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The Exemplar of Edutainment:

Tong Xiegeng’s Yizhi Puzzle and His Art
of Integrating Learning with Play

in Late Imperial China

Yu Fu

Department of History

Hong Kong Baptist University
Hong Kong (China)
21481148@life.hkbu.edu.hk

ABsTrRACT: Tong Xiegeng’s HEIMFF (1828-1899) yizhi puzzle (yizhitu 752 El) exem-
plifies a pioneering model of edutainment in late imperial China, seamlessly integrating
intellectual cultivation, moral education, and aesthetic engagement within an interactive
gameplay framework. Invented in 1862 as an evolution of the traditional Tangram, this
15-piece tangram puzzle transcended mere recreation by embedding classical poetry, his-
torical narratives, and ethical maxims into its puzzle-solving mechanics. Through rigor-
ous textual and visual analysis of the series of yizhi puzzle books, this study argues that
the yizhi puzzle achieved edutainment synergy via three innovations: (1) universal acces-
sibility appealing to children, elites, and even the imperial court; (2) multidimensional
content design that merged cognitive challenges (e.g., character/poetry assembly) with
Confucian moral tales and artistic creation; (3) text-image pedagogical synergy where
abstract puzzle outcomes visualized literary texts, enabling embodied learning. Through
a comprehensive analysis of Tong Xiegeng’s educational ideas in the series of yizhi puzzle
books, this research illuminates the enduring significance of the yizhi puzzle. This explo-
ration not only deepens our understanding of traditional Chinese educational toys but
also highlights their potential in shaping modern pedagogical approaches. Furthermore,
the series of yizhi puzzle books reflects Tong’s perspectives on children, childhood, chil-
dren’s games, and toys as an ordinary intellectual of the late Qing Dynasty. This investi-
gation contributes to the history of children’s games and toys and to the broader field of
Chinese childhood studies.

EeT/TEE KEYWORDS: Edutainment; Yizhi puzzle; Tong Xiegeng; Text-image integra-
tion; Chinese pedagogy; XIX Century.
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Introduction

The mid-19th century marked a profound transformation in China’s per-
ception of childhood. Amidst the backdrop of imperial decline and Western
encroachment, reformers like Liang Qichao %38 (1873-1929) began to
view children as «the nation’s future», emphasizing the need for educational
tools that foster both intellectual growth and civic virtues'. Traditional prim-
ers (mengshu 5H5), with their reli-
ance on rote memorization, failed to
engage young learners effectively. It
was in this context that Tong Xiegeng
EIMFE (1828-1899), a former coun-
ty magistrate in Zhejiang, introduced
the yizhi puzzle [#F&]] in 1862 - a
15-piece tangram puzzle designed to
nurture wisdom through play (see
Pic. 1 and Pic. 2). Unlike top-down
reformist agendas, Tong’s innovation
arose from observing children’s play,
enhancing the Tangram by incor-
porating eight additional polygonal
pieces inspired by the cosmology of
the Book of Changes [I Ching %],
including elements like the «Great
Terminus» [A#], the «Two Elemen-
tary Forms» [M{Y], the «Four Em-
blematic Symbols» [f44], and the
«Fight Trigrams» [/\ £}, thus unlock-

e

g o4 Al

ing complex creative potentials. Tong
Xiegeng and his family also published
a series of books related to the yizhi
puzzle: Yizhitu i &&, Yizhi xutu

Pic. 1. An Image of Tong Xiegeng Holding
a Treasured Mirror. Reprinted from Tong Xie-
geng, Chaojie shanren xiaoying BFEIL AN/
in Yizhitu %5 %, Shanghai, Shangwu yinshu-
guan, 1933, Vol. 1.

I For further references on the relationship between Chinese children and the state, see J.L.
Saari, Legacies of Childhood: Growing up Chinese in a Time of Crisis, 1890-1920, Cambridge,
MA, Council on East Asian Studies, Harvard University, 1990; A.F. Jones, The Child as History
in Republican China: A Discourse on Development, «Positions: East Asia Cultures Critique»,
vol. 10, n. 3, 2002, pp. 695-727; J. Flath, N. Smith (edd.), Beyond Suffering: Recounting War
in Modern China, Vancouver, UBC Press, 2011; C. Plum, Lost Childhoods in a New China:
Child-Citizens-Workers at War, 1937-19435, «European Journal of East Asian Studies», vol. 11,
n. 2, 2012, pp. 237-258; S. Graziani, Youth and the Making of Modern China: A Study of the
Communist Youth League’s Organisation and Strategies in Times of Revolution (1920-1937),
«European Journal of East Asian Studies», vol. 13, n. 1, 2014, pp. 117-149; P. Zarrow, Edu-
cating China: Knowledge, Society, and Textbooks in a Modernizing World, 1902-1937, Cam-
bridge, Cambridge University Press, 20135, pp. 77-146.
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Pic. 2. Tong Xiegeng’s Yizhi Puzzle. Reprinted from Tong Xiegeng, tushi B3 and fen tushi
SR in Yizhitu, cit., Vol. 1.

BERIR, Yighi zitu 388 TR, Yizhi yanjitu 358 LK, Yizhitu yinghiwen 355
KEIRHE 22, and Yizhitu gianziwen % &5 T L. These publications represent
the collective achievements of Tong Xiegeng and his family, highlighting their
collaborative efforts, although Tong Xiegeng is the sole inventor of the puzzle.

