depaepe, “The School Desk,” 98-99; Herman, “Iconogra-
phy,” 331.

12 Laurajane Smith, “Theorizing Museum and Heritage Visiting,” in The International Hand-
books of Museum Studies: Museum Theory, 1°* edition, ed. Andrea Witcomb and Kylie Message
(Oxford: John Wiley & Sons, 2015), 461.

13 Smith, “Theorizing Museum,” 462.
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Ideologized Childhood: The Red Scarf

17.5% of the exhibits representing Soviet childhood consist of items related to
the communist children’s and youth organizations “Little Octobrists”, “Vladi-
mir Lenin All-Union Young Pioneer Organization” (Young Pioneers) and the
“All-Union Leninist Young Communist League” (Komsomol).

In 1940, immediately after the Soviet occupation of Latvia, there began the
formation of Young Pioneer and Komsomol organizations, which were first cre-
ated by the Bolsheviks in Soviet Russia in the 1920s and pronounced incubators
for new generations of communists. Unofficially, Young Pioneers’ activities fol-
lowed the example of boy-scouts, with the only differences being that both girl
and boy pioneers worked together, and the pioneer movement participated in
propagating the state ideology.

If before World War II in Soviet Latvia only a small number of children
agreed to become Pioneers, then after the war the organization already acted
on a large scale, and it became self-evident that every Latvian pupil was either
a Young Pioneer or a young communist. Non-applying to the communist youth
organizations as a form of protest or non-admission there as a punishment for
bad behaviour and/or poor performance meant serious difficulties on the path
to education and in building a career. Soviet childhood was closely “tied” to
Young Pioneers and Komsomol, they were an integral part of Soviet childhood,
and therefore their rich symbolism can be found in the exposition or collection
of every museum containing a special story of the life of Soviet children. Muse-
um’s collections store such items as pioneer scarves, horns, drums, pioneer
dress uniform, young communist badges, organization flags, and documenta-
tion of pioneer groups. Photographs depict the admission to Octobrists and
Young Pioneers, audio recordings feature stories about life in pioneer camps
and pioneer songs.

The most common museum exhibit, which can be called a cliché of the life
of Soviet children, is the red pioneer scarf. This scarf was tied around the neck
of every Soviet pupil at the age of 10, and it had to be worn at school until the
age of 14, up to the admission to the Komsomol. Day by day, the red scarf dem-
onstrated belonging to the Pioneers and reminded of the fundamental ideas of
this organization: “Every Pioneer wears a part of the red flag — the red scarf -
around their neck. . . . The red scarf symbolizes the succession and unity of the

14 Irena Stonkuviene, Maria Tilk, and Iveta Kestere, “Children and Youth Organizations,” in
History of Pedagogy and Educational Sciences in the Baltic Countries from 1940 to 1990: an
Overview, ed. Iveta Kestere and Aida Kraze (Riga: RaKa, 2013), 113.
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three generations — Pioneers, Komsomol and communists . . . It obliges every
Pioneer to defend and continue communist struggle and labour, to faithfully
fulfil the precepts of Vladimir Ilyich Lenin, to be fearless and courageous patri-
ots of their homeland.”"

The rules of communist youth organizations were the same across the vast
and diverse Soviet Union. Similar ideologized youth organizations operated in
other countries of the Soviet bloc, for example, in East Germany, Czechoslova-
kia, Bulgaria, Poland, etc. Everyone regardless of nationality, gender or social
affiliation was admitted to the Pioneers. Therefore, similarly to the school desk,
the canonized Pioneer scarf exhibited in the museum has a unique unifying
function — it is not only a part of local history, it is a comprehensible symbol for
several generations that grew up in Eastern Europe. The red scarf wakes up
memories, and Soviet childhood becomes a special “place” that unites those
who lived there and who still remember the silk of the scarf sliding through
their fingers and a precise, square knot it had to be tied into. The common
“sense of touch” contributes to building one more imagined community in An-
derson’s terms.'®

However, even if the land of Soviet childhood is one, attitudes towards it in
the post-Soviet space are different. There is no unchallenged representation of
the collective past, and one memory discourse always excludes others.!” Interpre-
tations of the Soviet era cover a wide range, from traumatically negative to nos-
talgically romantic, which is well revealed in the answers of our respondents.

Nearly a quarter of respondents (24.6%) admit that museum expositions
show the ideologization of Soviet childhood and assess it negatively: “shame
for unconditional submission” and “negative memories of discipline in Pioneer
camps.” However, some respondents extensively described positive aspects of
Soviet childhood, which were mentioned in 19.7% of the responses. Peeling off
the ideology and humble conditions of life, the respondents admit that in com-
munist youth organizations children learned to help the elderly, spent their
free time usefully, had fun, their childhood was interesting, full of romance
and adventure. Children learned companionship, helpfulness, a sense of re-
sponsibility, and respect. Both at school and home children were taught to take

15 Janis Bérzins, Ausma Spona, and Olga Treskina, Pionieru celvedis [Pioneer Guide] (Riga:
Zvaigzne, 1989), 54.

16 See Craig Calhoun, “The Importance of Imaged Communities — and Benedict Anderson,”
Annual Review 1 (2016): 11-16.

17 Andreas Langenohl, “Memory in Post-Authoritarian Societies,” in Cultural Memory Studies:
An International and Interdisciplinary Handbook, ed. Astrid Erll and Ansgar Niinning (Berlin:
De Gruyter, 2008), 171.
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learning and work seriously. Even discipline, negatively assessed by other re-
spondents, is acknowledged by one person as a benefit of youth organizations,
whereas another respondent believes that today “it is necessary to speak more
about the positive impact of Soviet children’s organizations on society.”

The continuous presence and popularity of the attributes of communist
youth organizations, including the red scarf, are paradoxical. These objects are
not “dead.” On the contrary, through their popularity in museums, in post-
Soviet society these things have been reborn and continue to be active. They
have become objects of conflicting interpretations demonstrating different atti-
tudes to dictatorship and, therefore, democracy: positive assessment of the So-
viet era is often a protest against the “chaos” allegedly created by democracy,
the chaos being contrasted to order and predictability of the Soviet times.*®

Hidden Childhood: The Baiba Doll

As elsewhere in the world, in the Soviet Union children played. Therefore, it is
not surprising that in museums, toys most often represent Soviet childhood
and account for 26.3% of all exhibited artifacts of the period. Museum collec-
tions include dolls, toy cars and trains, board games, rubber bands used for
play and inflatable toys. Among these traditional attributes of childhood also
Baiba the doll lives, an integral and a very special part of Soviet Latvian child-
hood. The doll is given a popular Latvian female name, it has a child’s face,
blue eyes and long braided light hair. Baiba is dressed in a Latvian folk cos-
tume. The doll was mass-produced by the Latvian factory of electrical and me-
chanical household appliances, hardware and toys ‘Straume’.

Baiba’s life however was far from ordinary and simple as she was not taken
from top shelves of stores to be given for children’s daily play, but was pre-
sented as a special gift at weddings, anniversaries, celebrating newborns and
other important events. Once Baiba reached her owners, she was placed on a
shelf behind the glass or seated on sofa pillows and became an object of little
Latvian girls’ (including me, Iveta) yearning, the girls growing up in humble
circumstances and experiencing shortages of goods. Baiba was not for play,
she was for decoration. This special function of the doll was determined by sev-
eral circumstances. First, the doll was expensive — it cost 11 rubles. Secondly,

18 Iveta Kestere and Tana Lace, “Padomju skola: ieskats tas raksturojuma un vért&jumos”
[The Soviet School: Its Characteristics and Evaluations]. Pedagogija. Latvijas Universitates rak-
sti [Pedagogy. Proceedings of the University of Latvia] 670 (2004): 34—42.
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Baiba was dressed in a Latvian folk costume, which traditionally served to dem-
onstrate visual belonging to the ethnic community of Latvians. In the 20 cen-
tury the use of folk costumes was widespread in Latvian life: they were worn at
festivals and sometimes at school graduations; choirs sang and dance groups
performed in folk costumes; concerts, family celebrations and weddings were
attended wearing folk dress. The “life” of Latvian folk costume in the public
space of Soviet Latvia was an important manifestation of ethnic identity di-
rected against the inclusion of Latvians in the impersonal mass of Soviet peo-
ple, the protest not really detected by Soviet censorship. In the eyes of the
Soviet elite, Latvian folk costume was only a gorgeous ornament, which task
was “to serve cosmetically to beautify aspects of power.”’® Latvians, on the
other hand, had grown up with a history of folk costume which was passed
down from generation to generation in their families. Since the Middle Ages na-
tional dress had been a proof of belonging to the lowest social strata — Latvians,
who were mostly peasants. Latvian folk costume was not worn by gentry, who
had never lacked in the land of Latvia. Consequently, Latvian folk costume be-
came a code of belonging, a solidarity symbol of the “inner circle,” which out-
siders saw but did not apperceive.

Thus, Baiba, a beautifully dressed, clean and tidy daughter of Latvian peo-
ple in the form of a doll, had become a hidden symbol of national belonging, a
paragon of what “we”, i.e. Latvians, had to be. A romanticized symbol of the
past, Baiba was deprived of the doll’s ordinary life and was not to be loved, em-
barrassed, changed into other clothes. The doll acquired a different identity: it
was not a toy but a symbol through which children “learned the nation” with
the teaching strategies described by Silova and Tréhler.?® By the way, the Baiba
doll is still made by hand in Latvia, and today its price is 200 euros, which
could be considered almost the same as 11 rubles in Soviet times.

The discourse of hidden childhood is revealed by a small group of our re-
spondents (9.8%) who believe that exhibits of Soviet childhood in their museums
have a deeper meaning, that is, those objects demonstrate a strategy of preserv-
ing national identity and covert resistance under the authoritarian regime. For
example, several respondents mention the Song and Dance Festival, which has

19 James C. Scott, Domination and the Arts of Resistance (New Haven and London: Yale Uni-
versity Press, 1990), 52.

20 Iveta Silova, “Lessons in Everyday Nationhood: Childhood Memories of ‘Breaching’ the
Nation,” Children’s Geographies (2019): 1-13, accessed August 28, 2020, doi: 10.1080/
14733285.2019.16184440; Daniel Trohler, “National Literacies, or Modern Education and the
Art of Fabricating National Minds,” Journal of Curriculum Studies 52, no.5 (2020): 1-16, accessed
August 28, 2020, doi: 10.1080/00220272.2020.1786727.
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been held in Latvia since 1873 and has been gathering choirs from all over the
country to sing Latvian songs. In the Soviet Union, Latvian and Estonian Song
and Dance Festivals were allowed, but their repertoire was strictly censored and
supplemented with Soviet propagandistic songs. However, the discourse of the
oppressors always leaves a small space for the oppressed to express their inter-
ests,” and Latvian songs, recognized as “innocent” by the Soviet authorities, had
a meaning that was understandable only to “insiders.” Commenting on the par-
ticipation of young people in the Song and Dance Festival, respondents point out
that “there were songs that students sang with special pleasure . . . The festival
brought up the singers who created the Singing Revolution.” The Singing Revolu-
tion is the name of the liberation movement from the Soviet dictatorship. The re-
spondents emphasize the preservation of Latvian folk traditions “despite Soviet
ideology and prohibitions” and admit that the message they want to send
through their museum exposition to the public space is of “outwardly inclusion
in the system and internal protest.”

Returning to Baiba, the unusual Soviet doll, it must be said that her life
continues with dignity. From the shelves of the closet, clean and well kept, she
has come to museums to represent a common doll of her time. Its secret story
may be told by those who grew up in the public space of Soviet ideology and
the private one of “their own.” Without “the supporting message”* of its life
story, Baiba is a beautiful but ordinary doll.

Conclusions and Discussion

Based on the list of material objects submitted and commented by the respond-
ents, we constructed and interpreted three childhood narratives of the Soviet
era in museums of Latvia, namely: (1) the ordinary childhood, represented by
traditional childhood attributes such as school items and toys; (2) the ideolo-
gized childhood represented by the symbolism of communist youth organiza-
tions; and (3) the hidden childhood, represented by museum exhibits, where a
meaning that in Soviet times was understood only by the inner circle or “in-
siders” is encoded. In museums, these three Soviet childhood narratives are
constructed and conveyed, first, by biographies of objects and, second, by
memories, with close interaction of the two.

21 Scott, Domination, 18.
22 Depaepe and Simon, “Sources in the Making of Histories,” 11.
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Each museum exhibit raises a question, namely, where does the artifact
come from and who made it? What has been its career so far?”®> The biography
of things, like human life, can be very diverse; it can tell us about economies
and technologies of the era, various uses of things, political context and the so-
cial position of the owner, political, social and cultural networks in which the
objects are usually employed.** The biography of the thing is closely linked to
the place where it was created and through which it has travelled. In museums,
things are “framed,”” meaning that they are situated and defined in specific
time and space. At the same time, people ascribe different meaning to things at
different times and in different places.?

It is the Soviet political context that divides today’s representations of So-
viet childhood in museums into two categories. The first are those artifacts
which biographies continue in today’s world with adjustments brought by the
demands of science, fashion, and technology of the age, for example, school
desks and other teaching accessories, toys. In their turn, the artifacts belonging
to Soviet ideology have ended their “real,” originally assigned to them careers,
but they continue to live as memory triggers. Objects from the lost, nowhere
land retain their meaning and specific “power” in museums and constantly re-
define it through knowledge and attitudes towards the Soviet era kept in the
memory of different, often controversial, communities and expressed in the
public space. Museum visitors make sense of the life of things, and things ob-
tain and constantly change their immaterial aspects.”” Things are objects “to
think with.”*®

In museums, individual things become communal, unimportant — important.
Artifacts of the Soviet era childhood are not unique; as witnesses to recent history,
they can be found in modern homes, they are still around us, but the museum

23 Igor Kopytoff, “The Cultural Biography of Things: Commoditization as Process,” in The So-
cial Life of Things: Commodities in Cultural Perspective, ed. Arjun Appadurai (Cambridge: Cam-
bridge University Press, 1986), 66.

24 Gaskell, “History of Things,” 222-224; Gaskell, “The Life of Things,” 17; Kopytoff, “The Cul-
tural Biography of Things,” 68; Inés Dussel and Karin Priem, “The Visual in Histories of Edu-
cation: A Reappraisal,” Paedagiogica Historica 53, no. 6 (2017): 643—645; Sharon J. Macdonald,
“Museums, National, Postnational and Transcultural Identities,” Museum and Society 1, no. 1
(2003): 9; Tracy Ireland and Jane Lydon, “Rethinking Materiality, Memory and Identity,” Pub-
lic History Review 23 (2016): 2, accessed September 12, 2020, doi: 10.5130/phrj.v23i0.5333.

25 Antonio Novoa, Remembering or Imagining? (2004), accessed September 12, 2020, http://
hdl.handle.net/10451/672, 3.

26 Ivan Gaskell, “History of Things,” 221.

27 Gaskell, “History of Things,” 221; Gaskell, “The Life of Things,” 3.

28 Dussel and Priem, “The Visual,” 646.
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keeps questioning and changing their meanings. In museums, through the memo-
ries of visitors, including those kept by body and senses, this “army of actors,”*
namely, things begin to live a new, vital, and diverse life, disclosing unforeseen
potentials and abilities.>® These are various flashbacks experienced in museums
that bring exhibits to life (and power!), as they need to be discussed, commented
and explained, and it raises eternal questions — which story and whose story? Ex-
hibits are subject to multiple interpretations and contested narratives.>® “Past
things make up the world,”** they can mediate relations and they still make an im-
pact on our lives,” rising different memories, attitudes, and emotions such as nos-
talgia, pain, anger, disgust, sympathy, and joy.>*

The ability to remember, commemorate and feel through artifacts allows us
to shape our own story, thus forming identities, solidarities, boundaries and re-
lationships, creating diverse, specific communities® based on gender, class,
and ethnicity.?® To the list we can add a community of memories created by a
common past under a political regime.

On the one hand, in their “land” of the past, the community of Soviet chil-
dren is lonely. That time is difficult to explain to next generations and to those
who have grown up in another, democratic society. Shared memories and loneli-
ness create a sense of community and solidarity. On the other hand, shared
memories and a sense of touch have not produced a homogeneous, “general”
community with Soviet childhood but a grouping full of contradictions. The dis-
agreement centres on the evaluation of the Soviet era, thus, also demonstrating
attitudes toward democratic and authoritarian processes in contemporary world.

In most Latvian museums, the story of Soviet childhood is told neutrally.
The “land” of Soviet childhood is nostalgic, educational, unifying and inclu-
sive, leaving the search for different identities, assessment and discovery of
contradictions to visitors themselves.

29 Bjgrnar Olsen, “Comment,” in Debating New Approaches to History, ed. Marek Tamm and
Peter Burke (London, New York, Oxford, New Delhi, Sydney: Bloomsbury Academic, 2019), 236.
30 Ibid., 238.

31 Novoa, Remembering or Imagining, 1.

32 Olsen, “Comment,” 238.

33 Ibid., 238.

34 Dussel and Priem, “The Visual,” 645.

35 Calhoun, “The Importance of Imaged Communities,” 14.

36 Smith, “Theorizing Museum,” 460, 463.
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Antonio Vifao Frago

Public History between the Scylla

of Academic History and the Charybdis
of History as a Show: A Personal

and Institutional Experience

Abstract: This text constitutes a personal reflection on the practice of public
history during the last thirty years in a specific academic-institutional and so-
cial context: that of a region — Murcia — located in Southeast Spain. After some
general considerations on the nature of public history and the tension gener-
ated by its intermediate status between the academic world and the world of
entertainment, some individual activities by public historians carried out from
the academic world are presented, as well as two collaborative ones made be-
tween 2004 and 2020: the Virtual Museum of History of Education (MUVHE)
and the Center for Studies on Educational Memory (CEME) of the University of
Murcia. Additionally, a collective activity has been carried out annually since
2015 from the union teaching field entitled “An Education for the 21°' Century.
Views from the Sciences and the Arts”. The final reflections deal, from this dou-
ble experience, with some of the questions posed to academic historians by the
practice of public history.

Keywords: public history, educational museums, school memory, centro de es-
tudios sobre la memoria educativa (CEME), museo virtual de historia de la educa-
cion (MUVHE)

Introduction

“Until I heard the phrase ‘public historian’, I hadn’t realized I’d been doing it
all my life. Now I've got a label”.! Despite my being an already-retired academic
historian, I feel that I can appropriate this phrase, which Liddington attributed
to all those who, without being academic historians, work in some way with

1 Jill Liddington, “What is Public History? Publics and Their Pasts, Meanings and Practices”,
Oral History 30, no. 1 (2002): 84.
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the past and at a certain point realize that there is something that historians
call Public History. In the same way, we could apply to the Spanish case —
within the realm of history in general and the history of education in particu-
lar — the subtitle given to an article by Noiret about the discipline’s practice in
Italy: “No longer a field without a name”.? I can finally, after all these years,
put a name to these activities — mine and those of my colleagues — that involve
practicing history outside of the “ivory tower” of academia, or at least present-
ing and sharing it, under different guises, to broad swaths of the public and in
collaboration with a variety of social groups.’

Within Sayer’s double characterization of public history as “the communica-
tion of history to a wider public or the engagement of the public in the practice
and production of history”,* most of my own activity as a public historian aligns
more neatly with the former description — communicating about history with the
public outside of the academic setting — than with the second, that of practicing
and producing history together with certain social groups. Perhaps for this rea-
son, as well as the fact that I was born in 1943, I have always been more of a
“historian working with the digital” than a “digital historian”.> However, given
that “public historians are currently the most auto-reflexive that they have been
in the profession’s history”,® and that there is a broad diversity of national and
sectorial traditions in this field,” I believe that the auto-reflection about my expe-
rience as a public historian in which I am going to engage here may be of interest
as we reevaluate the role and the identity of the historian in society, the practice
of history and the uses we make of the past. I would hope that it could at least
lead us to reflect upon matters such as: veracity and evidence in history; shared

authority and collaborative practice; historians’ commitment and activism; and

2 Serge Noiret, “An Overview of Public History in Italy: No Longer a Field without a Name”,
International Public History 2, no. 1 (2019), 1.

3 James B Gardner and Paula Hamilton, “The Past and Future of Public History. Development
and Changes”, in The Oxford Handbook of Public History, eds. James B. Gardner and Paula
Hamilton (Oxford: Oxford University Press, 2017), 2.

4 Faye Sayer, Public History: A Practical Guide (London: Bloomsbury Academic, 2019, 2nd edi-
tion), 6.

5 Serge Noiret, “Historia digital e historia ptblica”, in Juan Andrés Bresciano and Tiago Gil
(eds.), La historiografia ante el giro digital: reflexiones teéricas y prdcticas metodolégicas (Mon-
tevideo: Ediciones Cruz Del Sur, 2015), 73.

6 Paul Ashton y Meg Foster, “Public Histories”, in Sasha Handley, Rohan McWilliam and
Lucy Noakes, New Directions in Social and Cultural History (London: Bloomsbury Academic,
2018), 160.

7 Thomas Cauvin, “El surgimiento de la historia pablica: una perspectiva internacional”, Historia
Critica 68 (2018): 3-26, and Gardner and Hamilton, “The Past and Future of Public History”, 1-2.
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especially, the tensions that rise to the surface in public history between educa-
tion and consumerist entertainment and between academic history and history
as a show.