Existing research has predominantly concentrated on the background of
Tong and his family, the philosophical connections to the Book of Changes,
and the artistic and educational significance of the yizhi puzzle series®. What

2 Unfortunately, Yizhitu yinzhiwen was not well preserved and has been lost.

3 Xu Yunqiu fRIZFK, Tong Xiegeng, «Guoxue lunheng [E*Z0M», n. 6, 1935, p. 48; Zhuo
Guan B3, Ji Chongming Tong Xiegeng xiansheng (futu, shufa) ICSEHEM- PS4 (B,
1£), «Su duoF38¥», vol. 2, n. 1, 1941, pp. 23-25; Ji Chongming Tong Xiegeng xiansheng 1c.52HH
#wM-PESeE, Jiangsu wenxian LI SCHik», n. 5-6, 1942, pp. 139-140; Kao Gu 1, Jia Sha {%
¥, Woguo gudai Yizhitu kaoshu TE &K (G5B &) # IR, «Neimenggu shehui kexue P54t
285, n. 2, 1990, p. 72; Yizhitu gianchu muhou gushi Gif &) ZEH R G, «Chengshi
shangbao ¥ >, n. 9, 2009, A02; Liu Lei X%, Yizhitu tanwei (R ED) Y, «Xungen F
fid», n. 5, 2013, p. 90; Chai Taoxiong 477 HE, Tong Xiegeng, Shanghai, Shanghai renmin chu-
banshe, 2015; Id., Tong Xiegeng yu zhili wanju B BES5E 15T H, «Chongming bao S2HH#»,
December 13, 2017, p. 4; Liu Weizhen XN, Tong Zhiyu yu tade Tongshi yizhitu BEIGF 5
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has been lacking is a comprehensive analysis of how this puzzle integrates en-
tertainment with education — a gap this study aims to fill. T assert that Tong’s
brilliance lay not just in expanding the physical form of the puzzle, but in
creating a multimodal edutainment ecosystem: his publications seamlessly in-
tegrated puzzles with classical texts, transforming gameplay into a medium for
intellectual, moral, and aesthetic education.

The article is organized as follows: The following section explores the educa-
tional objectives and target pedagogical audience of Tong’s puzzle book series.
The following section delves into the puzzle’s content architecture, illustrating
how intellectual, moral, and aesthetic education were embedded into play. Ad-
ditionally, considering that this series exemplifies the «integration of text and
image», we analyze how Tong and his family skillfully utilized this combination.
From an educational standpoint, particularly regarding children’s education,
what role does this integration play? The final section assesses its legacy, arguing
that Tong — an “ordinary intellectual” — challenged conventional biases against
games for children and advocated for a child-centered perspective.

1. Conceptualizing Edutainment: Tong Xiegeng’s Design Philosophy for
the Yizhi Puzzle

Tong Xiegeng created the yizhi puzzle as a means to «alleviate his boredom»
[H#R]. However, he soon discovered that his invention not only brought him
joy but also «provided amusement to others» [#% A]*. Although the original
purpose of the series of yizhi puzzle books was leisure and entertainment, Tong
Xiegeng and his family also sought to incorporate educational principles. As
a result, the series became a «tool for developing the mind» [FF&/0%E ). The
Chinese name of Tong’s puzzle, yizhitu 7&K, is indicative of this core aim
of the puzzle. Yi [#i] can be translated as «benefit» or «advantage», indicating
something that is helpful or advantageous. Zhi [£] can be translated as «intel-
ligence» or «wisdom», referring to intellect, or the ability to think and reason.
See, for example, the following passage from the Analects: <To devote oneself
earnestly to one’s duty to one’s humanity and, while respecting the spirits, to
avoid them, may be called Wisdom [zhi]»°. The acquisition of wisdom is in-

MY FR2s 271&], «Xunyang wanbao {SfHE», December 15, 2018, A9; Li Xiangwen Z2£3Z, Tong
Xiegeng Yizhitu zhi yaqu ji buzu B BE GGRRED) 2 HEB AT, «Mei yu shidai 258K, n.
8,2023, pp. 81-83; Id., Tong Xiegeng Yizhitu de chushi yu rushi jingshen B BE (& &) BIH
5 AR, «Mei yu shidai», n. 9, 2024, pp. 92-95.

4 Tong Xiegeng, zixu HJ¥ in Yizhitu, cit., Vol. 1.

5 Id., zixu in Yizhitu, cit., Vol. 1.

6 The original text is «F5RZ X, HURMHMIZ Z, AIIEAIZ>. Engl. transl. by W.E. Soothill,
The Analects off Confucius, New York, Paragon Book Reprint Corp., 1968, p. 311.
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separable from morality because, remaining with the Analects, «To learn, by
which the Sage meant the study of morals [...] means the acquisition of wisdom
and its expression in conduct»’. Zhi can also be understood as knowledge. For
example, «I am not one who has innate knowledge, but one who, loving antiq-
uity, is diligent in seeking in therein» (also from the Analects)®.

Tong also consistently emphasizes in his books that «while this is a game»
[EJENFXR], «the textual expressions found in these associated books should
not be dismissed as insignificant» [ZESRARRAN/NEH], which reflects the
meticulous efforts of Tong and his family in the design process’. A funda-
mental principle underlying the yizhi puzzle is the ability to «extrapolate from
one instance to other cases»!®. The patterns in the book series serve as mere
samples, encouraging children to leverage the relationships between the puzzle
pieces and devise new arrangements that differ from the examples provided.
Moreover, they have the freedom to design patterns for various subjects, al-
lowing for creative exploration beyond the confines of the given combinations.

Tong’s puzzle attracted a wide-ranging audience, including people of oppo-
site genders, diverse ages and classes. For instance, women were included as
the puzzle’s intended audience. One example is that Tong described the yizhi
puzzle as a pastime for intellectuals and accomplished women from wealthy
families in Yizhi xutu''. Tong’s puzzle was also accessible to individuals of all
ages, with children naturally falling into the intended audience. This is sup-
ported by the origin story of Yizhi zitu: the book evolved from Tong’s son’s
handwriting practice, aiding in the development of his calligraphy!2. Addition-
ally, while the initial concept of Yizhitu gqianziwen emerged from a challenge
posed by Tong’s friend, its prototype, the Thousand-Character Classic [Qian-
ziwen TF3X], held significance in traditional Chinese children’s educational
literature. Moreover, Tong’s puzzle not only functioned as a popular folk toy
for the general public but also received the attention of the imperial family in
the late Qing. For example, Prince Gong #%>E T (Yixin ZEiJT, 1833-1898), the
sixth son of the Daoguang Emperor, was very fond of the yizhi puzzle. He even
owned an exquisite ivory yizhi puzzle set, the pieces of which were placed in a
small square copper box that he carried with him. In 1893, Prince Gong pro-
vided the four-character inscription [##fil;#t%] «forging new scribal forms»
for Yizhitu qianziwen'. It was said that Puyi {#{¥ (1906-1967), the last em-

7 Soothill, The Analects of Confucius, cit., p. 108.

8 The original text is «FRAFAEMEIZH, Fi, BLAK ZE W in Soothill, The Analects of
Confucius, cit., p. 351.

9 Tong Xiegeng, ba X in Yizhi xutu, Shanghai, Shangwu yinshuguan, 1924.

10 Id., bianyan 5 in Yizhi xutu, cit.

11 1d., jiechao f#M in Yizhi xutu, cit.

12 Zhu Meijun $UM§3;, Yizhi zitu, Shanghai, Shangwu yinshuguan, 1924, «zitu fu F &>
Zhu Meijun is Tong Xiegeng’s wife.

13 Tong Xiegeng, tizi il in Yizhitu qianziwen, Shanghai, Shangwu yinshuguan, 1923.
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peror of Qing, played with Tong’s puzzle during his childhood'*. It remains
challenging to substantiate this claim, despite the existence of a collection of
yizhi puzzle sets in the Palace Museum today'’. Nevertheless, these examples
collectively indicate the widespread popularity of Tong’s puzzle, even among
members of the imperial family.

2. Weaving Knowledge, Virtue, and Beauty: The Multifaceted Content of
Edutainment

Examples of poetry, allusions, and objects in Yizhitu, along with their an-
notations, can serve as materials for intellectual, moral, and aesthetic edu-
cation. Similarly, within Yizhi zitu, examples of character combinations and
their annotations can function as sources for these three kinds of education. In
Yizhi xutu, examples of everyday objects and their annotations can be utilized
as a medium for moral and aesthetic education. The combinations related to
tables in Yizhi yanjitu can be used as materials for intellectual education. Ex-
amples of character combinations in Yizhitu qianziwen can serve as sources
for intellectual and aesthetic education.

2.1. Intellectual Play: Learning Through the Yizhi Puzzle

Playing the yizhi puzzle can greatly enhance children’s intellectual develop-
ment by providing them with knowledge in various disciplines, including Chi-
nese characters, poetry, geometry, and history. Firstly, Tong’s puzzle serves as
a tool for inspiring young children to explore Chinese characters and poetry.
For example, Yizhi zitu comprises 150 patterns based on Chinese characters,
each with its own distinctive features and accompanied by concise explana-
tions. Among them, the pattern for the character feng X\ [wind] is accompa-
nied by the following annotation, from the Zhuangzi: «dakuai yiqi, qi ming
wei feng» KRS, HAHX»1 (see Pic. 3). In this pattern, the curved part in

14 Liu Baojian ¥E®, Huanggong li de wanju BFEHIHLE, «Zijincheng ££EHk», n. 6,
2006, p. 39; Peter Rasmussen, Zhang Wei, Liu Nian [XI:&], Quwan 1: Zhongguo chuantong yizhi
youxi BIT 1: FEL St BE, Beijing, Sanlian shudian, 2021, p. 209. Unfortunately, no further
primary evidence has been found to confirm the connection between Puyi and Tong’s puzzle.

15 Qigiaotu he Yizhitu CEIFED) Fl (GGEEE), <https://www.dpm.org.cn/collection/uten-
sil/233316.html> (last access: 23.01.2025).

16 The translation is «When the breath of the Great Mass (of nature) comes strongly, it is
called Wind», see Engl. transl. by J. Legge, The Tao Té Ching: The Writings of Chuang-Tzi, the
Thai-Shan Tractate of Actions and Their Retributions, Taipei, Ch’eng-wen Publications, 1976,
p. 225.
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Pic. 3. The Character Feng (Wind) Formed in Yizhi zitu. The pattern on the left is reprint-
ed from Zhu Meijun, Yizhi zitu, cit., 26b. The pattern on the right is assembled by the author
of this article.

the middle can be seen as the breath coming out of the mouth. From another
perspective, the overall shape depicts a person standing between two boulders,
bent over as if being buffeted by the wind. This combination vividly captures
the essence of “wind” and facilitates easy understanding.

Secondly, the combinations of Chinese characters in Yizhi zitu could be
pieced together into poems or lines from famous works, showcasing the beau-
ty and depth of Chinese language and culture. Examples include «Mingyue
zhiruw» FHAEBEAY, «Qingfeng xulai» {EXIRFK!S, «Zhengxin xiushen» [FE/LME
19 «Keji fuli» 5eE4L2°, «Zhilan junzide, songbai gurenxin» & >=FF1#,

17 The original text is <HHAE A, JLLAISE», [A beam of bright moonlight floods the room,
attesting to my sincere intentions, / truly nothing worth speculating about]. See Li Bai Z=H,
Dulu pian R in Li Taibai wenji 2 KA %, Shanghai, Shangwu yinshuguan, 1930, juan
4 4, yuefu JRIT 2, p. 32.

18 The orlglnal text is «JBXIRE, JKIA %, [A gentle breeze blows in, / the water’s surface
undisturbed, not a ripple in sight]. See Su Shi, Qian chibi fu FiFREENKin Su Dongpo quanji 737
i 448, Beijing, Beijing yanshan chubanshe, 1998, Vol. I, juan # 1, p. 14.

19 The original text is ¥MEMEHIZE, MZEMEEIK, BEWmEOE, OEmE 81, SE&m
JEFRTT, FITimEER, EiRMER FF», [Things being investigated, their knowledge became
complete. Their knowledge being complete, their thoughts were sincere. Their thoughts being
sincere, their hearts were then rectified. Their hearts being rectifed, their persons were cultivat-
ed. Their persons being cultivated, their families were regulated. Their families being regulated,
their states were rightly governed. Their states being rightly governed, the whole kingdom was
made tranquil and happy]. See Engl. transl. by J. Legge, Li Chi: Book of Rites: An Encyclopedia
of Ancient Ceremonial Usages, Religious Creeds, and Social Institution, New York, University
Books, 1967, Vol. 2, p. 412.