Academic History, Public History and History
as a Show

The genesis and consolidation of public history is linked to a series of critiques
of academic history. For public historians, whether or not they work in the do-
main of academic history, the latter exists in an ivory tower, where it is content
to stare at its own belly button and ignore the historical work posed by the de-
mands of marginalized and colonized groups whose accounts of the past have
been silenced by the academic world. What’s more, academic history only
shares its products with its own peers. Its work has “more footnotes than read-
ers: but no matter”.® And yet, we are told, the past as history is a social con-
struction, one in which the professional historian is just another element. All
societies recreate their past and create collective memories, and if the academic
historian alluded to turns inward, retreating into himself, not only will he end
up isolated and disconnected from the process of (re)constructing a social and
historical memory; he will lose social relevance. Conclusion: the historian
needs to go outside and face his or her task with these collective memories and
recreations of the past.

Nor is there any lack, on the part of academic history, of criticism and ad-
monitions about the perils of public history. Those who practice public history —
we are warned — fail to maintain the necessary critical distance regarding the
social uses made of history. They fall victim to presentism. They are more con-
cerned with the funding linked to commemorations and fashions than with the
demands of historical production itself, more attentive to the ways in which
they can show, sell and publicize the product than to the content of the product
and how it is produced. The medium and the audience condition the message.
Liddington remarks that “some American academics remain cynical about pub-
lic history, seeing it as a dumbing-down or as opportunistic”. And this despite
the fact that, as he affirms, “the public history movement does provide excel-

lent examples of creative practitioner-academic collaboration”.’

8 Liddington, “What is Public History”, 90.
9 Ibid., 86.
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The reality is a bit more complex. Among the fields in which one can engage
in public history activity, its practitioners include, of course, traditional endeav-
ours such as oral dissemination or written accounts pertaining to the academic
realm — conferences, texts published in journals or in the daily press, exhibi-
tions, interviews aired on radio or television, etc. But there are more novel forms
of involvement in public history: as advisor for films and documentaries where
more and more we find an intermingling of past and fiction, of historical images
and imaginary representations of the past; or when we work for public entities,
such as in judicial cases or in advising on possible changes of street names, for
example; or for private entities, whether in the domain of a family, a business or
of specific social groups or communities. These myriad enterprises are accompa-
nied nowadays by a vast digital world comprised of websites, blogs, apps, fo-
rums, museums, on-line exhibitions, social networks and platforms that allow
varying degrees of interactive and/or creative collaboration by users. And finally,
there is the extensive field having to do with all aspects of cultural heritage and
touristic patrimony which includes everything from historical settings to theme
parks or to the creation of interactive museums.

As if this weren’t enough, the public historian must never lose sight of the
fact that the digital medium is by nature vulnerable to narcissism — of those who
are only interested in telling “their” story — and that in every society there are
taboo subjects, the “difficult past”'® that people would rather not speak about,
as well as controversial ways of approaching certain topics. The past is continu-
ally recreating itself and constructing itself. It constitutes a non-place of strug-
gles, negotiations and confrontations, where proposals, questions and answers —
as well as silences — impose themselves upon one another; it is into this amal-
gam that the professional historian — for material reasons or out of pure vocation —
ventures, as a balanced mediator, as a filter, as an expert or as a committed activ-
ist. In one way or another this historian will have to bear in mind that each society
not only recreates its past but that each “present” of this past harbors its own be-
liefs, myths, invented traditions and hoaxes, which are passed on as historical
truths, and that these beliefs, myths, traditions and hoaxes reflect and help to
propagate certain social relationships ultimately linked to issues of domination
and identity, i.e., to social inclusion and exclusion.

If we agree that “what is in play is the debate about our memory in which a
broad range of actors with different interests is going to participate” then it all
comes down to determining whether “our current challenge” as historians
should include - or not — “reminding people of that which society would prefer

10 Thomas Cauvin, Public History: A Textbook of Practice (New York: Routledge, 2016), 222.
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they just forgot”." Or, taking it one step further: if we ought to perform a histor-
ical revision of all of the different beliefs and “suspicious truths” from our
past.’? The problem arises when, as we shall see, it is the people themselves, or
a great many of them, who prefer to forget or would prefer to stick with a com-
fortable past more to their liking. Here I would like to offer two concrete exam-
ples of recreations of the past. One, very popular with the public, involved a
theme park, while the other focused on the traditional festivities of one of
Spain’s autonomous regions. Both initiatives relied on the advice and/or silence
of academic historians.

Puy du Fou is a theme park in the outskirts of Toledo that in August 2019
presented a 90-minute audiovisual show on the history of Spain starting with
King Recaredo’s conversion to Catholicism in 589 and culminating in the begin-
ning of the Spanish Civil War in 1936 - this last event summarized in the space
of a Tweet: “a struggle of brother against brother”. The production featured
“nearly 200 actors recreating some 2,000 characters decked out in 1,200 histori-
cal outfits on a set of 3,900 square meters with 30 galloping horses and water
spewed from 60 dispensers.” Naturally, the organizers assert that “they are not
historians” and that they simply hope that “people will come away with a
sense of pride about their ancestors.” The fact that two academic historians
should remark, after seeing the spectacle, that the account is full of “stereo-
types” and that “history and legend are mixed together” is not likely to concern
the show’s four thousand spectators.”® Especially taking into account the fact
that, as had been announced beforehand in an economic-business journal, it
had received oversight from the Royal Academy of Fine Arts and Science of To-
ledo and had been sponsored by the Castilla-La Mancha Council of Economy,
Business and Employment and by the Municipal Government of Toledo as well
as the Federation of Businessmen and the city’s hotel and crafts associations.
The debut took place in the presence of a variety of political figures.

11 Amada Carolina Pérez Benavides and Sebastidn Vargas Alvarez, “Historia ptiblica e inves-

tigacion colaborativa: Perspectivas y experiencias para la coyuntura actual colombiana”,

Anuario Colombiano de Historia Social y de la Cultura 46, no.1 (2019), 326-327.

12 Raimundo Cuesta, Verdades sospechosas. Religion, historia y capitalismo (Madrid: Vision

libros, 2019).

13 Manuel Morales, “Espafa contada a través de fuegos artificiales y danzas,” El Pais, Sep-

tember 1, 2019, 37.

14 Ana Delgado, “Puy de Fou convierte a Toledo en el epicentro cultural de Espafia”, El Eco-

nomista, September 1, 2019, accessed June 21, 2020.
https://www.eleconomista.es/comunidades_autonomas/noticias/10062266/08/19/Puy-du-

Fou-convierte-a-Toledo-en-el-epicentro-cultural-de-Espana.html.
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The Context of My Activity As a Public Historian

I should begin by stating that Murcia — like so many regions in Spain and in
other countries — can be viewed, over the course of a given year, as one great
theme park where, in this case, a Catholic-conservative ideology prevails. This
touristic-patrimonial-cultural park includes celebrations and popular parades —
processions for Holy Week or other Catholic holidays, Moor and Christian com-
memorations, pilgrimages, the “burial of the sardine” and the “Garden Parade”
both observed after Holy Week, “Carthaginians and Romans”, etc. I find noth-
ing to object to in this kind of syncretism. However, when all is said and done
and the spectators have, for instance, finished applauding wildly at the final
scenes, where the parade of Christian and Kabyle forces culminates in the Arab
Emir’s peacefully handing over the keys of the city to the Christian King, this is
how the spectators remember it: as a festive event of good will, with no trace of
a siege, fight or conflict of any kind." Again, there is nothing wrong with any
of this. Except for the fact that the myths and legends recreated this way are
taken as irrefutable historical truths, truths that support current identities
which result in social inclusion and exclusion, together with processes of social
domination. But all people want to do — one might answer — is dress up, have
some fun and enjoy themselves. Just because the Christian cathedral was built
after razing the existing Mesquite, which had probably been erected upon the
ruins of a paleo-Christian church, which in turn had taken the place of a
Roman temple, where before there had been. How does any of this matter? The
vision of the past as a story of conflicts and of the domination and exclusion of
some social groups by others is too disconcerting and hard to bear; no wonder
people reject it.

Not only do we fail to accept or acknowledge the past; we also dress it up.
And any historian who goes picking apart these recreations is doomed to failure
and to ostracism by the social groups controlled by the socio-political powers-
that-be. Far better to stay on the sidelines and, at most, research and write or
talk about such things with your peers — as long as these peers are not somehow
involved in lending historical credence to these beliefs, myths and legends. What
we have here are taboos and imaginary spaces, and the historian must choose
between declining to make his work public or becoming a persona non grata,
marginalized by a large part of his community.

15 Valenmurciano, “Moros y Christianos de Murcia 2018. Representacion de la Embajada de
la Entrega de Llaves de la Ciudad de Murcia,” Youtube, September 10, 2018,
https://www.youtube.com/watch?v=PO8re10u3dw.
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Then we have the academic context, which also has its share of myths and
hoaxes. Here I'll focus on one case. The institutional coat of arms of the Univer-
sity of Murcia includes the figure of the king of Castille, Alfonso X (1221-1284).
He is shown sitting on a throne, around him the inscription “Universitas Stu-
diorum Murciana. Anno MCCLXXII”. This date, 1272, which would place the
University of Murcia among the oldest in all of Europe, has no basis in fact
whatsoever. Historical falsehoods aside, it is at this university, in the Depart-
ment of Theory and History of Education — part of the Education Campus -
where I have carried out the activity in public history which I will be describing
below. In some cases, these activities, which I have been involved in since
1979, have been solitary ventures and in other instances I have worked with
colleagues from my faculty or from other faculties or universities, as well as
with people from outside of the world of academia. An overview of this activity
will help in understanding the nature and context of this type of endeavor,
which I will reflect upon in my final conclusions.

Individual Activities in Traditional Public History

I’'m not certain exactly when I began partaking in activities of public history,
that is, sharing and disseminating knowledge about topics — with a reasonable
standard of historical rigor — relating to the history of education with diverse
audiences and with the public at large. It may have been in the late 1970s,
when I participated in a round table in the summer courses organized by the
Movement for Pedagogical Renovation (MPR) of the region of Murcia. Since
then, I have given numerous oral presentations at round tables and conferences
and have published texts in specialized journals targeted to professors as well
as in the daily press. To a lesser degree I have given interviews on the radio and
the television and have shared-divulged to a great variety of audiences my
knowledge in the field of education accumulated over all these years. There are
two reflections that I would like to share here.

The audiences to whom I have spoken have for the most part consisted of
people involved to some degree with the world of education, and my public in-
terventions have usually been in response to petitions from teachers’ unions,
parents’ organizations, teacher training centers, primary or secondary schools,
municipal corporations, associations of school principals or inspectors, athe-
naeums, or cultural societies. On other occasions I have been contacted by
groups — I am referring mainly, though not exclusively, to round tables and
conferences on education during Spain’s Second Republic (1931-1939), the
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pedagogical exile, the teacher purges brought on with the Civil War and Fran-
coism - linked to what has come to be known as the “historical memory.”®
These groups include organizers of acts in commemoration of some of these
historical events, of the creation of new schools or of tributes to specific teach-
ers. Finally, there is another, newer sort of demand, especially from the media:
for guidance regarding the veracity of the innumerable statements, information
and hoaxes circulating on social media, and about historical-educational mat-
ters in general. It seems that in this realm we have a new challenge in public
history.

Perhaps I should note that in dealing with topics of current-day interest, I
have always made a point of introducing a historical perspective. This is espe-
cially important in those texts — 21 of which appeared in Cuadernos de Pedago-
gia, the leading journal of the MRPs, along with others published in the teachers’
union or the Spanish Confederation of Parent-Teacher Association journals and
in the daily press — that were briefer and unencumbered by the academic “bag-
gage” of the more “scientific” work carried out in the university context. In many
cases it was precisely these texts that were most widely read and shared by pro-
fessors and by the public with an interest in education.

It is not easy to assess the reach and the repercussion of this sort of individ-
ual public-historical activity. Given that much of it was done in response to de-
mands from specific groups or audiences interested in the subject or that it
appeared in non-academic media with a wide readership, we can probably as-
sume that it reached a broader audience than if it had appeared in an academic
journal. Beyond this observation, I can only think of one example. In one of
numerous conferences on education under the Second Republic, I alluded to
the aid that Murcia received from the Quakers during the Civil War and to what
was known as the “English Hospital,” created to attend to the child refugees in
the city. I pointed out that this building — now in possession of the municipal
government — had been identified through photographs found in a book by
Francesca Wilson," a discovery made possible owing to Sian Roberts’ stay in
Murcia as she prepared her doctoral thesis on Francesca Wilson.'® I remarked

16 This expression refers to the systematically ignored law from December 26, 2007 which
“acknowledged and expanded the rights of, and provided means for, measures in favor of
those who suffered persecution and violence during the Civil War and under the dictatorship”.
17 Francesca Wilson, In the Margin of the Chaos. Recollection of Relief Work in and between
Three Wars (London: John Murray, 1944).

18 Sian Lliwen Roberts, Place, Life Histories and the Politics of Relief. Episodes in the Life of
Francesca Wilson, Humanitarian Educator Activist (Doctoral Thesis, School of Education, Uni-
versity of Birmingham, 2010).
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on the fact that there was no plaque or acknowledgement of any sort of the as-
sistance offered to refugees by the Friends’ Religious Society in Murcia during
the Civil War. A plaque was subsequently approved by the municipal govern-
ment and installed shortly afterwards, a plaque which - although nothing too
serious — had historical inaccuracies of its own.

Collaborative Activities in Public History: The
Virtual Museum of History of Education (MUVHE)
and The Center for Studies on Educational
Memory (CEME) (2004-2020)

In this section, I will relate some of the collective activities in public history
that I have been involved in with the MUVHE and the CEME. These activities
were made possible by public funding for four research projects — carried out
between 2004 and 2017 — dealing with different aspects of the preservation,
study and dissemination of the educational patrimony and of the school mem-
ory and the teachers’ memory.

The MUVHE opened its doors to the public in February 2010. I should ac-
knowledge up front that the idea for its establishment, in 2003, owed to the fact
that we did not have the physical space for an actual museum. We had no choice
but to make virtue out of necessity; we were determined to create a museum of
the history of education, even if it had to be virtual. I should also recognize — in
the way of an explanation for the seven-year span between its inception and its
opening — that those of us involved in the project lacked experience in such mat-
ters, at a time when virtual historical or educational museums of this kind were
practically non-existent in Spain. Nor did the private business sector on which
we relied for the museum’s design and creation have experience in such initia-
tives. Many meetings were held, much debate and second-guessing took place,
and many decisions were made on the spur of the moment. The long, drawn-out
process — in which professor Pedro Luis Moreno played a prominent role — un-
folded without our being certain about the advantages and drawbacks of the dif-
ferent options we were considering. Years later I summed up this experience,
together with that of the CEME, as an “academic-scientific-museumism” adven-
ture. I could well have added the adjective “public-historical” had I known what
the term entailed.

From the time of its creation the MUVHE has been located on the server of the
University of Murcia (http://www.um.es/muvhe/user). It features four galleries,
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with various sub-galleries, focused on “School buildings and spaces”, “Furnish-
ings and equipment”, “Scientific and Pedagogical material” and “Library.” There
are 19 thematic tours and a fifth gallery containing, at this moment, seven virtual
exhibits. Over time the MUVHE has enjoyed a positive, growing trajectory in terms
of the number of visits and people registered as well as in the array of the countries
of origin of these users. In general, the thematic visits and tours and the online
exhibits are the result of studies forming part of research projects and of physical
exhibitions held at the CEME. As the MUVHE’s opening coincided with the creation
of the CEME, the former operates somewhat independently of the latter, but is
functionally connected to it. An effort has been made to ensure that all of the activ-
ities carried out by the CEME have a repercussion or reflection in the MUVHE.

The existence of the MUVHE provided the research group with a virtual me-
dium, one accessible to all kinds of audiences, in which to share — with due
rigor and combining texts with images — the results of their research on histori-
cal-educational topics. However, something was missing. This something was
the Center for Studies on Educational Memory (CEME), which was founded
in May of 2009 for the purpose of promoting, preserving, cataloguing, studying
and disseminating the educational memory and patrimony in general, and that
of Murcia in particular (https://www.um.es/web/ceme). Featuring a multi-
disciplinary structure, the CEME is made up of some twenty educators, some
retired, from different departments and areas of the Education Faculty at the
city’s university, the site of its physical location. It consists of several spaces for
the conservation and display of its own and other collections and includes com-
mercial catalogs of school material, didactic-scientific material, prints, maps,
textbooks, notebooks, students’ works, photographs, postcards and teachers’
personal files; in this latter case, in collaboration with the University Archives.
There are also facilities for hosting activities. Leaving aside for the moment the
endeavors of a more academic-formational sort as well as those involving re-
search, cataloguing and the study of material and immaterial educational patri-
mony, I would like to focus on the two activities that could be considered to
pertain more strictly to the concept of public history,

The first of these two activities has to do with exhibitions — of which we
have had eight so far —, some of which have traveled to other cities in the re-
gion and beyond. In general, online versions have been made available to the
public through the MUVHE, while collaboration has included, along with loans
of material from the CEME collections, guidance in an advisory role to exhibi-
tions organized in schools, generally for anniversaries and commemorations.

The other activity consisted of the opening of a collaborative and participa-
tive public history involving groups unrelated to the CEME. The objective here
was not to simply disseminate the history of education among a broad audience
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or to preserve, catalog, study and share an educational patrimony; we were
seeking to involve a certain, interested contingent of people in actually practic-
ing and producing history — their own history. The chance to do this arose prac-
tically by happenstance in the course of a research project on the historical-
educational patrimony in the region of Murcia and on the educational memory
that was carried out between 2007 and 2010. One of the activities planned as
part of this project had to do with a study of the MRPs — especially of the Movi-
miento Cooperativo de la Escuela Popular (Cooperative Movement of the Popular
School, MCEP) — that were active in the 60s, 70s and 80s of the last century in
the Murcia region and which shared many features with those held throughout
the rest of Spain. This group of teachers, who were either retired or close to re-
tirement age, had lost none of their robust sense of associative, union-oriented
commitment to their mission as teachers. From the very start of this investiga-
tion, we knew that we must implicate this group in the production of their own
history. All we had to do was put them in front of the camera and have them -
with a minimal amount of guidance and direction — (re)create their own histo-
ries. The results can be found in seven recordings made by the technical serv-
ices of the Murcia university television (TV.UM). The same format, in which the
protagonists are encouraged to produce their own history, was used for two
other longer recordings dealing with the genesis, evolution and activities of
two collectives with a lengthy trajectory in the domain of adult education in the
Murcia region. The footage on the dissemination in Murcia at the end of the last
century of the ideas and techniques of Freinet served as the basis for the filming
of a documentary in 2015 by Alfonso Burgos Risco. Titled La memoria de las
manos. Ecos del legado pedagdgico de C. Freinet en Murcia (A memory of the
hands. Echoes of the pedagogical legacy of C. Freinet in Murcia), the film, which
combines interviews, reenactments and animation, has been shown in different
forums and has received various national and international awards.

Public History in a Collective Activity:
“An Education for the 21st Century: Views from
The Sciences and the Arts” (2015-2020)

There is a clear relationship between what I have expounded upon in the previ-
ous section and what follows. This connection stems from the participation-
collaboration in the Sessions, an event which, under the heading “An education
for the 21% century: perspectives from the sciences and the arts”, has been held
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in the city of Murcia and in several other of the region’s municipalities from
2016 until the present. These Sessions are organized by different components of
the collective, alluded to above, that at the end of the last century included the
MRPs in Murcia, members of the Union of Education Workers of the Murcia Re-
gion (STERM) and the Teachers’ Federation of the workers’ union Comisiones
Obreras (CC.00.). Today it also includes the recently created association Futuro
de la Educacién-Region de Murcia (AFEREM).

While it may have been overwhelmed by the present and the future, it all
began with the past, that is, with history. From January 12® through February 13%
of 2015 the University Museum of Murcia hosted a reduced version of an exhibit
that had been organized in Madrid in 2006 by the National Society for Cultural
Commemorations. The subject of the exhibition was the Pedagogical Missions car-
ried out by the Second Republic between 1931 and 1936. The show in Murcia was
organized by the retirees and pensioners of the STERM and was sponsored by,
among other entities, the University of Murcia; collaborators also included the
CEME and the association Historical-Memory-Murcia. The exhibit, which featured
documentaries by the photographer of the Missions, Val del Omar, was accompa-
nied by musical and theatrical activities, organized school visits, and a series of
talks that included members of the CEME.

The reach and popularity of this diverse array of activities — cultural, peda-
gogical, historical, etc., — for a diverse public was what gave the organizers the
idea of establishing annual Sessions in a similar vein. Under the title “An educa-
tion for the 21% century: perspectives from the sciences and the arts”, the year
2020 saw the celebration of the series’ fifth edition.

As regards to its diffusion and reception, suffice to say that whereas in the
first edition, in 2016, activities were programmed in the city of Murcia as well
as in nine other of the region’s 45 municipalities, in 2020 this number reached
18 municipalities (40% of the total), including the region’s largest. Where the
organizing entities of the first edition consisted of the Association of retirees
and pensioners together with the University of Murcia and the Museum of Sci-
ence and Water, for the fifth edition of 2020 the Polytechnic University of Carta-
gena and the Regional Library joined in. As for the number of collaborating
entities, the 26 from the first edition had nearly doubled by 2020, to 51. These
included, along with the CEME, university campuses and departments, munici-
pal governments, unions, and parent-teacher associations, together with a
broad array of cultural, scientific and educational associations, collectives and
athenaeums. The territorial expansion of these Sessions, along with the volume
and diversity of activities and of the attending public — which includes people
of practically all ages, interests, and professions — has also resulted in an exten-
sion of its length; where the January-February Session of 2016 lasted slightly
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over a month, the 2020 edition, held from January to March, lasted over two
months.

The subjects emphasized in the latest editions of the Sessions tend towards
those considered of current interest: feminism and gender, ecology, environment
and climate change, neuroscience, philosophy, technology, economy, music,
theatre, and education - including its methods, innovation, professorship, cur-
riculum, educational policy, sexual education, etc. All of this is presented in a
diversity of formats, from talks, round tables and debates to workshops, courses,
narrations and storytelling, documentaries, exhibits, concerts, interviews in the
media, etc., all for different audiences of different ages. Notwithstanding this en-
gagement with “current” issues, it is also true that history and the past, whether
in talks or specific workshops or activities, whether going back in time or finding
a novel perspective on certain topics and themes, is always present throughout
the Sessions.

Of the many exhibitions, one from the 2018 Sessions deserves special men-
tion. Conceived and put together by the group in charge of organizing the Ses-
sions, the idea behind this exhibit — entitled “The Public School. The Future of
Education” — was to provide an overview of some of the key historical moments
of the public school in Spain, especially in the 20™ century, culminating in a
section dedicated to its current situation and its future. Some of the organizing
group’s members, who were affiliated with the STERM, had been involved in an
exhibit in 1998 titled “Yesterday’s School”, which took place in the framework
of a seminar on “Reevaluating the teacher’s work.” I myself had participated in
this event with a talk and in selecting other speakers.

In the 2018 exhibition I collaborated as an advisor and observer, doing my
best to keep a judicious distance from the organizing group and thus ensure
that they were the ones making the decisions about the design and structure of
the show. I only intervened in exceptional cases, pointing out possible anach-
ronisms or inaccuracies, for example, or loaning or proposing the use of object
or materials. As a rule, my involvement was at the organizers’ request. The peti-
tion for my input had arisen in an informal conversation held in the early stages
of the design and installation of the exhibit in which we discussed some of the
most relevant legal and political milestones in the history of education in 20"
century Spain. A chronological review of these landmarks figured prominently
on a panel at the entrance to the exhibit.

The structure and distribution of the exhibition space consisted of an “old-
fashioned” classroom with the students’ desk in rows, another “modern” class-
room where the desks formed a U-shape, a section with a sample of didactic
material related to concrete methodologies — Freinet, Montessori, experimental
science — and another dedicated to technologies — from the analogical blackboard
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to the digital one. In a final section the visitor was presented with “the classroom
of the immediate future”: virtual reality and robotics.

Final Reflections

Between the Scylla of the academic historian, closed up within his ivory tower
in the generally safe company of his peers, and the Charybdis of history-as-
entertainment, ready to entrap anyone daring to venture into the field of public
history, there is yet a considerable margin, one whose suitability depends on
personal options and on one’s surroundings. In the following lines I would like
to offer a few reflections stemming from my own experience as an historian
who has tried to juggle — especially in recent years — his academic work with
that of a public historian.

The material and digital public history activities carried out in a strictly ac-
ademic context — the MUVHE and CEME - owe their success to a laudable com-
mitment and effort on the part of everyone involved. Until recently, activities
such as organizing exhibits or creating museums or centers for memories,
whether virtual or physical, have received virtually no academic recognition. In
the criteria considered by universities for promotions and for teacher evalua-
tions — for teachers who often bear onerous class loads — written scientific pro-
duction constitutes the sole criteria. Activities involving public dissemination
simply do not count, nor does anything outside of the context of the university
and of the results of research. To say nothing of participating in activities with
non-academic audiences, working in an advisory role or divulging scientific
knowledge. This reality makes it harder for an academic historian to participate
in public history.

Secondly, the path is made by walking. As related above, the first steps of
both experiences were taken with trepidation, with doubts about what kind of
problems we would encounter and what possibilities might open up before us.
With time, and with the human, physical and financial resources available, we
began to discover these possibilities. We have all learned from one another.
And of the many things I have learned there is one that I would like to focus
on: a pedagogical museum or a center for a school memory should tell its own
story; it should contain something that distinguishes and identifies it, a com-
mon thread that brings together the disparate elements that it contains. The
same is true with what is being displayed, especially if we are talking about an
exhibition or route through different galleries and sections. The exhibit has to
be more than a simple collection of objects for cataloguing, studying and
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keeping. For there to be diffusion, there must be a narrative and a story, goals
and objectives and specific ways of showing and conveying that part of reality
contained in the material and immaterial educational patrimony.

Finally, some reflections relating to the collaboration-participation as a his-
torian working in collective activities in public history. One thing that I have
learned over the years is that there are historical subjects and issues that are
untouchable, sometimes even in the academic realm. In a society characterized
by certain beliefs regarding the past — especially beliefs relating to identity —,
to hold that these beliefs, or others, are not irrefutable historical facts but rather
beliefs, with their own genesis and evolution over time and therefore suscepti-
ble to being studied historically and treated like other aspects of our lives, is a
Herculean task. The idea of using history as a science to stand up to recrea-
tions of an invented past which, encouraged by certain political, religious,
and socio-economic powers, forms the basis for popular ceremonies and cele-
brations promoted by these same powers, is to run into a wall. We have al-
luded to how public history, especially in its digital version, can run the risk
of stirring up motivations of the wrong sort; instead of “striving for popular
participation in the construction of a collective memory and in historical dis-
course by means of digital technology”, there are those who, thanks to the
“narcissist potential of the Web”, simply want to publicize their own individ-
ual or group story, “their” own version of the past.’” We find ourselves with
an additional task here, when as professional public historians we are called
upon to act as mediators or negotiators of competing historical versions/inter-
pretations.”® In my opinion, and based on my personal experience, there is a
certain naivety to this vision, at least with regard to certain contexts and
subjects.

There are walls of silence, where the problem resides not so much in what
is said but rather in what is hushed and goes unsaid, knowingly, or otherwise.
Over the course of my professional life I have encountered cases of glaring si-
lence relating to certain individuals. I have also witnessed resounding collec-
tive silences. In one way or another, when up against a wall of traditions,
myths, invented legends, and silences, you have no choice but to look for open-
ings, cracks, places in which to create other spaces. Context is decisive in al-
lowing for certain possibilities and closing off others, in providing us with
orientation in one direction or another. Subsequently, there should be nothing
too surprising about the entities and institutions I have worked with, either

19 Noiret, “Historia piblica e historia digital”, 87-88.
20 Sayer, Public History, 17; Ashton and Foster, 158.
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because they sought my collaboration or because I was more disposed to work
with them. These include, above all, parent-teacher associations from the pub-
lic-school sector, public schools, teacher groups or unions and cultural or de-
bate societies such as those constituted in the wake of legislation concerning
the “historical memory”. Neither should it come as a surprise that every year
around April 14™?' I'm called on to talk or write something about education
and culture during the Second Republic. While your academic interests may lie
elsewhere at the time, there is a kind of debt that you feel with certain audien-
ces who look to you for your knowledge of a matter and your way of presenting
it. To be certain, the way in which you present it is not always going to be to
the liking of part of your audience or readers.

It is this confluence of interests that explains my collaboration-participation
with those sectors of teachers who in the final years of Francoism and the begin-
ning of the “Transition” were active in the MRPs and, in democratic Spain, in
leftist unions. This collective was made up of teachers — most of them primary
school instructors — who were either retired or close to it and who were actively
committed to matters of education and to controversial issues such as ecology,
feminism, the environment, and the historical memory. From the start of my
work with the organization of the Sessions described above, as merely another
collaborator — although this wasn’t quite the case — I was aware of how my in-
volvement was serving to confer a sort of academic-university credential to the
project. I was also aware — and continue to be so — of the fact that with a group
such as this, my presence gradually became less visible and less necessary, re-
quired only in certain specific instances.

These experiences have also made me see something that has been pointed
out by many public historians: the rewards afforded by holding one’s vision/s
of the past up against those of other collectives and examining the coincidences
and differences between. Not only has this given me the opportunity to rethink
my position on certain matters and topics — among these, historical work it-
self —, but it has also made me see how the past can be recreated differently by
non-academic/university historians. In this case they were primary and second-
ary school teachers, including instances of history graduates. This group, now
constituted as an association (AFEREM), is active today and has its sights set
on the future. Standing in stark ideological opposition to the conservative block
that currently dominates Murcia, AFEREM seeks to disseminate its own (re)cre-
ation of the past, in opposition to others, naturally. This includes plans for the
founding of its own pedagogical museum with exhibits, visits, workshops, etc.

21 Day of the proclamation in 1931 of the Second Republic.
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This particular experience in the collaboration-participation in (re)con-
structing the past, together with my experience overall, has made me realize
how important it is that academic-professional historians reserve the time and
energy necessary to practice history as a science. This is especially true in these
digital times in which the acceleration, the spectacle and the audience can pre-
vail over the rigor and the altogether different rhythm required for study, reflec-
tion and the sedimentation of knowledge. As Liddington put it, with public
history, “what historians gain includes enhanced production skills and wider
public reach. What they lose is control over the piece of work, becoming caught
up in other people’s agendas, funding, time scales, arguments”.”> Maintaining
a balance between what you win and what you lose comes down to individual
decisions conditioned by context. From my own, non-transferrable experience,
the combination of academic work and divulgation/opening to different audi-
ences reminds me, in part, of the differentiation that Weber established be-
tween the politician and the scientist. Except that in this case we would have to
make the distinction between history that is academic — and therefore suppos-
edly scientific — and history that is public. I would not say that the time and
energy spent on one works to the detriment of the other. But they do require
different mentalities, approaches, and work modes, and this is especially evi-
dent when a professional historian is making his or her living from the very
start in the realm of public history. In such a context, the pressure of the media
and the spotlight together with the continued, obligatory engagement with “so-
cial networks” constitute a fundamental part of the activity. This is where, to
my mind and from my experience, the weakness lies, and where public history
risks becoming superficial and disconnected if it is not grounded upon a prior,
established practice of history as science.
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of most of my subsequent publications in specialized journals. The first question
I asked myself was how to transform the academic history of education into a
public history of education? Or, to paraphrase Walter Benjamin, how does a his-
tory-teller become a storyteller? After describing the challenges of constructing
an immersive exhibition, I conclude that turning academic knowledge into pub-
lic history of education is a straightforward process and one that catches histori-
ans very well prepared because of the different historiographical turns to which
we have adapted our thinking in the last twenty years.

The most unknown part of the public history of education is the one that
refers to the direct dialogue with audiences. In this exhibition, this dialogue was
established through the Visitor Book, a notebook placed at the exit of the
exhibition in which people could write their impressions of the visit. For this
paper I have selected exclusively the comments written by educators, so
the second question I asked myself was: Did the public understand the histo-
rian doing public history? And how did present-day teachers interpret and re-
construct the meaning of an exhibition about the past schooling in their city?
The analysis of the entries written by visitors who identified themselves as
teachers allows me to detect at least four groups of narratives: 1) the “gestures
of closure” for fulfilling the last ritual of the visit; 2) the dialogues with the teach-
ers of the past, with a rhetoric discourse reserved for the heroes; 3) the historical
discourses endowed with a contemporary meaning full of pending demands;
and 4) the critical voices, who expressed their disagreement with the exhibi-
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Introduction: How to Become a Public Historian
of Education in Spain

Many education historians in Spain have been practicing public history for a
good two decades without even realizing it. Around 1995, twenty years after
Franco’s death, the term “memory” began to be used — in a belated and exagger-
ated manner — as a way of “invoking the memory of the republic”,' that is, of
revisiting and commemorating the Second Republic, the political regime that
lasted from 1931 until 1939. The regime’s defeat in the Spanish Civil War by Fran-
co’s nationalists was followed by decades of repression, punishment, and cen-
sure under the general’s dictatorship (1939-1975). Memory-based discourses
began to occupy ever-expanding public spaces, from television programs, mov-
ies, plays and documentaries to articles in the press, popular history books, ex-
hibits, published memoirs, novels, biographies, commemorative concerts, etc.
The trend has by no means subsided; to the contrary, it has found renewed life
in the social networks, where countless associations, institutions, foundations,
and individuals are fervently engaged in activities aimed at “recovering the mem-
ory and combating the risk of oblivion”? of the country’s republican chapter.
Educational historiography showed a special fascination with education
under the Second Republic early on, with many of the most important and
well-known works being published before or just after the death of Franco.
There was good reason for this enthusiasm; the discovery of the pedagogical
policies of the republican governments — which had been erased under Franco-
ism — helped in connecting the progressivism of the 1930s with the pedagogical
transformation that the educational reform movements® were attempting to estab-
lish in Spain in the 1970s. These movements, whose principal advocates were
teachers, found in the work of the Second Republic teachers a lost tradition that
bestowed legitimacy to their full-throated defense of the public school system, of
their innovative school practices and of their thirst for change. This led them to
choose representative figures who had taught in public schools in the 1930s for

1 Helena Lépez, “Exilio, memoria e industrias culturales: esbozo para un debate,” Migra-
ciones y Exilios 5 (2004): 27.

2 Matilde Eiroa San Francisco, “Memoria e historia en redes sociales: nuevos soportes de resis-
tencia al olvido de la Guerra Civil espaifiola y el franquismo,” Historia y Memoria 21 (2020): 98.

3 I consider “educational reform movements” in Spanish so called “movimientos de renova-
cién pedagégica” (MRPs), composed by groups of teachers very active in the 1970s. The main
characteristic of these movements was their leading idea of transforming the society through
the school; their pedagogical proposals are always orientated to promote social changes.
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identifying their collectives. Thus, one of the first educational reform movements,
which emerged in Catalunya in the late 1960, adopted the name Rosa Sensat, who
had served as principal of two public graded schools in Barcelona between 1914
and 1939. In Madrid the pioneering educational reform movement, Accion Educa-
tiva [Educational Action], came into being in 1975 and created the Angel Llorca
Foundation in order to preserve and divulge the legacy of its namesake, who
served as headmaster of the public graded school Cervantes in Madrid from 1918
until 1936.

Fruitful collaborative efforts between the academic world and educational
reform movements have given rise to numerous public history initiatives in re-
cent decades, such as the one we are going to focus on in this chapter. Further-
more, we have the creation, starting at the end of the last century, of numerous
local, regional and university museums for the purpose of preserving the histor-
ical-educational patrimony. Historians of education have curated exhibits at
the national level — such as that commemorating the centennial of the estab-
lishment of the Ministry of Public Instruction (2000), which provided an over-
view of Spanish education in the 20™ century — and have also been involved in
documentaries recounting educational experiences undertaken under the Sec-
ond Republic and during the Civil War. In February 2014 the film director of
“Las maestras de la Repiiblica” [The Republican female teachers] (2013),* Pilar
Pérez Solano, was awarded the Goya Prize for best documentary film - the
equivalent of the Academy Award in Spanish film. In her speech, aired live on
television, she shared the prize with “the female historians”,” giving their full
names, “because they are the heart of this documentary”, thus acknowledging
their role in the construction of an historical account upon which the visual
narrative was grounded.

Memory-based discourses and policies acquired even greater prominence in
social debate with the Law of Historical Memory, passed by the Socialist govern-
ment in 2007. In Madrid this law was simply not applied, being systematically
ignored by successive conservative regional governments. The situation changed
radically in May of 2015 when Manuela Carmena became the city’s mayor with
the support of the entire spectrum of left-wing parties. A judge by profession,

4 The documentary has its origin in a seminar carried out in the Spanish National Library
(January 2012) that resulted in a book. Elena Sanchez de Madariaga, ed., Las maestras de la
Repiiblica (Madrid: La Catarata, 2012). The 8" edition of the book has been published in 2020.
5 Historians of education that have participated in the documentary were: Sara Ramos Za-
mora (Complutense University, Madrid), Carmen Agullé Diaz (University of Valencia), Carmen
Garcia Colmenares (University of Valladolid) and Maria del Mar del Pozo Andrés (University of
Alcala, Madrid).
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Manuela Carmena was an atypical political figure; with no special link to any of
the traditional parties, she represented “the new Spanish left”.® With her tenure
began what has come to be called “the fourth memory cycle” in Madrid.” One of
her actions to garner the most attention was a project to change the denomina-
tion of some of the capital’s streets that had been named for prominent Franco-
ists and instead name them after public figures acknowledged by consensus and
with the support of Madrilefios. Some of these figures were teachers that served
in public schools, like Angel Llorca, Justa Freire and Maria Sanchez Arbés.

City Hall created two organisms under Carmena’s mandate: the Comisionado
de la Memoria Histérica [Historical Memory Commissioner] and the Oficina de
Derechos Humanos y Memoria [Office of Human Rights and Memory]. The latter
launched a campaign in 2017, “Madrid, Ciudad de Memoria” [Madrid, City of
Memory], that carried out projects such as the placement of plaques in histori-
cally significant settings that included several public schools built at the time of
the Second Republic. A number of different collectives then set out to organize
what were referred to in contacts with this author as “memorials to teachers of
the Republic”.® The project began with several exhibits, some of them education-
based, such as “Diarios de libertad. Maestras y pedagogas de la II Reptblica” [Di-
aries of freedom. Female Teachers and pedagogues of the Second Republic]
(2017), organized by the socialist trade union UGT; and “Angel Llorca, el maestro
que sofi6 la Reptblica desde el Grupo escolar Cervantes” [Angel Llorca, the
teacher who dreamed the Republic from the Cervantes school]” (2017). This ex-
hibit, designed by the Angel Llorca Foundation to commemorate the centennial
of this emblematic Madrid public school, traveled to numerous neighborhoods of
the capital at the request of social, cultural, and civic associations.

It was in this context that the municipal government undertook its most
ambitious plan for preserving and divulging the city’s educational memory.
City authorities envisioned an exhibition focused on education in Madrid under
the Second Republic and during the Civil War, one that would serve to discover
and protect its historical-educational patrimony. This would be a way of fulfilling
the objectives of the Law of Historical Memory of 2007, which sought to ensure
an awareness and acknowledgement of historical events that had taken place
during the Civil War and the ensuing dictatorship. The theme was controversial

6 Xavier Martin-Rubi6 and Marice Or6-Piqueras, “Is Manuela Carmena a politician? Spanish jour-
nalists and politicians in the spotlight,” Journal of Spanish Cultural Studies 19, no. 2 (2018): 247.

7 Ulrike Capdepon, “Challenging the Symbolic Representation of the Franco Dictatorship. The
Street Name Controversy in Madrid,” History & Memory 32, no. 1 (2020): 103.

8 José Luis Gordo, President of the Foundation Angel Llorca, e-mail message to author, De-
cember 18, 2016.
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enough to begin with, given that in twenty-five years of conservative municipal
governments not a single historical-educational exhibit had received official sup-
port. In fact, Madrid lacked any basic consensus on a museographic narrative re-
garding the Civil War or even the 20" century in general. Such a shortcoming is
not exclusive to the Spanish capital; for years historians had lamented “the lack
of a museographic strategy capable of exhibiting a discourse of memory about
the civil war”.’

The municipal authorities decided that the exhibition would be held at the
Museo de Historia de Madrid [Museum for the History of Madrid]. This museum is
an example of this museographic void, as its permanent exhibition closes at the
end of the 19 century, no agreement has yet been reached on how to construct
the 20 century discourse. The exhibit’s curatorship was put in the hands of the
Angel Llorca Foundation, owing to its role as one of the most active associations
in the defense of Madrid’s educational memory and to its close connection with
teachers’ collectives involved in educational reform. As a member of the board of
trustees of the Foundation and as a researcher with forty years of experience,
specialized in the history of public education in Madrid in the first third of the
20" century — the subject of my doctoral thesis and of many subsequent publica-
tions'® —, I assumed the role of curator of the exhibition.

In this text I wish to present, first of all, some of the narrative strategies that I
resorted to in order to transform my academic knowledge — which had so far ap-
peared exclusively in specialized journals — into a story that could be both acces-
sible and attractive to a greatly varied public. An additional challenge faced by a
curator is that of reading or gauging the effect that a show has on its audiences,

9 Antonio Monegal, “Exhibiting objects of memory,” Journal of Cultural Spanish Studies 9-2
(2008): 240. Italics in the original.

10 Maria del Mar del Pozo Andrés, Curriculum e identidad nacional. Regeneracionismos, nacio-
nalismos y escuela ptiblica (1890-1939) (Madrid: Biblioteca Nueva, 2000); Maria del Mar del
Pozo Andrés, Urbanismo y Educacién. Politica educativa y expansion escolar en Madrid
(1900-1931) (Madrid: Universidad de Alcala, 1999); Maria del Mar del Pozo Andrés, “Desde las
escuelas para pobres hasta la ciudad educadora: la ensefianza primaria ptablica en Madrid
(1850-1939),” in Madrid. Atlas Histérico de la Ciudad. 1850-1939, ed. Virgilio Pinto Crespo (Ma-
drid: Lunwerg, 2001), 326-341; and Maria del Mar del Pozo Andrés, Justa Freire o la pasién de
educar. Biografia de una maestra atrapada en la historia de Esparia (1896-1965) (Madrid: Oc-
taedro, 2013). See a summary of the recent findings in Maria del Mar del Pozo Andrés, “Madrid,
a Showcase for National Pedagogical Renovation (1898-1936),” in Madrid, ciudad educadora
1898/1938. Memoria de la escuela publica, ed. Maria del Mar del Pozo Andrés (Madrid: Ayunta-
miento de Madrid, 2019), 297-325.
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what is sometimes known as “the visitor experience” or “the visitor identity”."