20 The original text is «7a B, —HFEAERL, K NE{ZHK»>, [Virtue is the denial of
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AR AL2!, «Bafang tong riyue, liuhe gong shanchuan» /\/7[EHH, 7N& 3t
L1122, «Busu ji xiangu, duoging nai foxin» AMERMIIE, Z1E75#H0?3, and
«Kaizhang tian’anma, qiyi renzhonglong» F5K K55, iR AH I 24, and de-
rived from the works of renowned poets, such as Li Bai and Su Shi, or from the
teachings in The Four Books and Five Classics, such as The Great Learning
and The Analects of Confucius. By immersing themselves in the game, players
are subtly influenced to appreciate and learn these famous poems, fostering a
deeper understanding and appreciation of Chinese literature and philosophy.
Similarly, there are 63 assorted lines of famous poetry in the first volume
of Yizhitu. The selected verses mainly consist of works from the Tang and
Song dynasties, accounting for 50% and 25% respectively. The reasons for
this choice are quite clear. During the Tang and Song periods, Chinese poet-
ry reached remarkable heights, characterized by profound artistic expression,
rich cultural significance, and enduring literary value. The poets of this era
were masters of language, adept at capturing the essence of human emotions,
nature’s beauty, and the complexities of life. Their works have stood the test
of time, influencing generations of poets and leaving an indelible mark on
Chinese literature?’. It is important to highlight that Tang poetry started being
integrated into elementary school curriculum in the Mid-Tang Dynasty. One
of the factors behind this is the traditional Chinese belief that children could

self and response to what is right and proper. Deny yourself for one day and respond to the right
and proper, and everyone will accord you Virtuous]. See The Analects of Confucius, cit., pp.
557-558.

21 The original text is «Z 2ATHMK, TLATCAMAT; BTFBIELE, TR KT,
[The orchid thrives deep in the forest, / its fragrance not withheld even when no one is around;
/ a noble person cultivates virtue and integrity, / unwavering in principles despite hardship]. See
Kongzi jiayu fLF R, annot. Wang Su Fiff, Shanghai, Dazhong shuju, 1933, p. 109. «fAfH T
N, [The hearts of ancient people are like pine and cypress] is the text of a calligraphic work
by Wang Shimin I8 (1592-1680), who was a famous painter of the late Ming and early Qing
dynasties.

22 The original text is «/\Ji[AHH, 77 i£LLL)]», [All things in the world share the same sun
and moon, / while since ancient times, the mountains and rivers have been a shared spectacle].
See Yuan Zhen, Chuge shishou M1 1in Yuanshi changqing ji TR KR, Shanghai, Shang-
wu yinshuguan, 1936, p. 24.

23 The original text is <TNMARMILE, Z1E 250, [If a person can shed worldly airs, they
embody the aura of a celestial being; / and if one is compassionate, they can possess a heart as
merciful as that of a Buddhal. See Jiang Shiquan #1:# (1725-1785), Linchuan meng \[i)!1%5,
annot. Shao Haiqing AR, Shanghai, Shanghai guji chubanshe, 1989, p. 155.

24 The translation is [The finest horse in the realm boasts a lineage of divine dragons, / while
exceptional individuals are akin to dragons among men].

25 B. Watson, Chinese Lyricism: Shib Poetry from the Second to the Twelfth Century, with
Translations, New York, Columbia University Press, 1971, pp. 109-224; V.H. Mair, The Colum-
bia History of Chinese Literature, New York, Columbia University Press, 2001, pp. 274-313,
337-69; S. Owen, The Late Tang: Chinese Poetry of the Mid-Ninth Century (1827-1860), Cam-
bridge, MA, Harvard University Asia Center, 2006; M.A. Fuller, An Introduction to Chinese
Poetry: From the Canon of Poetry to the Lyrics of the Song Dynasty, Cambridge, MA, Harvard
University Asia Center, 2017.
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acquire the skill of composing poetry through the memorization of poems?®.

In this sense, Tong Xiegeng adopted the same strategy, since the poems select-
ed in Yizhitu were well known and not difficult to understand.

Thirdly, it is important to note that the series of yizhi puzzle books enhanc-
es players’ understanding of geometry. Tong’s puzzle is a captivating geomet-
ric-graphical game that demands keen observation skills and attentiveness to
the geometric relationships between its pieces. For example, there are some
repeated characters in Yizhi zitu, like <human» [A], «big» [K], «self» [C],
«book» [13], «rite» [£L], «so» [ff], «eight» [/\], «nine» [/L], «ten» [17], and
«thousand» [T]. The character “human” is represented in five distinct pat-
terns. Despite having only two strokes, these examples present completely dif-
ferent arrangements. The strokes vary in thickness and detail with differing
annotations. This implies that players must possess keen observation skills,
patience, and attention to detail in order to recreate these intricate designs.

Yizhi yanjitu is also closely tied to geometric knowledge. The yizhi puzzle
can be arranged into various geometric shapes, such as «zhougui» JE#I, «zhe-
ju» TEE, «changfang» K77, «bianfang» w7, etc.?’. Each category can be fur-
ther divided into various types, with zheju featuring nine additional versions
for a total of ten patterns and changfang employing three additional versions
for a total of four patterns. In fact, in the extant version of Yizhi yanjitu re-
ferred to for this study, identifying the playing methods can be challenging due
to the complex combination of rectangles and squares, while the outlines of
triangles, pentagons, hexagons, parallelograms, and semicircles are difficult
to discern. There is a total of 30 groups of «original patterns» [1E{&K] in Yizhi
yanjitu, which includes 100 original patterns. The names of these patterns are
based on the layout of the table arrangements. Tong always emphasized that
players could generalize from the original examples in the book and create
different patterns based on them?®.

Lastly, the series of yizhi puzzle books offers readers a unique opportunity
to gain historical knowledge?’. In the late Qing Dynasty, an American mis-

26 Bai Limin, Shaping the 1deal Child: Children and Their Primers in Late Imperial China,
Hong Kong, The Chinese University Press, 2003, p. 43.

27 In traditional China, the gui ¥l was a specialized tool used for drawing circles, while the
ju %5 was an L-shaped ruler designed for creating right angles, see Zhoubi suanjing JR#HEEL,
attributed to Zhao Junqing X FE M (ca. 182—ca. 250), reorganized by Zhen Luan ¥ # (dates un-
known), annot. Li Chunfeng ZE7%JX\ (602-670), in Sibu congkan chubian V9B MWFIH)4, Shang-
hai, Shangwu yinshuguan, 1936, zibu ¥, vol. 388, juan % 1, p. 6. Changfang referred to a
rectangular shape, and bianfang indicated a flat rectangle shape.

28 Tong Xiegeng, Yizhi yanjitu, cit.

29 In village schools for elementary education, there exists a form of introductory textbook
called Mengqiu 5%3K, which comprises anecdotes and rhymed phrases. The initial Menggiu book
was authored by Li Han Z%#§j, a scholar who achieved the jinshi #+: degree during the Later
Tang Dynasty (923-936). The text, presented in rhymed verses, encompassed 596 four-char-
acter phrases distributed across two chapters (juan), with each phrase containing an allusion.
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sionary working at Peking University was entrusted by a friend to investigate
the effects of different Chinese children’s games. He found that a high-ranking
official’s son had a keen interest in the yizhi puzzle and could skillfully arrange
it to depict a hippopotamus and a Luo turtle, associating them with the tradi-
tional Chinese stories of Fu Xi k2 and Yu the Great A&3°. This implies that
players, while playing with this toy, are also subtly learning about the historical
background behind the examples. Examples of Chinese historical and cultural
allusions in the first volume of Yizhitu include «Che Wu nangying» ZFR#873!,
«Sun Kang yingxue» fMNFEILE32 «Zaobi touguang» FHEEMIYES, «Suiyue
dushu» FEHEF, «Yigiao jinli» IEMFHEES, «Yigin yihe»r —ZF—#53,
«Wanshi diantou» B3k, «Mianbi liuying» MEERERZS, «Huxi sanx-
iao» [RIB =5, «Paozhuang hualong» ALY, «Qiniu guoguan» Fi4

Typically, the first two characters denoted the individual referenced, while the subsequent two
summarized the tale, drawing mainly from historical texts or legends. See Engl. transl. by B.
Watson, Meng Ch’iu: Famous Episodes from Chinese History and Legend, Tokyo, Kodansha
International, 1979. Tong Xiegeng’s book contains some of the same allusions as Menggqiu, but
Tong did not use rhymed phrases.

30 1. Taylor Headland, The Chinese Boy and Girl, New York, Fleming H. Revell Company,
1901, pp. 116-117.

31 Tong Xiegeng, Yizhitu, cit., Vol. 1, 25b. For the source of this allusion, Fang Xuanling
(comp.), Jin shu, cit., vol. 4, juan 3 83, “liezhuan” #If£53, p. 2177.

32 Tong Xiegeng, Yizhitu, cit., Vol. 1, 26a. For the source of this allusion, see Ouyang Xun
(comp.), tianbu xia KT in Yiwen leiju, cit., juan 4 2, p. 23.

33 Tong Xiegeng, Yizhitu, cit., Vol. 1, 26b. For the source of this allusion, see Ge Hong &t
(ca. 238—ca. 363), Xijing zaji i Z%1C, Beijing, Zhonghua shuju, 1985, p. 12.

34 Tong Xiegeng, Yizhitu, cit., Vol. 1, 27a. For the source of this allusion, see Xiao Zixian
WA (487-537) (comp.), Nangi shu F55 15, Beijing, Zhonghua shuju, 1972, juan #SS, “lie-
zhuan” %% 36, p. 295.

35 Tong Xiegeng, Yizhitu, cit., Vol. 1, 27b. For the source of this allusion, see Sima Qian,
Shiji, cit., Vol. 6, juan 355, «liuhou shijia SR>, 25, pp. 2034-2035.

36 Tong Xiegeng, Yizhitu, cit., Vol. 1, 28a. For the source of this allusion, see Tuotuo etc.
(comp.), Zhao Bian in Songshi, cit., juan % 316, «liezhuan¥|f&», 75, p. 10323.

37 Tong Xiegeng, Yizhitu, cit., Vol. 1, 28b. For the source of this allusion, see Lianshe gaox-
ian zhuan YEM S XL, Beijing, Zhonghua shuju, 1991, pp. 7-8.

38 Tong Xiegeng, Yizhitu, cit., Vol. 1, 29a. According to legend, the famous Buddhist figure
Bodhidharma (382-536) spent a decade meditating facing a wall inside a stone cave. When he
departed, an image resembling his meditative posture was mysteriously left on the stone oppo-
site, like a faint ink wash painting. See Ye Feng M3, Shaolinsi zhi /VFRSF&, Yangzhou, Guan-
gling guji keyinshe, 1997, p. 54.

39 Tong Xiegeng, Yizhitu, cit., Vol. 1, 29b. During the Eastern Jin Dynasty, the venerable
monk Huiyuan ZJZ (334-416), the poet Tao Yuanming, and the Taoist priest Lu Xiujing [fi{&
## (406-477) engaged in joyful conversation. Unwittingly, they crossed the boundary of Tiger
Brook and shared a hearty laugh together. See Chen Shunyu Bf%%67 (>-1076), Lushan ji JF1L1ic,
Beijing, Zhonghua shuju, 1985, juan % 2, p. 9.

40 Tong Xiegeng, Yizhitu, cit., Vol. 1, 30a. During the Eastern Han Dynasty, Fei Changfang
ZEK 55 (b. 68) encountered Master Hu /3 selling medicine in the marketplace. Subsequently,
he followed Master Hu into the mountains to study the ways of immortality. Master Hu tested
Fei Changfang’s determination through various trials and eventually gifted him a bamboo staff,
informing him that riding it would lead him back home. Upon returning home, Fei Changfang
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124 «Chishi chengyang» WA, «Qin’gao chili» ZE/REEY ) Tiantai
caiyao» KA R, «Baling zuiwei» BHIRIFRY, «Qiting huabi» JHE HEE,
«Zuimian wengce» IR E MY, « Changji xi’nang» K52 #E48| «Shangyu mao-
wu» HIUIEY, «Midian baishi» KEIFEA, «Taxue xunmei» FE T4,

threw the bamboo staff near his house, and it instantly transformed into a dragon. See Wang
Shizhen 118 (1634-1711), Song Gao Niandong xiansheng yugao huanshan wushou % 5&
RAAETHIEITE in Yuyang shanren jinghualu 7 11 ARG 4%, Shanghai, Shangwu yinshu-
guan, 1937, p. 203.

41 Tong Xiegeng, Yizhitu, cit., Vol. 1, 30b. The founder of Taoism, Laozi, rode a green bull
through the Hangu guan B4 2%, See Liu Xiang Xl|[A] (77-6 BCE), Laoxzi, Liexian zhuan 5lf%,
annot. Lin Wu #K/2, Beijing, Zhonghua shuju, 2021, pp. 28-33.