One of the least explored sources for following the public voices consists of the

“comment books”, also known as “visitor books” or “guest books”, which can

usually be found at the exit of a museum and where visitors can leave comments

about what they have just seen. In the realm of visitors’ studies these objects are
considered “public instances of participation”, that is, a public activity that allows
for interactions between a museum and its audiences. They are thought to be es-
pecially appropriate “for sites where contentious and challenging displays are
presented”.’? The Museo de Historia de Madrid offered such a visitor book on the

way out of the exhibition and from this book I made a selection of comments, lim-

iting myself to those written by educators; I believed that, a priori, they brought a

more direct concern to the subject and were better able to understand the exhibi-

tion. I then came up with two questions that I shall attempt to answer in this
chapter:

1. How does one transform the academic history of education into the public
history of education? Or, to paraphrase Walter Benjamin,13 how does a his-
tory-teller become a storyteller?

2. Did the public understand the historian doing public history? And more
specifically, how did present-day teachers interpret and reconstruct the
meaning of an exhibition about the past schooling in their city?

The Making of an Exhibition

The exhibition we are going to speak about was named Madrid, ciudad educa-
dora 1898/1938. Memoria de la escuela publica [Madrid, educational city 1898/
1938. Memory of the public school]. In outlining its concept, I was inclined to
give a twist to the initial idea that had been put forth by different collectives
and associations, who envisioned an exhibit commemorating the “educational
legacy of the Second Republic” or “a memorial for Republican teachers”. The
idea that I wished to place front and center in the design and history of the ex-
hibit was the recuperation of the memory of what I called Madrid’s “historical

11 Volker Kirchberg and Martin Trondle, “Experiencing Exhibitions: A Review of Studies on
Visitor Experiences in Museums,” Curator: The Museum Journal 55, no. 4 (2012): 436.

12 Chaim Noy, “Museum Audience’s Texts: Toward a Contextual Conceptual Reading,” Visitor
Studies 24, no. 1 (2021): 52-53. Italics in the original.

13 Walter Benjamin, “The Storyteller: Reflections on the works of Nikolai Leskov,” in The
Novel: An Anthology of Criticism and Theory 1900-2000, ed. Dorothy J. Hale (Malden, Mass.:
Blackwell Publishing, 2006 [First published in 1936]), 370.
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public schools”. This includes all of the public schools that operated in the cap-
ital as graded schools beginning in 1898 and that were funded by the central or
the municipal government. These schools all had several classrooms, they all
grouped students by age and/or by academic level and the majority were
housed in buildings constructed specifically for use as schools, with diverse
spaces in addition to the classrooms.'* Subsequently, preparations for the ex-
hibit began with the elaboration of a census of Madrid’s historical public
schools — 83 in total —, with a file being drawn up for each one that included its
original location and whether it remained standing.” The direct objective was
that of making Madrilefios aware of the rich school patrimony of their city and
of the importance of recovering the material heritage kept in these historical
public schools. But the ultimate aim, one which the municipal authorities, the
Angel Llorca Foundation and I were all in agreement on, was recovering the
historical memory of Madrid’s public schools. Not only would this serve to give
the younger generations an awareness of the crucial role that these institutes
played in the city’s modernization; it was also a way of defending and cham-
pioning the public school of Madrid today, because the city has a percentage
of children attending public schools significantly lower than the national aver-
age (54.6% compared to 67.7% in the 2020/2021 school year).

A second challenge was that of avoiding the traditional narrative of exhibits
dealing with school history, which tend to seek an emotional identification with
audiences of all ages by providing a school reconstruction that seems valid re-
gardless of time or place. Such narratives interpret the collective memory that
different generations conserve of their past schooling by recreating classrooms
with all those elements associated with primary school — desks, chalkboards, in-
dividual blackboards, pencils and inkwells, maps of Spain, crucifixes, text-
books - in such a way that the only real difference between one historical period
displayed and another is in the figure of the king or political leader shown on the
wall. The story that I wished to tell was that of the public schools of Madrid, seen
in their school practices and in the gaze of their true protagonists: teachers and
children. This meant that all the objects and materials shown would actually
have been made and/or used in the city’s schools. Of the 83 historical public
schools from the census, 41 continue to be used as primary schools and 31 had
held on to at least some of their educational patrimony, parts of which were used
in the exhibition. One of the narrative techniques employed was that of pairing

14 Maria del Mar del Pozo Andrés, “Las escuelas ptblicas historicas de Madrid,” in Madrid,
ciudad educadora 1898/1938, 379-84.

15 Maria del Mar del Pozo Andrés, “Censo de escuelas publicas historicas de Madrid (1898/
1938),” in Madrid, ciudad educadora 1898/1938, 385-405.
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physical objects with the use that was made of them, which was illustrated in
photographs from the time. (Figure 1). My goal here was not to spur an emotional
identification in the audience with a school that the great majority of visitors
hadn’t known, but to stimulate their historical imagination so that in their
minds’ eye they might create an image of the Madrid public school prior to the
Civil War. To this end, visitors were shown a deconstructed school that they had

to reassemble in their heads.
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Figure 1: Cockades made in the graded school Conde de Pefialver and photographs showing
girls from this school wearing them. © Sjaak Braster.

Yet another, third challenge was that of creating a different sort of historical
account, one that would explain how changes in school practices are not imme-
diate, but rather slow, long-lasting processes that need to be studied from their
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point of origin. To believe the historiographical construct that has been widely
embraced by Spanish society, the cultural and pedagogical revolution that took
place under the Second Republic metamorphozed the Spanish school in one
five-year period. The exhibit sought to show how this transformation actually
began around 1898, when the loss of Spain’s last colonies and its defeat by the
United States led to a movement of collective reflection, known as regeneration-
ism, which saw education as a fundamental part of the solution to the country’s
problems; it also saw the novel type of school - the graded school - as represent-
ing a pedagogical model capable of forming future generations of Spaniards who
could build a more modern, European nation. The so-called “republican teach-
ers” had already contributed to the betterment of education in the decades prior
to 1931, even if it was not until the advent of the Second Republic that their work
received the social esteem it deserved and structural conditions were put into
place that allowed them to develop their teaching. This is why I was determined
to dispute the idea — so dear to many politicians — that the historical memory
begins in 1931, and to instead mark 1898 as the starting point of the exhibition.
The closing date was also problematic. Initially I had planned to use the year
1936, as the Civil War effectively marked the end of an era. But the war’s pres-
ence in the exhibit, and at least some references to Francoism, were requirements
for the Law of Historical Memory to be applied. I took the liberty of using 1938 —
not 1939, when the war actually concluded - for the end date of the exhibit, as
this allowed for the inclusion of a message of hope (Figure 2): scenes of boys and
girls playing and working together in public schools in Madrid in 1938.
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Figure 2: Photograph used to close the exhibit and introduce an alternative narrative about
the Civil War. © Sjaak Braster.
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An additional, fourth challenge was designing what is known as an immer-
sive exhibition, which has been described as “a multisensory experience that
‘transports’ visitors to a different time, place or situation and makes them active
participants in what they encounter”.!® This implied devising a type of storytell-
ing that could offer an “additional multisensory layer that surrounds the art and
helps visitors become submerged in the storyline”.'” I opted for a narrative
based on the presentation of five videos recounting, in the space of three mi-
nutes each, the story of five (male and female) teachers. These presentations
were accompanied by the teachers’ personal objects, recordings of their voices
(where possible) or those of their students and families and a generous assort-
ment of visual and textual material. The power of these five personal histo-
ries, which were meant to give an emotional gist to the exhibit, had to do with
the fact that they presented five educators who had known each other and
shared numerous experiences before 1936, in teachers’ associations, special-
ized courses, trips in/through Europe, etc. Their professional trajectories were
quite similar, leading all of them to become headmasters of graded schools in
Madrid during the Second Republic, before the onset of the Civil War resulted
in an abrupt change in their destinies. Their disparate fortunes can be seen as
prototypical of the fates of Madrid’s teachers under the early years of Franco:
execution and an unmarked grave; forced exile; disqualification and prison;
silent continuity; and political opportunism.

A fifth challenge was that of piquing the curiosity of visitors to the exhibit,'®
for which the general strategy was to limit explanatory texts as much as possible
and to let the objects, in a dialogue with the images, tell a story capable of “hook-
ing” the audience while at the same time stimulating cognitive processes and af-
fording them a space for reflection and participation in the exhibit. In some
instances, viewers were presented with a query based on the juxtaposition of two
contrasting images, the answer to which they were meant to find in the next gal-
lery of the exhibition. In other cases, different visual and textual discourses were
interwoven in order to favor the understanding of an event from a variety of per-
spectives, while other sections relied on the configuration of newspaper reports
and personal diaries. Generous use was made of the large-format reproduction of

16 Zoi Popoli and Izabela Derda, “Developing experiences: creative process behind the design
and production of immersive exhibitions,” Museum Management and Curatorship 36, no. 4
(2021): 386.

17 Popoli and Derda, “Developing experiences,” 399.

18 Morten A. Skydsgaard, Hanne Mgller Andersen and Heather King, “Designing museum ex-
hibits that facilitate visitor reflection and discussion,” Museum Management and Curatorship
31, no. 1 (2016): 51.
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newspaper articles from the time, a way of transporting the visitor to the 1920s
and 1930s. This resource served as the central design element of the gallery dedi-
cated to the Civil War which, due to its position in the museum, did not allow for
the placement of glass display cases. The fact is that the history of Madrid’s
schools between 1936 and 1938 has been neither studied nor published and I my-
self had to delve deeply into the newspapers of the time for information; in a
sense, I was now encouraging viewers to participate in a process of research and
to go through an experience similar to mine.

The exhibition Madrid, ciudad educadora 1898-1938 was organized in five
galleries. Gallery 1 provided the historical context in which the regenerationist
movement first emerged. Here we find political and social aspects mixed with
scenes from daily life together with a recreation of the only kind of public
school that existed in the Madrid of the 1880s: a single-classroom school situ-
ated in a dark flat in an apartment building. The design of this gallery proved
to be one of the greatest challenges of the exhibit, not only due to the synthesis
that it required but because instead of the typical accompanying texts, informa-
tion was projected on the wall using the video mapping technique (Figure 3).
This system is considered especially effective for achieving immersive exhibi-
tions and “for storytelling and communicating cultural heritage”."
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Figure 3: Mounting process of the videomapping. © Sjaak Braster.

19 Pedro Miguel Faria et al., “Enhancing Cultural Heritage of a Region Through Visual and
Auditory Engagement in a Video Mapping Projection,” Journal of Digital Media & Interaction 3,
no. 7 (2020): 124.
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Gallery 2 focused on the influence of the regenerationist movement on edu-
cation and the development, beginning in 1898, of a pedagogical policy centered
around the creation of graded schools that was supported by all of the political
parties as they came in and out of power. It was believed that this was the pri-
mary school model that would transform the failed “old Spain” — which had just
lost its last colonies — and align the country firmly with its European neighbors.
These graded schools, which took the form of impressive, stately buildings, were
a symbol of the nation, and Madrid, as the country’s capital, was determined to
showcase them so that foreign visitors might see the degree to which Spain had
progressed. The narrative discourse offered in this gallery combined the presenta-
tion in glass display cases of the first building projects begun in 1902 with images
of the royal family’s participation in the inauguration of these buildings in the first
years of the 20" century. Gallery 3, named “the school under construction”,
brought together in a display case the large-scale school construction plans from
1911 to 1936. Together with a map showing the location of each of these 83 “his-
torical schools” (Figure 4), photographs of the school buildings were pro-
jected on a screen, giving the viewer an idea of how they fit into the urban
landscape. The map was showing the distribution of the schools erected in
exact five-year intervals, unrelated to any particular political events. As might
be expected, the most impressive interval bears the date of 1935 and is easily
identifiable with the Second Republic (which had begun in 1931).

l“ >
4
¥ i yrr
v
> v 4 i
7 Yer vy g ¥
YR Ty oy vy 7
v
oWt
v v
‘1' i I,'
¥ . J
v 11
¥ A
w = ]

Figure 4: Map of Madrid with the location of all of the historical schools in the order of the
five-year period of their creation. © Sjaak Braster.
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Gallery 4 was hidden up to this point, and visitors had to access it through
a doorway made of plastic strips which made its contents invisible from the out-
side. This “barrier” symbolized the door leading into the school and it gave
onto a “deconstructed school”. The space was divided into nine corners, each
one recreating the spaces of the graded school: the playground, the headmas-
ter’s office; the bathrooms and the nurse’s office (Figure 5); the classrooms for
basic learning (reading, writing and arithmetic); the different grades and school
courses; the cafeteria; the science lab; the art rooms; and the classrooms where
trades were learned. The narrative discourse of each of these corners was simi-
lar: a display case containing objects and documents from everyday school life
was accompanied by audiovisual presentations showing the way these materi-
als were used in schools at the time (we found approximately 500 photographs
from between 1902 and 1936. They were displayed chronologically, with no ref-
erence to political changes, which had to be deduced from the date). Along the
length of this gallery were five cylinders, protected by plastic strips, within
which five screens were hidden; each of these screens recounted the history of
one of the teachers whose fates we considered to be prototypical of the destiny
of teachers in Madrid as a whole. At the end of this gallery visitors were shown
a film made in 1929 about the Cervantes School, this being a way of offering
them a chance to bring the varied sensorial experiences - they had just been
exposed to — together.

HIGIENE. SALER'Y.
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Figure 5: One of the nine spaces of the “deconstructed school”, this one dedicated to hygiene
and health. © Sjaak Braster.
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Gallery 5 occupied a completely separate space, independent of the other
four galleries. To access it visitors had to go back through where they had come
in and enter the patio that gives entrance to the museum. Such a placement was
detrimental to the overall comprehension of the exhibit; for many visitors, this
gallery appeared to be a distinct installation, while others, who assumed it must
be part of the museum’s permanent display, ended up skipping the first part of
the exhibition. On the other hand, the gallery’s distribution as a place of transit,
flanked by two wooden structures, and the fact that display cases were not an
option, gave us a pretext to elaborate a different kind of discourse for this section
of the exhibit. Here we presented day-to-day life in Madrid’s public schools during
the war. Each wooden structure served to present a few months between July 1936
and the end of 1938 which visitors could follow in facsimile copies of newspaper
articles, from which giant photo reproductions were placed between the wooden
posts. Displayed as well were children’s drawings and teachers’ diaries describing
how the bombardments of Franco’s aviation were experienced in schools. The ex-
hibit concluded with the last article I was able to find, which the renowned novel-
ist Elena Fortan wrote after visiting several of Madrid’s public schools. In it she
remarks on the fact that the ideals of the new Spain were very much alive in these
schools, among other things in the equality between boys and girls. Her comment
led me to conclude that “our youth and our teachers have won the war” in 1938.

The Dialogue With the Public: Schoolteacher’s
Writings in the Visitor Book

The act of writing something in the Comment Book before leaving a museum
can be seen as one of the rituals of the visit, a “gesture of closure”?° that marks
a definitive farewell to the visit with a few words of gratitude or courtesy to-
wards the institution and its workers. The precise placement of this artifact can
have an important impact on the use that is made of it; when placed in a loca-
tion prone to inciting strong emotions in the audience it fulfils the social func-
tion of involving this audience “in a commemorative rite” in which visitors’
comments can take on a quasi-ceremonial symbolic weight.*! In the exhibit Ma-
drid, ciudad educadora 1898/1938 the placement of the Visitor Book (Figure 6)

20 Katriel (1997), quoted in Sharon Macdonald, “Accessing audiences: visiting visitor books,”
Museum and Society 3, no.3 (2005): 121.

21 Chaim Noy, “Articulating spaces: inscribing spaces and (im)mobilities in an Israeli com-
memorative visitor book,” Social Semiotics 21, no. 2 (2011): 159.
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was absolutely crucial. It was found right at the exit of gallery 5, the space deal-
ing with the Civil War, undoubtedly the most impactful and emotional part of
the exhibit. The setting stimulated the participation of visitors, who showed
themselves eager to act as “commentators and evaluators” and to express
“their opinions on the exhibition theme and on the curatorial approach.”? As a
result, the Visitor Book from this exhibition acquired the significance attributed
by Reid “as a kind of virtual public sphere, something like an Internet message

board; they became a space for a disembodied public exchange and formation

of opinion”.”

Figure 6: Location of the guest book at the end of the exhibition. Found in https://artedema
drid.wordpress.com/2019/04/14/madrid-ciudad-educadora-1898-1936-la-escuela-publica-en-
un-madrid-en-guerra-1936-38/.

The exhibit was open to the public from 22 March through 6 October of 2019 and,
according to the museum’s records, was visited by 55.364 people, 4.609 of whom
left some record of their visit in the Visitor Book. Not all of them wrote actual
texts; many simply signed their name, left “emojis”, scrawled graffiti or made
sketches (Figure 7) showing their own particular representation of the school.
These drawings typically portrayed a teacher at the front of a classroom with
blackboard and desks, possibly symbolizing the visitor’s preference for a kind of

22 Ina Ross, “Uncharted territory: Visitor books of Indian museums. The Madhya Pradesh
Tribal Museum in Bhopal - a case study,” Museum & Society 15, no. 1 (2017): 101.

23 Susan Emily Reid, “In the Name of the People: The Manege Affair Revisited,” Kritika: Ex-
plorations in Russian and Eurasian History 6, no. 4 (2005): 680.


https://artedemadrid.wordpress.com/2019/04/14/madrid-ciudad-educadora-1898-1936-la-escuela-publica-en-un-madrid-en-guerra-1936-38/
https://artedemadrid.wordpress.com/2019/04/14/madrid-ciudad-educadora-1898-1936-la-escuela-publica-en-un-madrid-en-guerra-1936-38/
https://artedemadrid.wordpress.com/2019/04/14/madrid-ciudad-educadora-1898-1936-la-escuela-publica-en-un-madrid-en-guerra-1936-38/
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exhibit that reflected a more traditional imaginary classroom. While most of the
entries were either anonymous or signed with unintelligible signatures, the one
collective that did identify itself explicitly was comprised of teachers, who identi-
fied themselves in the book with the denomination that in their opinion best de-
scribed them: “teacher in training”; “future teacher”; “young teacher”; “retired
teacher”; “rural teacher”; “republican teacher”; “proud of being a teacher”; “an
active teacher who adores her work”; “a public school teacher”; “a dedicated
teacher”; “a teacher who loves her work”; “a fascist teacher”; “a grateful teacher”;

9,

9, ¢ 9, &

“a disheartened teacher”, etc. This also seems to have been the group that came to
the exhibition most regularly and in the greatest numbers. This leads us to con-
clude that, of all the categories of museum visitors defined by Falk and Dierking,
that of “professionals/hobbyists” predominated in this case, this group being un-
derstood to comprise those “who feel a close tie between the museum content and

their professional or hobbyist passions. Their visits are typically motivated by a
99 24

desire to satisfy a specific content-related objective”.
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Figure 7: Pages of the visitor book, showing a dialogue between texts and images by different
authors. © Sjaak Braster.
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I selected and analyzed all of the entries written by visitors who identified them-
selves as teachers or whose teaching activity is implicit in the text. Of these, the

24 John H. Falk and Lynn D. Dierking, The Museum Experience Revisited (New York: Rout-
ledge, 2016), 47.
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first and most numerous groups used the Visitor Book to perform the “gesture of
closure” signifying the final ritual of their visit. The most characteristic example
of this type of farewell entry was that of a teacher from one of the “historical
schools” who, though she came to the exhibit six times, only left a message on
her final visit, knowing that it would be the last. The texts in these cases tend to
express congratulations and gratitude, almost always directed towards the crea-
tors of the exhibit, the curator and, to a lesser extent, to the personnel of the
Museo de Historia de Madrid and to City Hall. The feelings conveyed in these
comments tend to be emotional, such as in this text: “I found myself crying in-
side one of the cabins as I read the heartbreaking story of this country’s teach-
ers”.” Teachers in training, on the other hand, had a style of their own, which
tended to be less emotional and more politically correct; without overtly opining
on the exhibit’s contents, they expressed their appreciation for the knowledge
they have acquired and for the improvements in their professional formation.
There were no significant differences between these texts and those of other con-
ventional comments appearing in Visitor Books from other European or North
American museums studied in recent years.*®

Research into Visitor Books has pointed out that a basic characteristic of
entries made in these books is that they “are comments to someone else”,”
which leads to the question of “who is/are addressed and by whom”.?® In exhi-
bitions showing war and human suffering, visitors’ emotional involvement can
be such that they write texts “directly communicating with the commemorated
historical figures”.”® This is a feature of the second group of teachers to visit our
exhibit, whose addressees clearly seem to be teachers from the past. They feel a
special identification with those who taught during the Second Republic and
were persecuted under Franco, and the admiration and emotion contained in
their dedications borders at times on the heroic:

Pride in being a teacher is born of the strength of those who bequeathed us their struggle.>

25 Museum of History of Madrid (MHM). Visitor Book of the exhibition, vol. 5, 21 May 2019/
4 June 2019, p. 21.

26 Chaim Noy, “Gestures of closure: A small stories approach to museumgoers’ texts,” Text &
Talk 40, no. 6 (2020): 733-753.

27 Kevin Coffee, “Visitor Comments as Dialogue,” Curator: The Museum Journal 56, no. 2
(2013): 165. Italics in the original.