4 Tong Xiegeng, Yizhitu, cit., Vol. 1, 31a. At the age of fifteen, Huang Chuping ##]°F (ca.
328—ca. 386) was taken by a Taoist to practice in the stone chamber of Jinhua Mountain while
he was out shepherding. He did not return for over forty years. His brother searched for him
for many years without success. Eventually, guided by the Taoist, he found Huang Chuping. To
show his brother the flock of sheep, Huang Chuping shouted, and the white stones immediately
transformed into a flock of sheep. See Ouyang Xun MXHIf (557-641) (comp.), shoubu zhong &
TBHHin Yiwen leiju 22X 5, Shanghai, Zhonghua shuju, 1965, juan % 94, p. 1633.

43 Tong Xiegeng, Yizhitu, cit., Vol. 1, 31b. During the Warring States period, Qin Gao %
& of the state of Zhao achieved immortality by riding a red carp. See Liu Xiang, Qin Gao in
Liexian zhuan, pp. 88-90.

44 Tong Xiegeng, Yizhitu, cit., Vol. 1, 32a. During the Eastern Han Dynasty, Ruan Zhao ft
2% and Liu Chen X/ encountered celestial maidens while gathering herbs on Mount Tiantai,
and they became couples with them. See Li Fang, tiantai shan K& 1Ll in Taiping yulan KF-HYE,
Beijing, Zhonghua shuju, 1960, Vol. 1, juan % 41, “dibu” H#13E 6, pp. 194-195.

45 Tong Xiegeng, Yizhitu, Vol. 1, 32b. During the Han Dynasty, General Li Guang 25
(?-119 BCE), upon being dismissed from his post, went hunting at the Baling Station &=
(located in present-day Shaanxi Province) and was subjected to humiliation by the intoxicated
Baling Magistrate. See Sima Qian A 51T (145-90 BCE), Shiji %21, Beijing, Zhonghua shuju,
1982, Vol. 9, juan % 109, liezhuan %l{&», 49, pp. 2867-2878.

46 Tong Xiegeng, Yizhitu, cit., Vol. 1, 33a. During the Tang Dynasty, the poets Wang Chan-
gling EE % (698-756?), Gao Shi & (704-765), and Wang Zhihuan £ 2t (688-742) gath-
ered at a tavern and agreed to judge the popularity of their poems based on the number of verses
sung by the singer. See Xue Yongruo BEH 55, Jivi ji 825710 in Congshu jicheng chubian MSEERR
W%, Beijing, Zhonghua shuju, 1985, Vol. 2698, juan % 2, pp. 8-9.

47 Tong Xiegeng, Yizhitu, cit., Vol. 1, 33b. Bi Zhuo 545l (dates unknown) loved alcohol, of-
ten getting drunk and sleeping by the side of the wine jar. See Fang Xuanling 5 Z#% (579-648)
(comp.), Bi Zhuo in Jin shu &1, Beijing, Zhonghua shuju, 1974, Vol. 3, juan 3 49, «liezhuan
Hilf& 19, p. 1381.

48 Tong Xiegeng, Yizhitu, cit., Vol. 1, 34a. For the source of this allusion, Yu Liangneng /i
REE (1120-?), Zhang Chibe shishibian ciyun yipian weixie HF R RFRIRE — N8 in Siku
quanshu V9FEA 5, Shanghai, Shanghai guji chubanshe, 1987, jibu B8, Vol. 1151, juan & 2,
p. 651.

49 Tong Xiegeng, Yizhitu, cit., Vol. 1, 34b. The translation is [Someone is admiring the rain
scenery from within a thatched cottage]. See Sikong Tu FIZ¥ & (837-908), Dianya Yifftin Cong-
shu jicheng chubian, cit., Vol. 2612, juan % 2, p. 4.

50 Tong Xiegeng, Yizhitu, cit., Vol. 1, 35a. The translation is [Mi Fu K7 (1051-1107) wor-
shipped the stones and treated them as comrades and brothers]. See Tuotuo Bifit (1314-1356) et
alii (comp.), Songshi K5, Beijing, Zhonghua shuju, 1985, juan & 444, «liezhuan %{&», 230,
«wenyuan 4ti», 6, p. 13124,

51 Tong Xiegeng, Yizhitu, Vol. 1, 36a. The translation is [Someone is searching for plum
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«Bowang chengcha» HEEFENES?, «Lianshi butian» MRAFMK3, «Chang’e
benyue» IF#35H%4, «Qintai kuafeng» ZEEEXS, «Yunii touhu» EZEAE°,
«Wenjun danglu» XE %37, «Feiyan wufeng» KHeFEX 8, «Ergiao guanshu»
“ITAE?, «Wenji guihan» SCUEIATN®?, «Mulan congjun» K== M%) «Hong
Xian daohe» ZL£& K &%, «Xiongwan jiaozi» BEHZ T4, «Juan gimei» 2%
75J8%4, «Shanyin huan’e» LLIFH#HS, «Gushan fanghe» fLLITH#EG®®.

blossoms in the snow]. See Zhang Dai K1 (1597-1689?), Li Xiaolong Z=/]NJE (comp.), Yehang-
chuang RMWif, Beijing, Zhonghua shuju, 2012, p. 16.

52 Tong Xiegeng, Yizhitu, cit., Vol. 1, 36b. It is said that Zhang Qian K% (ca. 146-114
BCE) once sailed a wooden raft upstream along the Yellow River and accidentally arrived at
the Milky Way (the celestial river), where he encountered the Cowherd and the Weaver Girl.
See Chen Yaowen MR, Tianzhong ji KHIC in Siku leishu congkan VYZESEFSMF, Shanghai,
Shanghai guji chubanshe, 1991, zibu ¥, juan & 3, p. 73.

53 Tong Xiegeng, Yizhitu, cit., Vol. 1, 44a. In legend, the figure NitwaZZIf§, in order to save
the people, melted colorful stones to mend the sky. See Huainanzi ¥, annot. Chen Guang-
zhong BRI, Beijing, Zhonghua shuju, 2012, p. 323.

54 Tong Xiegeng, Yizhitu, cit., Vol. 1, 44b. In legend, the figure Chang’e flew to the Moon
Palace after consuming a pill of immortality. See Huainanzi, cit., p. 333.

55 Tong Xiegeng, Yizhitu, cit., Vol. 1, 45a. The daughter of Qin Mugong and her husband
rode a phoenix to become immortal companions. See Liu Xiang, Xiao Shi in Liexian zhuan,
cit., pp. 112-114.

56 Tong Xiegeng, Yizhitu, cit., Vol. 1, 45b. In legend, the Dongwang Gong and a beautiful
woman were playing pitch-pot. Whenever they missed the pot, the heavens would sigh or laugh,
thus creating lightning. See Li Fang, toubu in Taiping yulan, cit., vol. 4, juan & 753, «gongyibu
T2, 10, p. 3344.

57 Tong Xiegeng, Yizhitu, cit., Vol. 1, 46a. Sima Xiangru & 5840 (179-118 BCE) and Zhuo
Wenjun FXX# (175-121 BCE) returned from Chengdu to Lingiong Il X (now in Chengdu Prov-
ince), where the Zhuo family resided. They sold their carriage and horses, bought a tavern, and
while Wenjun sold wine in the hall, Xiangru and the hired help cleaned the wine vessels together.
See Sima Qian, Shiji, cit., Vol. 9, juan 117, “liezhuan” 57, pp. 2999-3001.

58 Tong Xiegeng, Yizhitu, cit., Vol. 1, 46b. Empress Zhao Feiyan #X K& (45-1 BCE), the wife of
Emperor Cheng of the Han Dynasty, was highly skilled in dancing. See Xu Ning 7% (dates unknown),
Hangong qu XS in Quan Tangshi 42JF 15, Beijing, Zhonghua shuju, 1960, Vol. 7, juan 474, p. 5377.

59 Tong Xiegeng, Yizhitu, cit., Vol. 1, 47a. The two ancient beauties, Da Qiao KFF and Xiao
Qiao 7N, were reading within embroidered curtains. See Hu Kui #Z (dates unknown), Ergiao
guanshu in Dounan laorenji SFFE NS in Siku quanshu, cit., jibu, Vol. 1233, juan % 5, p. 526.

60 Tong Xiegeng, Yizhitu, cit., Vol. 1, 47b. For the source of this allusion, see Fan Ye JEM
(398-445), Hou Hanshu J5IX5, Beijing: Zhonghua shuju, 1965, Vol. 10, juan % 84, “lienii
zhuan” ZU%f% 74, pp. 2800-2803; Lily Xiao Hong Lee, A.D. Stefanowska, Biographical Dictio-
nary of Chinese Women, Oxford, Taylor & Francis Group, 1998, Vol. 3, pp. 109-112.

61 Tong Xiegeng, Yizhitu, cit., Vol. 1, 48a. For the source of this allusion, see Guo Maogian
%A (comp.), Mulanshi KR53, Yuefu shiji SRIFIRFEE, Beijing, Zhonghua shuju, 1979, Vol. 2,
juan 3 25, pp. 373-375.

62 Tong Xiegeng, Yizhitu, cit., vol. 1, 48b. For the source of this allusion, see Li Fang, haoxia
2% in Taiping guangji KW 12, Beijing: Zhonghua shuju, 1961, vol. 4, juan % 195, p. 14602.

63 Tong Xiegeng, Yizhitu, cit., Vol. 1, 49a.

64 Tong Xiegeng, Yizhitu, cit., Vol. 1, 49b.

65 Tong Xiegeng, Yizhitu, cit., Vol. 1, 50a. This is the story about Wang Xizhi exchanging
his calligraphy for a goose with a Taoist priest. See Fang Xuanling (comp.), Wang Xizhi in Jin
shu, Vol. 4, juan % 80, “liezhuan” ##£50, p. 2100.

66 Tong Xiegeng, Yizhitu, cit., Vol. 1, 50b. In the Northern Song Dynasty, the poet Lin Bu #&
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The above allusions are classic stories of famous figures in traditional Chi-
na, such as Zhang Liang 5K R (?>-~186 BCE), who was a renowned Chinese mil-
itary strategist and politician who lived in the early Western Han dynasty, and
Mi Fu, who was a celebrated painter, poet, and calligrapher during the Song
Dynasty. While some of these allusions may have been embellished over time,
their origins trace back to classic works and have been passed down through
generations, lending them a certain historical value.

2.2. Moral Tales in the Yizhi Puzzle Form: Embodying Virtues

Unlike ordinary geometric blocks, the yizhi puzzle can have a profound and
positive impact on children’s moral development. Yizhi xutu cites a sentence,
«dezhe, shanmei zhengda guangming chunyi zhi cheng ye» 35, 3£ [FE AL
BHAliEE 2 FRH167, to explain virtue. It describes virtue as encompassing vari-
ous positive qualities such as goodness, beauty, righteousness, magnanimity,
brightness, and purity. Moreover, the quote «junzi jinde xiuye, yu jishi ye» &
FHEEL, A [The superior man, advancing in virtue and cultivating
the sphere of his duty, yet wishes [to advance only] at the [proper] time] sug-
gests that Tong hopes noble individuals would strive to improve their moral
character and pursue their career aspirations in a timely manner through his
puzzle®®

The examples in Tong’s book serve as sources of inspiration, showcasing
numerous admirable character traits. Firstly, personal loyalty to the nation
and country is an enduring moral principle that holds significant importance
across different countries and eras. One example in Tong’s book is the phrase
«haishang kanyang shijiunian» # FEFTJLEE. This refers to Su Wu FRik
(140-60 BCE), who is famous because of his unwavering loyalty to the West-
ern Han®. Su Wu’s tale of resilience and dedication during his mission in a
foreign land, where he endured captivity for nineteen long years, showcases his
unwavering commitment to his task and his homeland. His faithfulness and
patriotism continue to be praised by subsequent generations.

T (967-1028) chose to live in seclusion in the mountains by West Lake, where he raised cranes.
See Lin Bu, Lin Hejing ji PRI, annot. Shen Youzheng JL#I1E, Hangzhou, Zhejiang guji
chubanshe, 2012.

67 Zhu Meijun, Yizhi zitu, 30a. For the source of this sentence, see Le Shaofeng R#HfX\
(?-1380) and Song Lian Kl (1310-1381), Hongwu zhengyun B:RIEE, Beijing, Zhonghua
shuju, 2016, p. 379.