28 Noy, “Museum Audience’s Texts,” 48.

29 Chaim Noy, “Narrative affordances. Audience participation in museum narration in two
history museums,” Narrative Inquiry 31, no. 2 (2021): 301. Italics in the original.

30 MHM. Visitor Book of the exhibition, vol. 2, 12 April 2019/ 28 April 2019, 29.
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Having been a teacher for forty years, here I pay tribute to all of these educators who pre-
ceded us.!

Here’s to honoring teachers and to the importance of education. Such a shame those who
were executed, retaliated against and had to go into exile “simply” because they were
teachers during the Republic.*

Congratulations!! To all of the teachers [M/F] who fought to turn dreams into reality and
to turn realities into dreams of progress, justice and equality. Congratulations for your
legacies and your struggles!! Congratulations to all of us teachers [M/F] who continue try-
ing to ensure that this flame never burns out!!.*®

Just hours before the start of the new school year 19-20, with nerves and all, seeing this
exhibit gave me reason to start tomorrow with even greater purpose and conviction and —
hopefully - to be a little more like these regenerationist teachers. Thank you so much,
wherever you are!.>

I carry in my heart the doctrines of the republican teacher.*

There are those who address and give thanks personally to the five republican
teachers whose lives are portrayed in the exhibition. Justa Freire is the figure
most often mentioned, owing among other reasons to the popularity that came
with having her name substitute that of a street in Madrid previously named for
Franco’s general Millan Astray. The underlying message of these texts is the
strong attachment that the present-day teachers — most of the entries were
made by female teachers — feel for their republican predecessors; they clearly
see themselves as heirs and followers of their legacy (Figure 8). We can even
detect a process of appropriation of the memory of these republican educators,
one which serves to legitimize and give meaning to the teaching practices and
educational values defended by these current day teachers:

Because those teachers committed to Education are a source of inspiration for the teach-
ers of today, for those of us who believe in a quality Public School, who imbue our class-
rooms with respect, equality, diversity and peaceful coexistence, who give our all in
forming students who will be the tolerant, empathetic, intelligent and respectful citizens
of tomorrow.>®

31 Ibid,, p. 74.

32 MHM. Visitor Book of the exhibition, vol. 4, 10 May 2019/ 19 May 2019, 70.

33 Ibid., 83.

34 MHM. Visitor Book of the exhibition, vol. 11, 27 August 2019/ 08 September 2019, 63.
35 Ibid., 72.

36 MHM. Visitor Book of the exhibition, vol. 8, 5 July 2019/ 23 July 2019, 59.
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Figure 8: Pages of the visitor book with texts written by teachers from a public school in
Zaragoza. © Sjaak Braster.

This last entry takes us to a third group of narratives, those expressing the
wish to overcome the historical account by facing the today’s problems and look-
ing towards the future. In these entries, this discourse takes on a contemporary
significance, “nothing has been learnt from History”,37 and subsequently, we
must continue to fight and show our commitment today. The authors of most of
these texts are members of the educational reform movement Accion Educativa,
the oldest such association in Madrid and a sponsor of the Angel Llorca Founda-
tion — the association in charge of the exhibit’s organization. Many of these
teachers visited the exhibit in the company of members of the Foundation, to
whom they express gratitude in the Visitor Book. They also directly thank the
leftist mayor Manuela Carmena under whose mandate the show was organized.
The messages are similar and somewhat repetitive, hailing the Republic and the
public school and vindicating the larger issues revolving around education: “For
a universal, public education for all. Let’s make this a better world. The struggle
continues!”;*® “for a secular, free and inclusive school”;*® and “for a public, sec-
ular, quality, free school for all”.“° One visitor, signing with his complete name,

37 Macdonald, “Accessing audiences,” 130.

38 MHM. Visitor Book of the exhibition, vol. 11, 27 August 2019/ 08 September 2019, 14.
39 MHM. Visitor Book of the exhibition, vol. 1, 22 March 2019/ 12 April 2019, 30.

40 MHM. Visitor Book of the exhibition, vol. 2, 12 April 2019/ 28 April 2019, 23.
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allowed himself free reign with the Visitor Book, venting feelings stirred up by
the exhibit:

The exhibit is great, all the boys and girls of Madrid should see it, along with their fami-
lies. But we need another exhibit reaching to the current day to look in depth and ex-
plain, with facts, documents, texts, images, etc., why the public school has deteriorated
so much and why in this city and in the rest of the country so many families from differ-
ent social classes have decided to enroll their children in private schools and Catholic in-
stitutes. I belong to a public educational reform project called TRABENCO in Leganés
[outside of Madrid]. After 45 years it is still called EDUCATIONAL REFORM. In my work as
a social educator, I am not able to talk freely about education, much less public educa-
tion. What is happening? On 20 April, today, in the midst of a political campaign, there is
not a politician to be found who will talk about education or about the continued public
funding of the Catholic concertadas™ schools [. . .] Thanks for the exhibit, but we cannot
simply stay where we are, dreaming the Republican dream.*?

This text cuts across various discursive categories. Along with its reflections on
the present, we see features defined by Noy for “critical and polemic evalua-
tions”* reflected in Visitor Books, which refers to entries that, while showing
general agreement with the exhibit’s narrative, critique certain gaps in their con-
tent. This fourth category includes commentaries that, as Noy has said, represent
a small but quite important part of the total. Some teachers want to display their
knowledge of the history of education in Spain by pointing to examples of sub-
jects not touched on in the exhibit, but these subjects tend to be general and not
specific to Madrid. This reflects a first characteristic found in the entries by most
of the teachers: the way in which they identify Madrid with Spain and the Madrid
public school with the public school in the rest of the country. Many of these
texts refer to the exhibit as “The Memory of the Public School”; the lack of a ref-
erence to the capital implies a national perspective, while the local, Madrilefio
nature of the exhibit goes unacknowledged. Secondly, even though the exhibit’s
starting point is 1898, nearly all of the teachers refer to it as “the exhibition
about the Republican school”, as if the show’s entire narrative were circum-
scribed to the years of the Second Republic (1931-1939). And there are those who
believe that insufficient importance is accorded to primary education during
those years, voicing an implicit criticism of the exhibit’s narrative, which at-
tempted to convey the idea of an uninterrupted continuum beginning in 1898.
The third and most common criticism was of the fact that the exhibit only went

41 The escuelas concertadas are the private schools with public funding that are subsidized
by the state.

42 MHM. Visitor Book of the exhibition, vol. 2, 12 April 2019/ 28 April 2019, 65-66.

43 Noy, “Narrative affordances,” 304.
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as far as the year 1938. Most of these teachers wished that the Francoist era
(1939-1975) had been included, as a sort of counter-narrative to the Republican
phase. Lacking such an account, many created their own counter-narrative in
their farewells:

It would be a good idea to continue informing people about how so many public schools
disappeared and how education was placed in the hands of the Catholic church.*

During the Republic schools were more advanced than when I worked as a teacher in

the year’ 65 in those miserable lost little towns where I finally retired after 38 years of
45

service.

It is very important that the Madrilefios know that we endured the bombardment of our
schools and that when the war was over half of all teachers who protected and taught our
children in Madrid were executed or expelled and substituted by Falangistas [members of
Falange, a Spanish fascist political organization] who became civil servants in education
thanks to a certificate handed out by their priest or their Falange leader. These new fascist
teachers in Madrid’s schools substituted investigation and the teaching of freedom and a
love of culture for the Cara al Sol [the official hymn of the Falange] and the formation of a
national spirit, separating boys and girls, etc. . . If the Republican school had not been
EXECUTED BY FIRING SQUAD in 1939, we would have had one of the best-formed gener-
ations in Europe and our educational system would be far better than it is now.*®

In other words, teachers are using their own voices to recreate an account that
will fill the gaping void that they perceive in the exhibit — the demise of the
public school under Franco — which in the collective imaginary is inextricably
linked to the brilliance of the public school under the Second Republic. The re-
sult is one unified discourse, a powerful one that has dominated virtually all
existing discourse regarding the historical evolution of the Spanish school.

Conclusions

Turning academic knowledge into a public history of education is a relatively
simple process, given how the different turns we have gone through in the last
twenty years — visual, biographical, cultural, sensorial, material, and emotional —
have prepared us historians to become storytellers and to arouse and engage our
audiences. The various historiographical resources used in the exhibit Madrid,

44 MHM. Visitor Book of the exhibition, vol. 3, 30 April 2019/ 10 May 2019, 19.
45 Ibid., 43.
46 Ibid., 90-91.
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ciudad educadora 1898/1938, and in particular the audiovisual accounts of the
lives of five teachers, delighted and moved most of the viewers. Current day edu-
cators were especially fascinated by them, seeming to find a renewed legitimacy
for their classroom practices and values in the examples of these teachers from
the past. At the same, a study of the comments left in the Visitor Book reveals
that a large part of the public visited this exhibit with the thought that it would
serve to reinforce the ideas, attitudes, and beliefs they already held. Their wish,
which was to see a show on the grandiosity of the Republican school, was
granted. The great majority of visitors either ignored or failed to register any narra-
tive elements that might come into conflict with their own preconceived storylines.
This conclusion aligns with prior specialized studies asserting “that exhibitions
were both inefficient and ineffective methods for communicating new information
or changing attitudes”, but that they can be “powerful tools for confirming, rein-
forcing, and extending existing beliefs”.*’

The first exploration of this exhibition’s Visitor Book is pioneering within the
field of the history of education. Nor is there much research on this artifact in the
realm of visitors’ studies. The studies known coincide in acknowledging the im-
portance of this document for understanding the visitor’s experience and for
comprehending the discourses to which audiences are more likely to react as
they engage - via their entries — with the exhibit organizers or with other visitors.
In the exhibit analyzed in this study, visitors were especially inclined — possibly
due to the controversial subject — to register their opinions and put in their “two
cents’ worth”. The comments left by teachers could be considered a focal group
within the Visitor Book in its entirety; the fact that most of them identified them-
selves publicly as educators gives us an idea of its specificity. The exhibit stirred
up intimate issues that directly affected their identity as teachers and their beliefs
regarding the education of children. Their identification with the “Republican”
educators — who for many current day teachers represent the essence of educa-
tion — may have helped provide them with encouragement and hope in their
daily work. In general, I believe the exhibit helped to reassure them with regard
to their choice of profession and made them proud to be teachers. They may not
have learned a great deal about the history of Madrid’s public schools, but they
left feeling moved and exultant, and that moment’s contentment justified every
bit of effort put into the exhibit.

47 Zahava D. Doering, “Strangers, Guests, or Clients? Visitor Experiences in Museums,” Cura-
tor: The Museum Journal 42, no.2 (1999): 80. Italics in the original.
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Helena Ribeiro de Castro
Flowers on a Grave: Memories of a Hidden,
but Not Forgotten, School (Hi)story

Abstract: There is a National Art Museum in Aveiro (Portugal), housed inside an
ancient convent since 1911. Its collection is shown in a permanent as well as in
various temporary exhibitions. Its fame owes not only to the collection itself but
also to the fact that the daughter of a Portuguese king lived there as a Dominican
nun in the 15T century. What is quite unknown, however, something hardly no-
ticeable to visitors, is that between 1884 and 1910 the building was used as a
girls’ school which proved to be crucial for the development of women’s educa-
tion in this part of the country. There is much documentation from the period
that has yet to be brought to light, including letters, reports, photos and, more
recently, a series of testimonies given by descendants of students who studied in
the institution. This chapter attempts to bring together those memories of the
school that, for the time being, remain hidden inside the walls of an art museum.

Key words: school memories, women education, art museum

Introduction

In passing by Aveiro, a seaside city in the north of Portugal, travelers may eas-
ily be drawn to visit the Monastery of Jesus, better known as the National Art
Museum of Aveiro. Built in the second part of the 15th century as a Dominican
monastery, this convent gained notoriety when the Royal Princess, Joana, King
Afonso V’s daughter, lived there between 1472 and 1490. After her death she
began to be known as “Saint Joana”, while the municipality took to celebrating
her memory annually on May 12 with a long procession and a variety of other
festivities. From 1460 to 1834, the building continued to house Dominican
nuns, who lived and died inside its walls. In 1834, when religious orders were
banned by the government, only the professed nuns were allowed to stay in the
convent until the death of the last one. However, in the Monastery of Jesus,
some of the young women who had not yet taken their religious vows in 1834
managed to stay on as pupils. In 1874, the remaining nuns established a small

Helena Ribeiro de Castro, Piaget Institute, Almada, Portugal

3 Open Access. © 2022 the author(s), published by De Gruyter. This work is licensed under
the Creative Commons Attribution-NonCommercial-NoDerivatives 4.0 International License.
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school for poor children and ten years later the Portuguese Dominican Sisters
started a new educational project especially dedicated to the young women of
Aveiro from different social classes. Then, in 1910, the Republic expelled the
religious orders and appropriated their property. Such was the case in Aveiro,
where the nuns abandoned the building in the days after the 5™ of October and
where finally, in 1911, the Monastery of Jesus was transformed into a local
museum.

A large part of the building is still closed to ordinary visitors, while a signifi-
cant part of the former convent awaits conservation and renovation work. Conse-
quently, visitors — whether tourists or groups of scholars — can only visit a small
part of the building, where they can admire the wonderful collection of art, espe-
cially religious art, reliquaries, sacred vessels, and vestments, as well as a large
collection of paintings. The tourist route includes the room where “Saint Joana”
allegedly passed away, her monumental tomb made of Carrara marble with in-
lays in the antechamber of the church, the church itself and the cloister.

Regarding the second phase of the convent’s life, when it was the Royal Col-
lege of Saint Joana, no evidence is provided to Museum visitors, meaning that this
phase remains unknown, hidden, and silenced. And yet, documentation is plenti-
ful. This includes primary sources such as letters, reports or photos, newspapers
articles, archived in the National Archive of Torre do Tombo (ATT) and in the Do-
minican Sisters’ Archive (ADSCS), as well some secondary sources, particularly the
book by Mauricio Gomes dos Santos (1963)," who studied the evolution of the
Monastery from 1458 to 1911, as well as another publication about the Diocese of
Aveiro authored by Jodo Gaspar (1964),> which dedicates several pages to the his-
tory of the Convent. More recently, a call launched on social media, asking for
testimonies of ex-students’ descendants, has yielded more information about this
period, including well-preserved documents, artifacts, and oral stories which,
until this public crowdfunding, solely formed part of the families’ histories.

The sources analyzed so far hint at the importance of the memory of this
school, and of the religious community’s Prioress and first headmistress of the
school, Sister Maria Inés Champalimaud Duff, whom the former pupils, their
families and the society of Aveiro remember as the soul of the institution. In the
silence of her actions, both educational and social, she lives on, a presence still
felt among all social layers of the city.

1 Domingos Mauricio Gomes dos Santos, O Mosteiro de Jesus de Aveiro (Lishoa: Comp. de Dia-
mantes de Angola, 1963).

2 Jodo Goncalves Gaspar, A Diocese de Aveiro: Subsidios para a sua Histéria (Aveiro: Caria
Diocesana de Aveiro, 1963).
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The objective of this chapter is to rescue from oblivion the story of this
women’s boarding and day school as well as the story of Maria Inés Champali-
maud Duff, the woman who, as prioress and headmistress of the center, is still
publicly remembered by the fresh and simple flowers on her grave.

Infrastructure and Organization of the School

In 1874, when the last nun died, the Portuguese government intended to take
charge of the building and all its revenues. But a petition from the city council,
signed by 750 personalities from Aveiro, asked the King to preserve the monastery
as a house of education.? The Government granted the petition and authorized
the conversion of the convent into a school for girls under the direction of one of
the nuns who had resided there for many years and had been assigned to move.

A small day school for poor girls was started in 1881, one that struggled
with a lack of qualified staff and considerable financial difficulties in a building
that needed major improvements. The following year the women in charge re-
quested from the Association for the Protection of Poor Girls — founded and
chaired by Teresa de Saldanha, who had also founded the Portuguese Domini-
can Sisters* —, a financial contribution that would last until 1894. In 1884, the
bishop of the diocese,” Manuel de Bastos Pina, asked Teresa de Saldanha to
take charge of the college and to send her Dominican Sisters there. Having pre-
viously been approached on this matter by the nuns living in the convent, Ter-
esa accepted. In doing so she considered the “urgent public need” of such an
establishment, “since there was no other in that city where the girls of all social
classes (. . .) could receive, at a modest cost, the necessary moral and religious
education and a solid instruction”.® She expressed her intention to take care
both of the free primary school for poor girls and of a boarding and day school
for primary and secondary education of girls, who could pay a monthly fee. Be-
cause information on the free school for poor girls is scarce, we will mainly be
referring here to the boarding and day school for girls under the name of Col-
lege of Saint Joana.

3 Gaspar, A Diocese de Aveiro.

4 Helena Ribeiro de Castro, Teresa de Saldanha: A Obra Sécio-Educativa (Lisboa: Editorial Car-
itas, 2012).

5 From 1882 to 1936, Aveiro was part of the Dioceses of Coimbra.

6 Letter from Teresa de Saldanha to the bishop of Coimbra, 20" of September 1891, ADSCS,

D 3743.
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On November 6™ a small group of Dominican Sisters arrived at the Convent:
“[. . .] Mother Maria Inés left here with three Sisters, with Berta Lambert’ going to
teach French and English and another postulant to teach Portuguese.”®

The official statement put out by the bishop a few days earlier describes the
purpose of the sisters’ presence, namely, the establishment of a boarding
and day school for girls so that the families of Aveiro “and its surroundings
may, without great expense, educate their daughters, not only in languages,
music, the arts and the gifts of a well-educated girl, but also in religious, moral
and civil instruction.”®

Declaring his “unlimited confidence” in Teresa de Saldanha, taking into ac-
count her renowned motto, “zeal, prudence and piety”, the bishop took respon-
sibility for the presence of the sisters and the new college itself, convinced that
by doing so he was responding to the expressed desire of the many citizens of
Aveiro who had supported the use of the old convent for this purpose. Addition-
ally, the bishop appointed one of the most prominent priests of Aveiro, José
Candido Gomes de Oliveira Vidal,'® who was also — since 1886 — rector of the
Lyceum of Aveiro, as his delegate to monitor the education given at the school
and to help in all material and spiritual matters.

When she agreed to convert the Convent of Jesus in Aveiro into a school,
Teresa was fully aware of the state of decay of the building and of what it
would take to restore and maintain it:

I went to inspect the convent and its dependencies, and I was immediately convinced
that the greater part of the building, which was indispensable and most suitable for the
college, could not be put to that use without enormous expenses: I put my hands to
work; the old houses were converted into spacious rooms for study and work, with
enough air and light in accordance with the hygienic prescriptions; a gallery was built to
communicate with the other rooms of the house; beams, stoves and floors were reno-
vated; other rooms were razed and, from the foundations, rebuilt for the good service of
the college and for the free classes for the poor pupils; a large and salubrious dormitory
was built, as well as new adjoining rooms; and so far I have spent on these great improve-
ments, for the benefit of the instruction and education of the people, and consequently

7 An ex-student of the Dominican Sisters in Lisbon.

8 Letter from Teresa de Saldanha to a friend, 20" November 1884, ADSCS, D 1385.

9 Decree of the Bishop of Coimbra, Manuel de Bastos Pina, 19" October 1884, ADSCS, D 7386.
10 Following the appeal for descendants of pupils (and others) to help complete the informa-
tion already collected with evidence related to the school, a great-grandniece of this priest
sent us a brochure she had written about their great-granduncle: Maria José Valente, Cénego
José Candido Gomes de Oliveira Vidal (Author edition, 2007).
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for the benefit of the country, more [. . .] than the whole building of the old convent and
its outbuildings would have been worth before.™

Gomes dos Santos gave an exhaustive account of the works that were carried
out during the time of the school’s existence, based mainly on the contracts es-
tablished with the various entrepreneurs. After the first phase of construction
works at the beginning of the Santa Joana School, there were two more exten-
sive renovation phases, in 1888 and 1893. Regarding the renovations in 1888,
for example, he reports:

[. . .] the dynamic Mother Inés arranged, with Ant6nio de Sousa, to carry out new major
works on the upper floor, middle floor, and ground floor, which were to begin on the 21
of June. The top floor was to be divided into 3 rooms and a living room, with 7 windows
facing the garden and a window giving light into the living room, along with 6 connecting
doors. The middle floor would have 2 rooms and the chapel, also with 7 windows [. . .J. [. . .]
The ground floor would be divided into 2 rooms, one having 3 windows [. . .] and the other a
door [opening] to the garden [. . .]."2

These works were indispensable not only for the restoration of the building,
which in several places showed signs of decay, but also to respond to the grow-
ing number of students. The question raised by Teresa de Saldanha in 1891, in
her letter to the bishop Bastos Pina cited above was not, however, about money:

All of this will cost more [money], which the College itself does not earn and never will,
because in addition to the very low monthly fee that was established in this way to facili-
tate the instruction of even the least well-off, a fifth of the pupils, daughters of distin-
guished persons who have fallen into poverty, or orphans in precarious circumstances of
fortune, some pay a very low tuition fee, while others are supported and educated by the
College free of charge; And the same is true of many of the external pupils, because the
College was founded for benefit and not for gain."

Teresa de Saldanha’s question was indeed about the uncertainty of what would
happen to the building she had “almost rebuilt”.

Who can assure us that so much effort, so much expenditure, so much labor will not be
wasted in a near or distant future? [. . .] Who can give us the human certainty that Aveiro
will not be robbed of the real and undeniable advantages that the existence of this Col-
lege brings for the education of its daughters, for raising the moral and social level, and
even for local commerce [. . .]?'*

11 Letter from Teresa de Saldanha to the bishop of Coimbra, 20™ of September 1891, ADSCS, D 3743.
12 Gomes dos Santos, O Mosteiro de Jesus de Aveiro, 464.

13 Letter from Teresa de Saldanha to the bishop of Coimbra, 20™ of September 1891, ADSCS,

D 3743.

14 Ibid.
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Looking back, we realize how right Teresa was when raising those questions.
While it is true that with these works she enabled the college to exist for 26
years, taking care of the education of hundreds of girls, with the arrival of the
Republic in 1910 the building once again fell under the dependence of the
State, returning to a condition of decay from which it has hardly recovered.

School Life: Rules and Activities

On 10" November 1884, the school opened its doors under the direction of Sis-
ter Maria Inés Duff, a person entirely trusted by Teresa de Saldanha. The Do-
minican sisters, now in Aveiro, had previously lived in the School of Saint
Joseph (parish of Saint Dominic of Benfica) in Lisbon, and in their move they
took with them “many things that would help them in preparing and organiz-
ing the classes”? in Aveiro. For that reason, Teresa had already sent to Aveiro
some furniture for the classrooms.'® It should be noted that the furnishings al-
ways worried Teresa de Saldanha, who considered that “a classroom could not
be organized properly without adequate furniture.”"” This led her, when orga-
nizing a new school, to send a copy of each piece of furniture (a large desk, a
small desk, a stool, a blackboard, an easel) that would serve as models to be
replicated by a local carpenter. Unfortunately, we have not yet found any of
these models, in drawing or in kind.

The basic monthly fee included, in addition to religious and moral educa-
tion, Portuguese, line drawing and handicraft. We should mention that “Portu-
guese” meant, besides the knowledge of the language, all the subjects legally
stipulated for primary and complementary instruction. For an extra fee the
young students could also learn French, English or German, drawing and paint-
ing, music, sewing and embroidery. The day students had to arrive at 9 a.m.
and stay till 4 p.m. in winter and 5 p.m. in summer, profiting from the same
kind of education.

The regulations, expressed in a handwritten document, entitled “Regula-
tions of the Royal College of Saint Joana Princess”,'® were the same as in Benf-
ica. The College of Saint Joana thus followed the same pedagogical model that
Teresa de Saldanha had developed in the College of Saint Joseph, in Lisbon.

15 Letter from Teresa de Saldanha to a friend, 20™ of November 1884, ADSCS, D 1385.
16 Gomes dos Santos, O Mosteiro de Jesus de Aveiro.

17 Letter to the Bishop of Algarve, 17 of July 1899, ADSCS, C3763.

18 Regulations of the College of Saint Joana Princess, ADSCS, uncatalogued.
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According to the adopted school rules, the girls were divided into six classes.
From the age of four, children were enrolled and at the age of six they began with
their classes. In line with the way free classes for poor girls were given in Lishon,
these young children would attend a kind of a “kindergarten class”, where they
learned basic things like letters and numbers, where they were introduced to a for-
eign language and where they could play games appropriate to their age."”

Each class has its color, its motto, its badges and a patron saint. The girls
were to use those symbols on especial occasions such as in welcoming distin-
guished guests or on photography day. In fact, almost all the photos studied show
the students in their uniforms, using bands and ribbons: “the girls will all wear
uniform dresses with apron or uniform bib: The little girls will wear white bibs”
(Figure 1).%°

Figure 1: Holy Family Class, 1°* Class, 1904.%*

Figure 1 shows a class of younger children in their white bibs, under the protec-
tion of the Holy Family, wearing the banner corresponding to their class, as

19 Ribeiro de Castro, Teresa de Saldanha.
20 Regulations of the College of Saint Joana Princess.
21 Photo album, ADSCS.
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well as the motto on a flag: “Docility”. We may notice that at least one girl ap-
pears to be of a different ethnic origin, and is noticeable in further images.

Figure 2: Group of older girls, 1901.%2

Figure 2 displays a group of older girls, most of them wearing a dark-colored
dress. We can see the same elements as in the previous picture but due to the
poor photo quality we cannot make out the writing on the flags. In the right
corner of the photograph, however, we can distinguish the image on the flag:
Our Lady of Rosary and Saint Dominic.

This image, depicting lighter and darker ribbons with pendant medals, leads
us to make another observation. The girls were encouraged to join in cultural or
pious associations, where each one had a relevant role corresponding to the re-
sponsibility of specific tasks on which the functioning of the association de-
pended. These ranged from president, vice-president, secretary or vice-secretary
to treasurer or simply as organizers of events that they offered to the school com-
munity. The girls used the ribbons and medals corresponding to the associations
they were members of. In this school, we identified two: the Rosarists Association,

22 Photo album, ADSCS.
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which correspond to the flag in the picture, and the Brotherhood of Saint Cecilia,
a cultural association with a particular focus on organizing music events. It is our
conviction that these pupil associations had an inherent pedagogical purpose in
themselves,” namely, to educate for co-responsibility, cooperation, and taking up
representative functions (e.g., as president or vice-president).

We briefly highlight here the roles of the secretary and the treasurer in
these associations. The secretary was responsible for drawing up all the mi-
nutes of the board sessions or general meetings, usually organized once a year.
We found several minute books where, in some cases, we were able to deter-
mine the secretary’s age; we quickly realized that the election for this position
often fell upon very young girls. We recognize in Teresa de Saldanha’s peda-
gogical guidelines the sense of “doing well” that applied directly to the care of
the calligraphy and the tidiness of the notebooks. Figure 3 shows an excerpt of
the minutes book of the Rosarists Association in this school.

Figure 3: Excerpt of the minutes book.?*

The treasurer of the association had to regularly present the bookkeeping at
board meetings - the revenues (e.g. the members’ fees or donations) and the
expenses — and to present the annual statement at the general assembly. On

23 Ribeiro de Castro, Teresa de Saldanha.
24 Minutes book of the Rosarists Association, Aveiro. ADSCS, uncatalogued.
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Figure 4: Front page of the Association’s Manual.?

her performance depended, for example, the possibility, whenever necessary,
to propose or weigh the viability of giving alms, buying something for the mem-
bers or the association, or organizing an event.?

Some of the associations had their own rules in a press manual as can be
seen in figure 4. In going through the school rules we can find the school’s ap-
proach regarding grades: “The Girls will get good and bad marks for behavior
and manners, for lessons, for order and tidiness”. The spectrum for the prizes
was broader: these were awarded for participation, for behavior, for order and

25 Courtesy of Antonio Duarte-Fonseca, grandson of one of the students.
26 Ribeiro de Castro, Teresa de Saldanha.



Flowers on a Grave: Memories of a Hidden, but Not Forgotten, School (Hi)story =— 143

arrangement and for conversation in foreign languages, and they consisted of
ribbons which differed in color “according to the degree of reward: 1% white; 2"
red; 3" purple.”” Some were given out each month, others at the end of the year
during a prize-giving ceremony, which was always preceded by the presentation
of musicals and plays in which all the students were involved. At the end of
the year, the prizes consisted mainly of books but also of utensils for drawing or
sewing.”®

The annual ceremony was usually presided over by the bishop or his dele-
gate, who always gave a speech, using the occasion to reach out to other audi-
ences, in some cases to politicians highly placed at a local and national level.
The Bishop of Coimbra, Manuel de Bastos Pina, presided over many of these
sessions, and his speeches with appealing titles such as “The education of the
Portuguese Woman”?® or “Religious Orders”,>® were later published in local
newspapers, diocesan publications such as “Christian Institutions,”*! or in
small but carefully drawn up brochures.

Together with the agenda of the annual festival, lists of the girls who at-
tended each class during the year were usually published, indicating their age
as well as the prizes they received. We only found one of these programs, from
1889, in the archive of the current Museum of Aveiro.*?

Looking at the list of this particular year, 1889, we discovered that there
were not six but only five classes. In that year, the school had 41 boarding stu-
dents and 46 day students. Boarding students were divided into five classes
and day students into four. The distribution by class did not follow age criteria,
which leads us to think that the girls were included in a certain class according
to their prior learning. The boarding students were between eight and nineteen
years old, whereas the age of day students ranged from five to fifteen.

The presentation of plays and musicals by the students was not limited to
the annual party but could also take place throughout the year. One can find
photographs of these events in the Sisters’ Archive. Figure 5 refers to the stag-
ing of the life of Saint Helen by the students in the cloisters.

27 Regulations of the College of Saint Joana Princess, ADSCS, uncatalogued.

28 Ribeiro de Castro, Teresa de Saldanha.

29 M.B. Pina, A educagdo da mulher portuguesa — doutrinas expostas pelo Bispo de Coimbra
na distribuicdo dos prémios no Real Collegio Ursulino de Coimbra e no de Santa Joanna d’Aveiro
(Typ. do Seminario, 1893).

30 M.B. Pina, Ordens religiosas — discurso proferido pelo Bispo de Coimbra na distribuicdo dos
prémios do Collegio de Santa Joanna de Aveiro (Typ. do Seminario, 1891).

31 Instituicées christds, Diocesan Archive of Aveiro (ADA).

32 Gomes dos Santos (O Mosteiro de Jesus de Aveiro) refers to other programs, from 1887,
1890, 1891, 1893, which we will continue to look for.



144 —— Helena Ribeiro de Castro

Figure 5: Representation of the life of Saint Helen in the cloisters of the Convent.??

From the school rules we also learn that physical punishment was not ac-
cepted. However, other sources indicate that such punishment wasn’t totally ab-
sent. For instance, Sister Maria Inés Duff writes to Teresa de Saldanha in 1885:
“Emilia started to beat the little ones, yesterday one of them came to say that she
wouldn’t come back because the teacher hit her too hard, [. . .] I cannot consent
to her continuing to punish the children like this”.>* Instead, the punishments
could be: “The reprimand given by the teacher and the call to the Headmistress
to give the reprimand; public reprimand in class; deprivation of recreation in
common; poor marks; reporting to the family and expulsion from the school.”

The deprivation of recreation was reserved for those who “by habit” did not
know the lessons; these students were made to copy the lesson during the re-
cess period,35 although this could never occur in the main recreations, after
lunch or dinner.>®

It is evident that besides the time dedicated to their work, the girls also had
time for walks or for playing. These recreation times were considered to be im-
portant because of the role they played in the girls’ education, especially re-
garding their ability to manage their personal time as well as to interact with
others: “During recreation time everyone must take part in the games, unless

33 Photo album, ADSCS.

34 Letter from Sr. Maria Inés Duff to Teresa de Saldanha, 16 of July [1885], ATT, AC, Box 43, 4(5).
35 Regulations of the College of Saint Joana Princess, ADSCS, uncatalogued.

36 Colégio do Salvador: condicées de admissdo e disposicées regulamentares, ADSCS, D, unca-
talogued, undated.
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some are excused due to health problems.”3” The photo album contains some
depictions of these recreation times, both indoors and outside on the farm.

Figure 6: A group of students at playtime in the convent’s inner courtyard.>®

Figure 6 shows a group of students during playtime in the inner courtyard posing
for the photograph without, in some cases, interrupting their activity. By enlarg-
ing the picture one can see a doll in the hands of one, a watering can in the
hands of another, books, and on the upper floor, a girl knitting. Two of the sisters
are also in the picture, wearing their white habits. Furthermore, we can observe
gestures of proximity between the girls who hold hands or place their arms over
their colleagues’ shoulders. They look relaxed, although at the time photography
required some immobility given the characteristics of the cameras.

While skimming through the school photo album, one finds evidence of a
variety of social skills the girls were meant to develop, such as the “art of prop-
erly welcoming” visitors. In fact, over the course of its existence the school re-
ceived the visits of several significant figures from the local and national scene.
We can infer from the pictures the involvement of the students in those events,
while the letters exchanged between the sisters and Teresa de Saldanha certify it.

37 Regulations of the College of Saint Joana Princess.
38 Photo album, ADSCS.
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One of the most important visits would certainly have been that of the
young King Manuel II,>° who, as part of his tour through the north of the coun-
try, visited Aveiro on 27" November 1908. This stop-over at the Convent of
Jesus, where the pupils and teachers of the school welcomed him, was hailed
by the press. The national press followed the king’s tour closely and docu-
mented in prose and pictures some of his stops. The picture of the reception —
with all the girls dressed in white, for a very special occasion, filling the clois-
ters of the convent (Figure 7) —is especially exemplary.

Figure 7: Reception of King Manuel I1.4°

39 Before him, his grandparents King Luis and Queen Maria Pia with his father the future
King Carlos also visited the Convent in October of 1887 (Gomes dos Santos, O Mosteiro de Jesus
de Aveiro).

40 Illustracdo Portuguesa, 2.2 S, n. 147, 14™ of December 1908, http://hemerotecadigital.cm-
lisboa.pt/OBRAS/IlustracaoPort/IlustracaoPortuguesa.htm.
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Pedagogical Approach

In the directory that Teresa wrote for her Dominican Sisters — the only pedagog-
ical document we could find in the archives — there is a clear emphasis on the
way that the teaching staff was supposed to behave with the pupils: maternal
vigilance, attention to all form of detail and to their material or spiritual needs
and, even when there was a need for admonishments, that these be adminis-
tered in a way that made the children understand that they were loved.*! Lino
d’Assuncao, a journalist who wrote regularly in national newspapers and who
was known for his anti-congregationist ideas, penned an article in which he
stated that state schools should look to religious schools as an example. As an
illustration, he brought up the case of the School of Saint Joana, in Aveiro:

[. . .] the class is relished and not hated, the stimulus is high, the punishment never de-
pressing, the teaching procedures are the most modern and logical; that is to say, lan-
guages assisted by practice; drawing by direct copying of the model, geography on a
map, history in examples; and all by a progressive method that does not fatigue but en-
chants and attracts. And above all the motherly affection by all the teachers and the con-
stant care of the headmistresses.*?

In fact, in the directory she wrote for her Dominican Sisters, Teresa recom-
mends to those who are teachers:

Each one, in her own branch of teaching, will seek to perfect herself by carefully prepar-
ing her lessons, instructions, handicraft, drawings, notebooks, etc. So that they never
present themselves in class without being quite sure of what they must do. The Superior
will provide the sisters [. . .] with the time necessary for the proper fulfilment of their du-
ties, as well as with school material, books, etc. Everything in harmony with modern
methods, which they should seek to know and to follow in all that is convenient [. . 1.4

It is remarkable that a journalist knew so well what went on in this school. He
apparently read the regulations, where it was written, for instance, that “Girls
who learn French, English or German are obliged to speak these languages
every day with each other and with the teachers who understand them.”** He
also knew about the fees: “a modest monthly fee from which [the Sisters] earn
their living, and the means of being able to educate, free of charge, dozens and

41 Directory of the Sisters of the Congregation of Saint Catherine of Siena of the Third Order of
Saint Dominic in Portugal, ADSCS, uncatalogued.

42 T. Lino d’Assuncéo (1895, Junho 27; 29). As Terceiras de S. Domingos. O Dia.

43 Directory of the Sisters of the Congregation of Saint Catherine of Siena of the Third Order of
Saint Dominic in Portugal.

44 Regulations of the College of Saint Joana Princess.
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dozens of poor children who come to the school gate asking for bread and in-
struction”.*” Additionally, the article gives the impression that the journalist
had been there and witnessed the kindness of the teachers and the relationship
between them and the children; it is even possible that he himself may have
benefitted from the Sisters’ “sincere and frank manner of expression; [. . .]
great delicacy of treatment; [. . .] great deal of knowledge in their conversa-
tion”; and that he eventually had had the opportunity to feel welcome as a
friend “even in the early hours of the morning [. . .].”*

Regarding this permanent openness of the school to the outside world that
was sought for and carried out in the schools under the direction of the Domini-
can Sisters, Teresa de Saldanha emphasized the institute’s engagement with
the girls’ families:

Everyone is aware of what is done and taught, and how people live in this establishment,
since the families [. . .] know the intimate life of the students every day. In addition, as
he who has nothing to hide has nothing to fear, the center’s doors are open at all hours of
the day to the parents and guardians of the pupils, who can thus see the processes and
nature of the teaching that is given; they may visit, if they wish, the whole house, and it
is fair to say that the praise that the teaching and administrative staff receive from visitors
serves as a consolation for their work and an acknowledgment of the uprightness and in-
tegrity of their conduct.*”

It is about transparency, but it is also about interacting with others, particularly
with the children’s families, and telling them that they are welcome. In other
texts, this interaction can be found in the link between students and their fami-
lies who love them, as do their teachers, this being a central part of Teresa de
Saldanha’s pedagogical thinking.*® This is why the school rules dictate that:
“The [boarding] girls will write to their parents every eight days” and will tell
them about their grades monthly. Likewise, they could “go to the common
room to speak with their parents as often as they wish.” Transparency and
truth were encouraged always:

They [the Sisters]*® will also insist on love for the truth, so that their pupils will be frank,
loyal and simple in all their actions. They will attain this end if they allow them to express
their way of thinking, gently correcting any faults, so that the children will never be led

45 Lino d’Assuncio.

46 Ibid.

47 Letter from Teresa de Saldanha to the bishop of Coimbra, 20" of September 1891, ADSCS,
D 3743.

48 Ribeiro de Castro, Teresa de Saldanha.

49 Sisters and teachers, of course, united in the project of educating the children.
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astray by fear or trepidation, which would lead them to cheat, lie and behave secretly but
that they may always feel at ease with the Sisters.

To make the students feel free to express their way of thinking, to get them mo-
tivated and involved in the pursuit of knowledge, to correct them gently when
necessary, to insist on love for the truth; to act with maternal vigilance, making
the students understand they are loved and respected as persons in their indi-
viduality; to value kindness, loyalty, honesty, creativity, responsibility, com-
passion, solidarity, cooperation. This description reflects the key principles of
Teresa de Saldanha’s pedagogical project.

In view of these pedagogical principles, the greatest concern of the director
of the school — besides the coordination of the educational practice — lay in the
choice of the teachers hired.

Despite the statement that for Aveiro “everything is too little,”*° Teresa
tried hard to find teachers with the ideal profile who would fit in with the peda-
gogical line defined concerning the school’s teachings and values.

I don’t like the handwriting of M. Joana Delgado’s protégé. I don’t want to take the one
from Algés. Send me Pamplona’s cousin, if she wants, and I don’t know if she’ll be willing
to subject herself to come here to take her Portuguese exam, the examiner being Eulalia,
who is perfect in teaching Portuguese and in analysis. She was the only person who satis-
fied our Sr. Maria Rosa” [in Aveiro].”

Most of the candidates came through personal acquaintances or the recommen-
dation of people that Teresa or Sister Maria Inés trusted. For instance, the French
teacher was, for a long period, Vitéria de Oliveira Vidal, the niece of the delegate
of the bishop at the college, José Candido de Oliveira Vidal, mentioned above.>?

Flowers On The Grave

Dr Sousa Gomes told me about her one day:

— If we closed our eyes listening to her, we would have the impression that we were in
front of a queen.

50 Letter from Teresa de Saldanha to Sr. M. José Barros de Castro, 29th of June 1904, ADSCS,
D 6830.

51 Sister Maria Rosa Thiaucourt who was then the headmistress of the school.

52 Letter from Teresa de Saldanha to her sister-in-law Maria, 20t of February 1885, ADSCS,
D 5474.

53 Valente, Cénego José Candido Gomes de Oliveira Vidal.
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I would add:

—  And, if we then opened them, we would have the even greater impression, of being in
the presence of an authentic saint.>*

10™ December 1909, Aveiro. A crowd of people from different social classes and
ages gather to pay tribute to Sister Maria Inés Champalimaud Duff>> or Mother
Maria Inés — as everyone used to call her —, who died the day before, and to
accompany the funeral procession to the local cemetery.

Born in Lisbon in 1836, Mother Maria Ines was one of the first women to
join Teresa de Saldanha in founding the Portuguese Dominican Sisters and to
go to Ireland to do her Novitiate. They became friends for life, something that is
abundantly clear in the letters they exchanged. When it came to opening a new
school in Aveiro, she was chosen to lead the process and superintend the new
house. And although her job was, after a first stint as headmistress, to be prior-
ess of the religious community, her involvement went beyond that task, leading
her to quietly become the ‘true soul’ of the Convent of Jesus and of the College
of Santa Joana.

More than eight decades after her death, we had the opportunity to visit
her grave, which was decorated with fresh flowers. Who did this? Why?, we
asked. The answer was quite unexpected: because the poorest people of Aveiro,
particularly the Roma, keep her memory alive as their ‘mother’ and protector.
Some of them continue to decorate her tomb to thank her — beyond death — for
the benefits their ancestors received from her.

The journalist Marques Gomes collected in a single volume® the texts that
were published about Mother Maria Inés in the periodic press at the time of her
burial. From the different descriptions of the funeral we learn that there were
people from all social levels: the authorities; the women of Aveiro “represented
in great numbers”;>’ “a large entourage of female students from the College of
Saint Joana who were mixed with many from the free school [. . .].” There was
an emotional atmosphere: “|. . .] tears flowed abundantly from many eyes and
impressive, convulsive cries were heard.”*® Regarding her highly esteemed
traits, the journalist wrote:

54 Jodo Evangelista de Lima. Vidal, Aveiro, suas gentes, terras e costumes (Aveiro: Junta Dis-
trital de Aveiro, 1967), 94.

55 Born Maria Josefina Champalimaud Duff.

56 Marques Gomes, Madre Maria Ignez Champalimaud Duff - Homenagem da Imprensa Peri-
6dica de Aveiro a sua meméria (Typ. Do Campedo das Provincias, 1910).

57 Marques Gomes, Madre Maria Ignez Champalimaud Duff, 17.

58 Ibid., 14.
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[she] [. . .] was noble, friendly, and worthy by her merits [. . .] a modern spirit, person of
her time and possessor of a vast and solid culture [. . .] associated herself with the great-
est spontaneity to the joys and sorrows of the people of Aveiro, manifesting by deeds her
adherence to our things and her solidarity with our destinies.>

During a short interview from 1993, given by one of her ex-students — an al-
ready ninety-years old Dominican nun —, she testified, always smiling, and oc-
casionally chuckling:

Mother Maria Inés? She had all the virtues! Above all, charity. She supported poor fami-
lies who were ashamed of their poverty. At night she sent the servant, Mr. José, to take
things to their homes.

[. . .] Bernardino Machado®® visited the school and, at the end, said he had the impres-
sion of having been in front of Queen Saint Isabel.

[. . .] I had a little goat that I liked a lot and it used to take me to school. When I arrived, I
called Mother Maria Inés and she had the patience to come to the gate to see the little
goat and bring the goat a cake.

[. . .] When we came in line and saw her at the end, wearing her cape, she would open
her cape and we would all get under there.

[. . .] When, at the end of a religious practice in which the priest spoke a lot about charity
[. . .] T thought it was a lack of charity to have the pigs locked up and went to let them
out, Mother Maria Inés didn’t punish me and even thought it was funny.

[. . .] She called me ‘my torment’.

This testimony — which is very interesting, as it reveals an image of Mother Inés
experienced by a child and which lingered on in the memory of this former
pupil — presents Sister Maria Inés as a motherly, patient, sympathetic, caring,
understanding and charitable figure; admirable characteristics which were evi-
denced time and again. At this point we find it opportune to quote Marques
Gomes again:

She loved children as the best of mothers; she loved the poor and the unfortunate as if
they were her brothers. She had exquisite gallantry for great and small; she was inter-
ested in the happiness and well-being of acquaintances and strangers. There was no vir-
tue that she did not possess, or charity that she did not exercise.*"

59 Ibid., 16.

60 At the time a Minister of the Government, he would become President of the Portuguese
Republic between 1915 and 1917 and from 1925 to 1926.

61 Gomes, Madre Maria Ignez Champalimaud Duff, 8.



152 — Helena Ribeiro de Castro

Widely praised for her role as wise “director” of a school which was important
for the city, she also came to be remembered as the “Saint Prioress” or “Mother
of the poor” who had lost, in Marques Gomes’ words, “an unforgettable and
peerless benefactress, from whom they received food for their stomachs and
bread for their spirits.”®?

For these people she found jobs; she gave work to those; she recommended students to
the professors [. . .] or helped them buy books and pay tuition; she clothed poor children
and, finally, she inquired as to where there was hunger or sickness, to secretly send her
bit there, always blessed, and discreet.®?

Her influence was also felt outside the Convent, in social works and in the pro-
tection of culture. The progress of the College as well as the projection of the
Convent and the way in which it gradually gained people’s sympathy were
mostly due to Mother Maria Inés’ discreet and assertive intervention and intelli-
gent decisions.

In 2021, after many years of public absence, the City Council of Aveiro de-
cided to honor her and, on 8® May, inaugurated a street in the city with her
name. However, at the museum occupying the building where she worked, the
silence still calls for remembrance.

Conclusion

Although today the National Art Museum in Aveiro occupies a part of the build-
ing of the Convent of Jesus, no reference is made to the building’s multi-layered
past. The fact that it functioned between 1834 and 1910 as a boarding and day
school thus remains hidden despite its impact in the past and the traces that
are tangible to the present. Those hidden memories and stories need to be told.
They have remained alive in the private space of the former students’ families —
in the oral histories, photographs, letters, and artefacts — as well as in the pub-
lic space, in the flowers on the grave of Sister Maria Inés Champalimaud Duff,
and in the building that housed the school along with the documents, scattered
in the archives.

Asking who and why, in face of the evidence of a public memory, led us to
better understand the way in which the practices of the college — carried out by
those committed to its educational project, namely Sister Maria Inés Duff —,

62 Ibid., 16.
63 Gomes dos Santos, O Mosteiro de Jesus de Aveiro, 470.
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went beyond the walls of the school building and flowed out into the commu-
nity. The flowers on her grave represent only one part — perhaps the most unex-
pected part — of the memories related to the School of Saint Joana. They set us
off on a search for other evidence in our effort to (inter)connect them and ex-
plore the history of this school and to thus contribute to the local history.

Somehow, the educational actions of a school that has its own identity — as
is the case of this one, in which a stable educational project persisted for almost
three decades — and reaches several generations of children and young people,
sometimes within the same family, is perpetuated in the transmission of values
that each of the students takes with them to their present and future families or
their professional and social environments. It is difficult to determine the scope
of such actions and to determine what lives on in private or in public memory.

The way in which this history has unfolded until now, from an apparently
simple and unimportant public memory, reveals the significance of taking
these memories into consideration — even if just subtle references — when con-
structing histories of education, as well as the memories of the people involved
in educational activities and the stories of their lives.
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large timespan with objects and stories from the Middle Ages until c. 2000. This
chapter investigates the relationship between the exhibited art and the exhibi-
tion’s educational messages. The exhibitions told a story about children and
education in the past by showing fine art and sometimes also other objects.
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by connecting the seventeenth century with the present, by a complementary
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Introduction

In a personal story about educational realities, the historian of education Frank
Simon tells that “[h]istory for me is also about literature and visiting exhibi-
tions.”! The examples of exhibitions he mentions are, however, not about his-
tory of education but about modern, mostly abstract art that could stimulate
you to reflect about non-abstract historical issues in a sense that “then you
think: this artist brings us more inside history than a historian can do.”? Yet, he
concludes, if we as historians should do that successfully “we would not be his-
torians anymore.”* In the last decades and inspired by Philippe Ariés’ innova-
tive study, the visual became important for the history of education.” In this
contribution about exhibitions on childhood and education in the past in Bel-
gium and the Netherlands from the 1980s until the present, we will compare
ways of how bringing together art and history resulted in public stories about
childhood and education in the past.’

The exhibitions will be comparatively analysed? along, apart from informa-
tion about the period covered, the people behind the exhibition, and the ac-
companying catalogue, four topics: the story told, the relation between past

1 Sjaak Braster and Maria del Mar del Pozo Andrés, “Frank Simon: A personal story about ev-
eryday educational realities,” Historia y Memoria de la Educacion 8 (2018), 766.

2 Braster and Del Pozo, “Frank Simon,” 767.

3 Ibid.

4 Philippe Ariés, L’Enfant et la vie familiale sous I’Ancien Régime (Paris, Librairie Plon, 1960).
Also see: Jeroen J.H. Dekker and Leendert F. Groenendijk, “Philippe Ariés’s Discovery of Child-
hood after Fifty Years: The Impact of a Classic Study on Educational Research,” Oxford Review
of Education 38, no. 2 (2012), 133-147; Marc Depaepe and Bregt Henkens, in co-operation with
James C. Albisetti, Jeroen J.H. Dekker, Mark D’hoker, Frank Simon, and Jo Tollebeek, eds., The
Challenge of the Visual in the History of Education (Gent: C.S.H.P., 2000); Jeroen ].H. Dekker,
“The Restrained Child. Imaging the Regulation of Children’s Behaviour and Emotions in Early
Modern Europe: The Dutch Golden Age”, in Images of the European Child, eds. Maria del Mar
del Pozo Andrés and Bernat Sureda Garcia, 17-39. Special Issue, History of Education and
Children’s Literature 13 (2018); Ulrike Mietzner, Kevin Myers, and Nick Peim, Visual History. Im-
ages of Education (Oxford: Peter Lang, 2005); Jeroen J.H. Dekker, ed., A Cultural History of Edu-
cation in the Renaissance. Volume 3. A Cultural History of Education (London, New York, Oxford,
New Delhi, Sydney: Bloomsbury Academic, 2020); Francis Haskell, History and its Images. Art
and the Interpretation of the Past (New Haven and London: Yale University Press, 1993).

5 See Susan Legéne, “Pleidooi voor historische tentoonstellingskritiek,” Tijdschrift voor Ge-
schiedenis 121, 4 (2008): 462 on exhibitions. Exhibitions on the child in history were organized
from the early 1900s. See Paul Vandenbroek, “Aspekten van de kinderikonografie in de oude
Nederlanden (voornamelijk 16°-17¢ eeuw),” in Het kind in onze kunst van 1800 tot heden, eds.
Luk de Vos, Joris Duytschaever, Eliane Gubin, Marc Holthof, Paul Pelckmans, and Paul Van-
denbroek (Brussel: R. Coolen, 1983), 61.
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and present, diversity in regard to age, class, sex, and city / country of the peo-
ple represented, and art and educational reality.® First, the creation of our sam-
ple of exhibitions will be discussed, followed by an analysis of each exhibition
and a conclusion about continuity and change of art exhibitions about educa-
tion in the past in the Netherlands and Flanders in the last forty years.

The Creation of the Sample

The main criterion for selecting exhibitions was that story telling happened sig-
nificantly, mainly using fine art, and further the experience of the author who
visited the exhibition and viewed the fine art. The first criterion excluded impor-
tant Dutch and Belgian exhibitions on the history of childhood and education
about children at risk and schooling. Among them are the Belgian exhibition The
Child in the Residential Institution in Leuven (1986), a precursor in cultural-
pedagogical exhibitions on children at risk,” and numerous exhibitions of the
Belgian School Museum in Flemish Yper (also see the chapter of Depaepe in this
volume) and the Dutch National Museum of Education, since 2012 in Dordrecht
and before in Rotterdam. The role of public histories of the school deserves and
gets specific attention elsewhere in this volume.

Applying the two criteria resulted in a sample of six exhibitions: The Child in
Our Art from 1800 until the Present in Brussels (1983-1984), Orphans and Children
at risk. Children’s Homes in Retrospect in Arnhem (1997), Children of All Times:
Children’s Culture in the Netherlands From the Middle Ages Until Nowadays in Den
Bosch (1997), Pride and Joy. Children’s Portraits in the Netherlands 1500-1700 in
Haarlem and Antwerp (2000), The Art of Education in Dordrecht (2013), and

6 See Jeroen J.H. Dekker, “Images as Representations. Visual Sources on Education and Child-
hood in the Past,” in Educational Historiography, (Re)Presentations, Realities, Materialities,
eds. Jeroen J.H. Dekker and Paul Smeijers, Special Issue, Paedagogica Historica 51, no. 6
(2015): 706-709 on reality and the theory of representation; Jeroen J.H. Dekker, “Looking at
Filtered Realities. Images of Childhood and Parenting in the Dutch Golden Age”, in: Pddagogi-
sche Reflexionen des Visuellen, ed. Kerstin te Heesen (Miinster, New York: Waxmann-Verlag,
2014), 30-33.

7 See The Child in the Residential Institution. One hundred fifty years of care for children with
psychosocial problems Leuven (April 15 —May 16, 1986), organized by Katholieke Universiteit
Leuven with KADOC (Katholiek Documentatie- en Onderzoekscentrum). See catalogue: Mark
D’Hoker, Marleen Flaba, Walter Hellinckx, and Ilse Mortelmans, Het kind in de inrichting. 150
jaar residentiéle zorg voor kinderen met psychosociale problemen. Catalogus van de tentoonstelling
25 april — 16 mei 1986 (Leuven: Katholieke Universiteit Leuven, Afdelingen Historische pedago-
giek and Orthopedagogiek, 1986).
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Being Young in the Nineteenth century: The Child in Dutch Nineteenth Century Art
in Haarlem (2019-1920). In three exhibitions the author was not only involved as
a visitor, resulting in an inside but possibly also biased view: in Orphans and
Children at risk and in The Art of Education, he was involved in the exhibition’s
design and the accompanying book, and for the catalogue of Pride and Joy, he
co-authored a chapter. The description and analysis of the six exhibitions below
is in a chronological order and along the four topics mentioned.

Fine Art Exhibitions on Child and Education
in the Past, c. 1980 - c. 2020

In 1983-1984, the exhibition The Child in Our Art from 1800 until the Present
took place in Brussels at Galerij ASLK, a building of the General Saving and
Pension Fund.® ASLK was not only hosting the exhibition, but was also its initi-
ator and sponsor, with as general coordinator its Head of Cultural Affairs Bob
Coolen. ASLK organized the exhibition “at this very moment [. . .] because it
went together with a number of promotional activities organized by the Saving
Fund for the benefit of its youthful current and potential customers.”® The exhi-
bition with one hundred twenty-one pieces of fine art, mainly paintings, was
accompanied by a catalogue book with a description of all pieces of art dis-
played and six chapters on the artistic representation of the child in the past
and its social-economic context.'®

The story told is formulated as first to mirror through the exhibition the
consecutive art history stages' in Southern-Netherlandish art by chronologi-
cally showing pieces of art on childhood, and second to show a variety of views
on childhood, from lovely and happy childhood scenes to children in miserable

8 ASLK (Algemene Spaar- en Lijfrentekas), later ending as an independent institution by
merging with other financial institutions, was founded in 1865 to stimulate saving by the com-
mon man.

9 Bob Coolen “Woord vooraf,” in Het kind in onze kunst van 1800 tot heden, eds. Luk de Vos,
Joris Duytschaever, Eliane Gubin, Marc Holthof, Paul Pelckmans, and Paul Vandenbroek
(Brussels: R. Coolen, 1983), 7.

10 Luk De Vos, et al., Het kind in onze kunst van 1800 tot heden (Brussels: R. Coolen, 1983).

11 Neo-classicism, romanticism, realism, impressionism, naturalism, symbolism, expressionism,
animism, surrealism, and the styles after the Second World War: Jean F. Buyck, “Ter verantwoord-
ing,” in Het kind in onze kunst van 1800 tot heden, eds. Luk de Vos, Joris Duytschaever, Eliane
Gubin, Marc Holthof, Paul Pelckmans, and Paul Vandenbroek (Brussel: R. Coolen, 1983), 12.
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conditions.” The period 1800-present was justified by the idea that from then
a separate children’s world was born: “In that period the process started of so-
cial and sociological distancing between adult and child,” stimulated by au-
thors such as Jean-Jacques Rousseau, and becoming considerable only far in
the twentieth century. The art exhibited shows the artist’s view on this nascent
separate world and how “society did feel (rather late) the psychology of the
child,” a feeling absent in early modern Europe, where the “child was simply
an adult in miniature who, after a brief initiation, could fully function in the
adult world.”*® Attention for children did not start before the eighteenth cen-
tury and “before 1914 there was no idea of childhood as a clear concept” with
childhood “no stage of life with specific protection or attention” and with chil-
dren “closely involved in the adult’s world.”'* For the rest, Paul Vandenbroeck
in his chapter on iconography in the early modern Southern Netherlands is
more cautious about this image of childhood fully relating to modernity, taking
a moderate position in the classic debate around Ariés’ study.”

The art displayed shows children, both girls and boys, in all ages until
c. fourteen, mostly in an urban environment and suggesting in particular for
nineteenth century art a sharp dichotomy between happy childhood of the well-
to-do and miserable childhood of the poor. Art in this exhibition is both “an
image of falsehood” and “the raw reality” in naturalistic depictions of “the lone-
liness, the dissatisfaction, and the hereditary predestination of the child from the
proletariat.”*® In a brief explanation of the selection of paintings art historian
Buyck critically describes the “veiled sentimentality and trivializing anecdotic
style” in the nineteenth century in genre painting as the falsification of reality
and with agreement concludes that twentieth century surrealism does attack the
myth of children’s innocence with “parodying and provocative strategies.”"’

12 Coolen, “Woord vooraf”, 7.

13 Ibid., 8-9.

14 Eliane Gubin, “De social-economische betekenis van het kind en het gezin in de XIXe en
XXe eeuw’,” in Het kind in onze kunst van 1800 tot heden, eds. Luk de Vos, Joris Duytschaever,
Eliane Gubin, Marc Holthof, Paul Pelckmans, and Paul Vandenbroek (Brussel: R. Coolen,
1983), 65.

15 Vandenbroeck, “Aspekten”, 18-20. See Jeroen J.H. Dekker, and Leendert F. Groenendijk,
“Philippe Ariés’s Discovery of Childhood after Fifty Years: The Impact of a Classic Study on Edu-
cational Research,” Oxford Review of Education 38, no. 2 (2012), 133-147; Jeroen J.H. Dekker, Ber-
nard Kruithof, Frank Simon, and Bruno Vanobbergen, “Discoveries of Childhood in History: an
Introduction,” Paedagogica Historica 48, no. 1 (2012), 1-9; Willem Frijhoff, “Historian’s Discov-
ery of Childhood,” Paedagogica Historica 48, no. 1 (2012), 11-29.

16 Coolen, “Woord vooraf”, 8.

17 Buyck, “Ter verantwoording”, 14.
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Buyck describes part of the nineteenth century art on the exhibition as “sluggish
scenes of children’s virtues and vices” with “neglecting the reality of child labor”
and he attacks the paternalistic attitude towards poverty or the “prevailing senti-
mentalism” when artists picture physically disabled children, for example the
blind child.’® Remarkably however, many exhibits do not fit the only moralizing
or idealizing and “an adult in miniature” position, but brings us nearer to the
reality of the child’s world, as for example an undated portrait by Constantin
Meunier (1834-96) of probably the painter’s child.”® With this major criticism of
the nineteenth-century sentimental representation of childhood in mind, the se-
lection of twentieth-century art was applauded. In modern art the “idyllic view is
being disturbed” and no does longer show “beautifying appearances.”?® For the
rest, it is no surprise that the art’s suggestion of reality decreases with twentieth
century artistic movements such as cubism and surrealism among other exam-
ples. This underlines the different evolution of art history and history of child-
hood and makes clear that for modern and contemporary history, photographs
would replace paintings and drawings, although the realistic style never disap-
peared in modern paintings, as evidenced in this exhibition.”

Children of All Times: Children’s Culture in the Netherlands from the Middle
Ages until Nowadays, was held in 1997 in ’s-Hertogenbosch, Noordbrabants Mu-
seum. It was based on fine art and everyday objects with a timespan from the
Middle Ages until the present day. The exhibition’s design was developed by
Charles de Mooij, conservator of the museum’s historical department, together
with a work group including art and cultural historians. The accompanying cat-
alogue contains descriptions of the two hundred sixty-three pieces of art and
everyday objects exhibited and articles by the cultural historians Rudolf Dek-
ker, Annemarieke Willemsen, and Gerard Rooijakkers on cultural history of
childhood, history of children’s material culture, and history of rituals in the life
of the South-Netherlandish child. The articles, strongly integrated with the cata-
logue, show forty-eight images directly referring to images in the catalogue.*

18 Buyck, “Ter verantwoording”, 13. See: De Vos et al., “Catalogus”, 101.

19 Luk De Vos et al., “Catalogus en bibliografische notities,” in Het kind in onze kunst van
1800 tot heden, eds. Luk de Vos, Joris Duytschaever, Eliane Gubin, Marc Holthof, Paul Pelck-
mans, and Paul Vandenbroek (Brussel: R. Coolen, 1983), 112, no. 21, Child portrait, private col-
lection. Other realistic portraits are nos. 8, 13, 29, 31, 33, and 36.

20 Buyck, “Ter verantwoording”, 15. See Vandenbroeck, “Aspekten”, 23-24.

21 See De Vos et al., “Catalogus”, nos. 59, 63, 87, and 99.

22 Charles de Mooij and Barbara Kruijsen, eds., Kinderen van alle tijden: Kindercultuur in de
Nederlanden vanaf de middeleeuwen tot heden (Zwolle: Waanders; ‘s-Hertogenbosch: Noord-
brabants Museum, 1997).
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The design of the exhibition intends to tell a child-oriented Vom Kinde Aus
story by showing the visual legacy of a large number of generations of children
that consists of objects such as clothes, toys, furniture, and of the child world’s
iconography. To that end when looking and reading you could almost imagine
being a child in the past.”® The exhibition’s order meticulously follows the
child’s development stages and the life events from the Middle Ages until the
present: from birth to the first steps, from baptism to food, from family to or-
phanages, from sickness to death, and from playing to school. Fine art is used
not as part of art history but of cultural history, namely as historical sources
just like the everyday objects. The exhibition through its design and lay-out
tells in an attractive way a story about the history of Southern Netherlandish
childhood. The time span of the exhibition from the Middle Ages to the present
almost automatically makes the visitor compare past and present. Concerning
the question if and from which time the discovery of the child should have
taken place, Rudolf Dekker assumes that history of childhood should be consid-
ered as an emancipation history, in particular since the nineteenth century.?

Through its concept and design and the selection of everyday objects and
fine art according to a series of themes that together picture the child’s world
over time the exhibition tells a story of social diversity and social inequality,
only partly overcome by more schooling and child protection in modern his-
tory. A great difference with The Child in Our Art is that Children of All Times did
not have the intention to show how artists represent the child but to let the visi-
tor enter into the child’s world in development stages and educational places
over time. This happens by looking at everyday objects and objects of fine art
and results in a strong reference to real life.

Also Orphans and Children at risk. Children’s Homes in Retrospect, held in Arn-
hem in 1997 in Gemeentemuseum Arnhem, was based on a mix of fine art and ev-
eryday objects from the late Middle Ages until the present. It was an initiative of
Stichting Residentiéle Jeugdzorg Heden en Verleden, a charitable organization aimed
at gaining more interest for contemporary Dutch youth care and its historical roots.
The exhibition was designed by early modern historian Petra van Boheemen and
the book written by the historians Simon Groenveld, Jeroen Dekker, Chris Leo-
nards, Joost Dankers and Jacques Dane and psychologist Thom Willemse.”

23 Ibid., 81.

24 Rudolf Dekker,“Kinderen in het verleden: Continuiteit en verandering,” in Kinderen van alle
tijden. Kindercultuur in de Nederlanden vanaf de middeleeuwen tot heden, eds. Charles de Mooij
and Barbara Kruijsen (Zwolle: Waanders; ’s Hertogenbosch: Noordbrabants Museum, 1997), 30.
25 Simon Groenveld et al., Wezen en Boefjes. Zes eeuwen zorg in wees- en kinderhuizen (Hilver-
sum: Verloren, 1997).
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The exhibition, opened by the Secretary of Justice, Elisabeth Schmitz, told
the story of at risk children brought up outside their family in Dutch out-of-
home institutions. This history started with orphanages in the late Middle Ages
in the urbanized part of Europe. From the nineteenth century increasingly also
institutions were founded for criminal children, neglected and abandoned chil-
dren, and after the Second World War for children with behavioral problems,
psychological disorders and psychiatric diseases.?® The story told aimed at
stimulating people with experience in out-of-home child-care to think about
the historic development of this care to get insight in continuity and change of
out-of-home child care by showing the history of its material world and the dis-
course about out-of-home-care. Much attention was given to the child’s out-of-
home daily life, and to private and public investments by first churches and
local governments, from the nineteenth century increasingly enlightened and
evangelically inspired philanthropists, and from c. 1900 the central government
with its child protection laws. These institutions also addressed the educational
relationship and the change from non-professional and often religious person-
nel into educationally, psychologically, and sometimes also psychiatrically
trained professionals in the twentieth century. The selection of the exhibits de-
pended on their value for the particular history to be told.

Connecting past and present formed the starting point of exhibition and
book, aimed at stimulating insight in the long-term development of out-of-
home childcare. The vast timespan showed that childcare was considered nec-
essary for child and community from the late Middle Ages and that children
were considered as a specific category that needed protection, care and educa-
tion, also when their family could not provide for them because of the death of
parents, inadequate parenting, or children’s behavior problems.

The focus on children at risk and on out-of-home institutions meant a focus
on the poor and lower classes. It is true that becoming an orphan happened also
for the rich, and in Dutch cities there was often a dichotomy between orphanages
for the citizens and those for the poor. The majority of orphans in orphanages
were, however, poor because orphans from well-to-do families were mostly cared
within the family. Moreover, the out-of-home institutions for the non-orphans,
such as neglected and criminal children, admitted in great majority children

26 Jeroen J.H. Dekker, “Children at Risk in History: A Story of Expansion,” Paedagogica His-
torica 45, no. 1-2 (2009), 17-36; Jeroen J.H. Dekker, The Will to Change the Child: Re-education
Homes for Children at Risk in Nineteenth Century Western Europe (Frankfurt am Main: Peter
Lang, 2001), 41-140; Jeroen J.H. Dekker, Educational Ambitions in History. Childhood and Edu-
cation in an Expanding Educational Space from the Seventeenth to the Twentieth Century (Frank-
furt am Main: Peter Lang, 2010), 106—119.
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from poor families. This did not change in the twentieth century.?” The story
about out-of-home child and youth care from the late middle ages until the pres-
ent intended to give insight into the material and educational reality of out-of-
home education in the past with art and everyday objects bringing the viewer
and reader closer to the historic actors, the children, the caregivers and educa-
tors, and the private and public agencies. This was a descriptive story that did
not raise a discussion about the pros and cons of out-of-home education and its
effectiveness.”®

Pride and Joy. Children’s Portraits in the Netherlands 1500-1700, held in
Haarlem in Frans Halsmuseum and in Antwerp in Koninklijke Museum voor
Schone Kunsten in 2000-2001 brings us in another world. While Orphans and
Children at risk confront us with children’s problems and, apart from pride of
the boards of the institution a lot of trouble and misery, Pride and Joy is about
success, pride, wealth, and happiness. It was exclusively based on fine art,
eighty-five beautiful children’s portraits, all reproduced in the catalogue in full-
plate color plates and put into context by articles on the scope for education,
on toys and plays, and on children’s costume in the late Renaissance and Ba-
roque period.”® The exhibition, a sequel to the exhibition Portretten van Echt en
Trouw (1986) about marriage and the family in the sixteenth and seventeenth
century, focused on children.*® Organized by the two museums and a farewell
gift for the outgoing director of Frans Halsmuseum Derk Snoep, the exhibition
was designed by art historians Jan Baptist Bedaux, Rudi Ekkart, and Katlijne
Van der Stighelen.

The story about parents’ pride of joyful children was told by showing beauti-
ful art and this was possible because of the level of the portrayal of children, then
extremely popular in the Northern and Southern Netherlands. The “key role the

27 See Groenveld et al., Wezen en Boefjes, 9-10.

28 See Marieke Dekker, “Effectiviteit aan de horizon. Een studie rond onderzoek naar resul-
taat op het gebied van de justitiéle kinderbescherming in Nederland tussen 1945 en 2005,”
(PhD diss., University of Groningen, 2016).

29 Jan Baptist Bedaux, and Rudi Ekkart, eds., Pride and Joy. Children’s Portraits in the Netherlands
1500-1700 (Ghent/ Amsterdam/ New York: Ludion and Abrams, 2000); Jeroen J.H. Dekker, Leen-
dert F. Groenendijk, and Johan Verberckmoes, “Proudly raising vulnerable youngsters. The scope
for education in the Netherlands,” in Pride and Joy. Children’s Portraits in the Netherlands
1500-1700, eds. Jan Baptist Bedaux, and Rudi Ekkart (Ghent, Amsterdam, New York: Ludion and
Abrams, 2000), 43-60.

30 Derk P. Snoep, and Paul Huvenne, “Foreword” in Pride and Joy. Children’s Portraits in the
Netherlands 1500-1700, eds. Jan Baptist Bedaux, and Rudi Ekkart (Ghent, Amsterdam,
New York: Ludion and Abrams, 2000), 6; Eddy de Jongh, Portretten van echt en trouw. Huwelijk
en gezin in de Nederlandse kunst van de zeventiende eeuw (Zwolle: Waanders, 1986).
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Dutch Republic and Flanders played in the development of children’s portraiture”
was an important reason to bring those painting traditions together. That “[q]uality
was an important and often decisive factor in the selection process” emphasizes
the intention to let experience the visitors with sometimes stunning beauty.> But
bringing the visitors and readers in aesthetic delight was not the whole story. That
was, as the striking title shows, about parental pride and the children’s joy. It was
also about parental pride evident from the children dressed at its best, expressed
by the Dutch title of the exhibition, Kinderen op hun mooist, and important within
the upper classes that commissioned painters to portray their children. Joy demon-
strates that parents prefer their children to be joyful, a message made clear from
the catalogue blurb to foreword, preface, introduction and the various chapters.
This intended story determined the selection of paintings made on initiative of pa-
rents or painter-parents “in which the primary intention was to record the features
of a specific child.” As a consequence genre paintings, earlier dominating Portret-
ten van Echt en Trouw, were excluded entirely.*

With its focus on early modern Europe there was no strong relationship
with the present. The exhibition intended to give insight into parents’ and fam-
ily’s pride of their children in the past, which resulted in them being portrayed
by excellent artists. But the portraits, selected for an age-span until circa four-
teen, do more than show pride. The message of the catalogue essays is that
childhood was also in those times a specific stage of life, notwithstanding the
seemingly adult clothing and the physical posture when posing. At first sight
this posture looks like a miniature adult, but when observed closely it turns out
as a child holding a posture, ready to start playing as soon as possible after
posing.>®> A beautiful example is the portrait of Susanna De Vos, daughter of
Cornelis De Vos (1584/85-1651), the famous South-Netherlandish painter. Sus-
anna is dressed as an adult, but no less a child than a child of the present
(Figure 1).

In contrast with Orphans and Children at risk the design and its selection of
exhibits inevitably lead to the upper-class, the rich bourgeoisie that profited
from the flourishing economy. The individual portraits show parental pride and
children’s joy, but also family wealth because of possible future connections or
marriage deals, including local government positions such as a mayor, in real-
ity often seemingly hereditary positions. Art represents reality at this exhibition
of portraits commissioned by parents or made of the painter’s own children

31 Snoep and Huvenne, “Foreword”, 6; Bedaux and Ekkart, “Preface”, 8.
32 Bedaux and Ekkart, “Preface”, 8.
33 Ihid.
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Figure 1: Cornelis De Vos (1584/85-1651), Susanna De Vos, 1627,
oil on panel, 80 x 55,5 cm, Frankfurt, Stadelsches Kunstinstitut.

because we look at real people.>* As a matter of fact the joyfulness is partly
posed, but that is no reason to assume that children from well-to-do families
with good clothes, enough food, proud parents, and a plenty of toys could not
be happy and joyful. It is true that the dark colors of life, also happening in
those families, are absent. The real and joyful children with their proud pa-
rents refer to the positive sixteenth and seventeenth centuries realities of the
well-to-do.

The Art of Education in Dordrechts Museum, held in Dordrecht in 2013, was
mainly based on fine art. The topics and sources, among them paintings and
drawings, from Dekker’s Het Verlangen naar opvoeden [The Longing for Educa-
tion] formed the basis for the exhibition as part of the multimedia project with
the same name with as partners the University of Groningen, NTR (Educational

34 Bedaux and Ekkart, “Preface”, 8: apart from individual or group portraits of children, also
group family portraits with children playing a central role were added.
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and Cultural Broadcasting Corporation), Dordrechts Museum, Museum Slot Zuylen
in Utrecht, and Radio 5. Concept and design of the project were developed by
Jack Fila and Yolande Wildschut and of the exhibition by conservator of Dor-
drechts Museum Sander Paarlberg. The accompanying book follows the structure
of the project in the exhibition, television and radio broadcasts and contains re-
productions of most of the exhibited pieces.>

The Art of Education shows fine art but with another goal than Pride and joy.
Paarlberg, a specialist of seventeenth century iconography, tells that he intends
to attract a broader group than the usual museum visitor, namely: “Parents with
children, parents made aware of the exhibition through the TV broadcasts, and
who ask themselves: how did that [child rearing] go before?” Looking at the fine
art and everyday objects “should offer recognition, emotion. And nice if people
could learn something from it for the education of their own children.”*® Fine art
should thus stimulate people to reflect about education and child rearing in past
and present. There were also available a set of discussion cards for parents, on
the front side the image of an exhibited painting and on the back side a descrip-
tion of the depicted scene with a discussion question, for example with the scene
of an unruly household by Jan Steen with children doing what they want to do, if
children should participate in the decision process about what to eat this even-
ing, about the time to go to bed, and about the destination of next holiday.>”

The Art of Education systematically related past and present and stimulated
discussions about child rearing by combining fine art with present educational
challenges. Notwithstanding a timespan from the Renaissance until the pres-
ent, child rearing in the seventeenth century was most often used to connect
past and present. This happened with the themes structuring the exhibition
and television broadcasts, namely childhood and the family, motherhood, edu-
cational ideals, power balance between parent and child, parental concern and
children’s risks, going to school, play and toys and the new media, and father
and son relationships. Each broadcast started with the presenter looking at a
painting about the theme from the exhibition and then moved on to an actual ed-
ucational dilemma about the same theme in a present educational setting and
with comments by educational experts.

35 Jack Fila, Jeroen J.H. Dekker, and Yolande Wildschut. De Kunst van het opvoeden (Zutphen:
Walburg Pers, 2013).

36 Sander Paarlberg, interviewed by Robin Gerrits, “Van de schoonheid en de troost”, in Fila,
Dekker, and Wildschut, De Kunst van het opvoeden 8.

37 De Kunst van het Opvoeden: Discussiekaarten (Dordrecht: Dordrechts Museum, 2013), dur-
ing the exhibition available in the museum shop.
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While also in this exhibition many paintings represented well-to-do children
and families, in contrast to Pride and Joy lower middle-class and poor families
were not missing. The intention to use art to stimulate people to discuss about
education and child rearing resulted into more social variation in the selection of
paintings than Pride and Joy, with for example also genre painting, highly popu-
lar in the sixteenth and seventeenth centuries, with stories about the bad conse-
quences of wrong child rearing, and on the exhibition with paintings by the
Dutch painter Jan Steen and the Flemish painter David Rijckaert II1.>® While the
children’s and family portraits do represent real people as in Pride and Joy, genre
painting did not show real people but patterns of parental behavior with often
the message that children do always imitate their parents be it good or bad
behavior.

Being Young in the Nineteenth Century: The Child in Dutch Nineteenth Century
Art was held in Teylers Museum in Haarlem in 2019-1920. It was based on fine
art and on photographs.>® The exhibition was designed by chief conservator of
the museum, Michiel Plomp, internationally known as an expert of drawings of
the great masters of the Renaissance such as Michelangelo. The accompanying
catalogue contains a list of all exhibited pieces — sixty paintings, pastels and
drawings, and thirty-five photographs— and two essays by conservator Plomp
and the historians Arianne Baggerman and Rudolf Dekker in which also most
pieces exhibited are described and reproduced.

Being Young in the Nineteenth Century tells a story about the nascent world of
the child during the nineteenth century, in the exhibition flyer summarized as
“From mini-adult to child”, a view that matches with that of The Child in Our Art
from 1983-1984 in Brussels. Around the exhibition several lectures were orga-
nized and, to make this exhibition attractive for adults and children, workshops
for families were organized and in the Museum restaurant a huge primer was
made by pupils of Haarlem schools to attract as many families as possible to this
child-oriented exhibition. Notwithstanding the timespan ending around 1900,
the relationship between past and present is crucial in this exhibition too. Its in-
tention was namely to show the visitor that it is only in the course of the nine-
teenth century that our idea of childhood as a specific stage of development and
life started. In early modern Europe children were considered as small adults, a
view changed radically in the Enlightenment, in particular by Jean-Jacques Rous-
seau’s Emile (1762), himself present in an etching (c. 1795) by Augustin Legrand,

38 Fila, Dekker and Wildschut, De Kunst van het opvoeden, 54-59.
39 See Brandt Corstius, De kunst van het moederschap, catalogue of the exhibition with the
same name in Haarlem 1981-82.
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whereupon he hands with approval a field bouquet to a mother who feeds her
child.“® Plomp summarizes the historical change leading to this exhibition as fol-
lows: “The mini-adult steps aside, the child may be child.”*!

Figure 2: Floris Arntzenius (1864-1925), The Match Girl (Het lucifermeisje),
¢. 1890, oil on canvas, 131 x 76 cm, Haags Historisch Museum, The Hague.

The exhibition shows a diversity of children: boys and girls, babies and tod-
dlers and schoolchildren, children from the city and from the country, and
from the well-to-do to the poor. The making of children portraits commissioned
by their parents was as in the seventeenth century a lifestyle belonging to well-
to-do families. But in this century of increasing class differences because of the

40 Baggerman and Rudolf Dekker, “De jeugd heeft de toekomst”, 55.

41 Michiel Plomp, “Jong in de 19° eeuw. Het kind in de Nederlandse kunst van 1780 tot 1914”,
in Het kind in de Nederlandse 19°-eeuwse kunst, eds. Arianne Baggerman, Rudolf Dekker, and
Michiel Plomp (Bussum: Uitgeverij Thoth; Haarlem: Teylers Museum), 12.
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first phase of the industrial revolution, painters gave more attention to the life
of children of the poor, for example to child labor. The Match Girl from c. 1890
was inspired by Hans Christian Andersen’s fairy tale and painted by Floris Arnt-
zenius (1864-1925).** The disabled girl, aged c. ten, in the evening leaning
against a wall in dark and cold The Hague, waits for people ready with their
dinner in a well-heated restaurant nearby and willing to buy some matchboxes
(Figure 2).

According to Plomp, “for most children’s portraits in the first half of the nine-
teenth century only the toys present in the paintings tell you that they are repre-
senting children [. . .] For the rest they look like small adults. Depicting children
as real children almost does not occur in the Netherlands in the nineteenth cen-
tury.”*? This means that we should not see much of a reality and that for example
the painting with which the exhibition started, a portrait of one year old Cathar-
ina Elisabeth Rente Linsen, elegantly dressed and with red coral jewelry around
her neck and wrists, made in 1831 by Jan Adam Kruseman (1804-1862), could only

Figure 3: Jan Adam Kruseman Jz. (1804-1862), Portrait of Catharina
Elisabeth Rente Linsen (1830-1890), 1831, Oil on canvas, 77.2 x 66 c¢m,
Teylers Museum, Haarlem.

42 Floris Arntzenius (1864-1925), Het lucifermeisje, ca. 1890. Collectie: Haags Historisch Mu-
seum, Den Haag.
43 Plomp, “Jong in de 19° eeuw”, 22.
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be interpreted as that of a small adult. However, and just as with Pride and Joy
portraits from the sixteenth and seventeenth centuries, also this portrait could be
interpreted as both evidence of parental pride because of the elegant dress and
the precious jewelry, and as, behind the dress and jewelry, an image of a one-
year-old girl with the plump feet and shoulders of a real baby with a roguish
child face (Figure 3).*

Conclusion

Together, the exhibitions have a large timespan with objects and stories from
the Middle Ages until c. 2000, with Orphans and Children at Risk, Children of All
Times and The Art of Education covering the whole period and The Child in Our
Art, Pride and Joy and Being Young covering respectively the nineteenth and
twentieth centuries, the sixteenth and seventeenth centuries, and the nine-
teenth century. They were organized by museums with the exception of The
Child in Our Art, organized by a bank, which also was the exhibition’s host, and
Orphans and Children at Risk, initiated by a charitable organization. Whether
the location could have been of influence on the public is not clear. But as a
matter of fact, people with the intention of visiting a museum will look at art,
while customers of a bank will visit a bank for financial matters and then still
become interested in art when present in the very bank’s building. The design
of the exhibitions was made by art historians (The Child in Our Art, Pride and
Joy) and by a cooperation between historians and historians of culture and edu-
cation, and with Orphans and Children at Risk, also in the person of Thom Wil-
lemse a psychologist specialized in special education. The story telling in
exhibitions with an interdisciplinary team, like Orphans and Children at Risk
and The Art of Education, contained more explicitly historical and educational
elements, while the exhibition Pride and Joy, designed by art historians, first
and foremost focused on the beauty of the pieces of art exhibited. All were accom-
panied by a catalogue with the exhibited fine art together with, for Children of All
Times, Orphans and Children, and The Art of Education, also everyday objects.

The exhibitions showed fine art and told a story about the child and educa-
tion in the past. For Orphans and Children at risk, art was secondary in telling the
story about childcare from the Middle Ages until the present, the other exhibi-
tions used first of all art for their story, with Pride and Joy showing exclusively a
beautiful world of childhood and parenting. Two exhibitions, chronologically the

44 See Dekker, ‘Van mini-volwassene naar kind?’, 40-42.
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start and the end of our chronologically composed sample, namely The Child in
Our Art and Being Young based the exhibition design on the view of children as
miniature adults until far in the nineteenth century. The other exhibitions do not
have such strong views and assume more continuity. A strong view is also behind
Pride and Joy: it is the opposite of children as miniature adults as an interpretation
framework for the portraits of preciously and elegantly dressed children that seem-
ing look like small adults. The exhibitions become more didactic in the course of
the years with various didactical activities accompanying the exhibition for both
children and educators.

Past and present were connected in those exhibitions in various ways: by
taking a timespan until the present, by connecting past, for example the seven-
teenth century, with present through a strong view about the historical devel-
opment of childhood as a distinct stage of life, by a complementary didactic
program, and with The Art of Education the embedding of the exhibition in a
broader project with Radio and TV broadcasts.

All exhibitions show boys and girls from various ages, but concerning so-
cial diversity they differ. Two of them, Orphans and Children and Pride and Joy
focus on one specific group respectively the marginal and the upper classes.
The other exhibitions try to tell a story of the various social groups but the fact
that before the nineteenth century most paintings of children were commis-
sioned by the well-to-do makes this group dominate the early modern period.

The relationship between art and reality is differently interpreted. The Child
in Our Art and Being Young tell the visitor that what she / he sees is sometimes
far from the reality of childhood and more about miniature adults, while it is
possible to see the same pieces of art totally different, as discussed above. Strik-
ing for Pride and Joy is that the focus on well-to-do children often seemingly
dressed as miniature adults was not impediment at all for interpreting them as
images of children with their own world and stage of development. Moreover,
all those portraits were of real people, and so realizing a strong reference to re-
ality, as with portraits in the other exhibitions. One way or another all exhibi-
tions wanted to tell a story about childhood and child rearing in past and
present about the reality of children’s life and parenting and about educational
ambitions, for example by showing genre painting.

With this visit in retro respect of the six exhibitions in mind, we turn again
to Frank Simon’s view on the role of artists and historians in bringing us inside
history. Indeed, the solution is not that historians would pursue and perhaps
even achieve the same effect as artists do, because they would then “not be his-
torians anymore”. There is, however, another option: working together. Cultural
historians and historians of education can so to speak work together with artists
from the past, by looking at and analyzing their art as sources for bringing us
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inside history. That is what was intended in the exhibitions that were analysed in
this contribution.
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