68 Zhu Mel]un Yizhi zitu, cit., 21a. For the translation of this sentence, see Zhouyi, cit., p. 8.

69 Tong Xiegeng, Yizhitu, Vol 1, 15b. For the source of this allus1on, see Ban Gu FE[H
(32-92), Han Shu (X3, Beijing, Zhonghua shuju, 1962, Vol. 6, juan % 54, «Li Guang Su Jian
zhuan Z=5] /3G », 24, pp. 2459-2469.
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Additionally, integrity and incorruptibility are essential qualities, which
could be shown in the story of the phrase «yigin yihe». During the Northern
Song Dynasty, when local official Zhao Bian #X$F (1008-1084) was appointed
to Chengdu, his belongings consisted of a «guqin» %% in a cloth bag and a
white crane in a bamboo basket, both carried on a horse. He carried nothing
else, which demonstrated his exemplary integrity as a government official”.
A similar example is «chu yuni er buran, zhuo ginglian er buyao» HRJEM A
g BB NEM AR, which is attributed to Zhou Dunyi JEE (1017-1073)71.
The author praises that the lotus flower emerges unsullied from the murky
mud, cleansing itself in the clear water without losing its natural grace. This
embodies the admirable spirit of remaining untainted by impurities, main-
taining purity and innocence, and radiating a genuine beauty that is free from
artificiality. Also, the phrase «xingzhi ze yingzheng, xingwang ze yingqu» /%
HNFZIE, TEFENFZH means that when the form is upright, the shadow will
be straight; when the form is curved, the shadow will be crooked. It serves as
a reminder for individuals to hold themselves to high standards, enhance their
personal cultivation, and ensure that their behavior is upright and incorrupt-
ible”2.

Secondly, from a personal perspective, perseverance and hard work stand
as two of the most commendable moral qualities emphasized by Tong’s book.
The series of yizhi puzzle books also highlights the value of diligence through
stories like «Che Wu nangying»’3 and «Sun Kang yingxue»’*. These narratives
revolve around Che Yin Z/gl (ca. 333-401) and Sun Kang (dates unknown),
who utilized the reflected light from the glow of fireflies and the snow, respec-
tively, to pursue their studies. These characters exemplify the virtue of hard
work and resourcefulness, serving as role models for children to emulate. Ad-
ditionally, the protagonist of the story behind the common idiom «zaobi tou-
guang» is Kuang Heng [Ef# (dates unknown), who ingeniously carved a small
hole in his neighbor’s wall to borrow light, symbolizing his determination to
seek knowledge”. Similarly, «suiyue dushu» is an allusion to Jiang Mi 7L}t
(dates unknown), who avidly read books in the moonlight”®. These tales depict

70 Tong Xiegeng, Yizhitu, cit., Vol. 1, 28a. For the source of this allusion, see Tuotuo etc.
(comp.), Zhao Bian in Songshi, cit., juan % 316, «liezhuan ¥f&», 75, p. 10323.

71 Tong Xiegeng, Yizhi xutu, cit., 4a. For the source of this sentence, see Zhou Dunyi, Zhou
Dunyi ji JAIZU%E, Beijing, Zhonghua shuju, 1990, p. 53.

72 Zhu Meijun, Yizhi zitu, cit., 25a. For the source of this sentence, see Lie Zi ¥, annot.
Tang Jinggao JEHIIR, Shanghai, Shangwu yinshuguan, 1933, p. 77.

73 Tong Xiegeng, Yizhitu, cit., Vol. 1, 25b. For the source of this allusion, Fang Xuanling
(comp.), Jin shu, cit., vol. 4, juan % 83, “liezhuan” #1£53, p. 2177.

74 Tong Xiegeng, Yizhitu, cit., Vol. 1, 26a. For the source of this allusion, see Ouyang Xun
(comp.), tianbu xia FKIE T in Yiwen leiju, cit., juan 2, p. 23.

75 Tong Xiegeng, Yizhitu, cit., Vol. 1, 26b. For the source of this allusion, see Ge Hong &}t
(ca. 238—ca. 363), Xijing zaji PAR{%%IC, Beijing, Zhonghua shuju, 1985, p. 12.

76 Tong Xiegeng, Yizhitu, cit., Vol. 1, 27a. For the source of this allusion, see Xiao Zixian
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traditional Chinese figures who dedicate themselves to rigorous study, high-
lighting the importance of perseverance and a thirst for knowledge. Tong’s
citation, «gouri xin, riri xin, youri xin» /4j H¥#r, HH#r, XHHr"’, encourage
his readers to strive for daily learning and growth, embracing a mindset of
constant improvement. They emphasize the importance of seeking new knowl-
edge, experiences, and personal development each day, without complacency
or stagnation.

In addition to diligence and perseverance, Tong believe that respecting
one’s elders is a commendable quality. For instance, in the story behind the
phrase «yiqgiao jinli», the protagonist is the renowned statesman Zhang Li-
ang. This story recounts an event that took place when Zhang Liang was in
exile in Pizhou £BM (now in Jiangsu Province) as a fugitive wanted by the Qin
government. Huangshi Gong 17~ (292-195 BCE) deliberately dropped his
shoe under a bridge, prompting Zhang Liang to pick it up and hand it back
to him. After several tests, Huangshi Gong deemed Zhang Liang to be honest
and trustworthy. As a result, he imparted the book The Art of War by Taigong
[Taigong bingfa K/AFe7E] to Zhang Liang. Upon receiving this book, Zhang
Liang joined Liu Bang’s XI|F (256 or 247-195 BCE) cause and, as a brilliant
military strategist, contributed to Liu Bang’s eventual victory in the race to
Guanzhong with the strategies he proposed’®. A similar example is the anno-
tation to the pattern «pear» [%4] in Yizhi xutu, which draws on a well-known
story in traditional China. It is said that when Kong Rong fLFf# (153-208)
was four years old, he was eating pears together with his siblings. However,
he always took the smallest pear to eat. His father, surprised, asked him why.
Kong Rong replied, «I am the youngest, so I should take the smallest one»”’.
This story has subsequently been used to teach children to show their respect
and love to their siblings.

Furthermore, the phrase «jisuo buyu, wushi yu ren» C.FiAER, 77l A
serves as a moral guideline, reminding individuals to cultivate empathy, un-
derstanding, and a sense of fairness in their relationships and interactions with
others®. Being able to convince others with reason and being patient are also
crucial moral qualities for an individual. An example is the tale behind the
phrase «wanshi diantou». It revolves around the renowned Buddhist monk

T (487-537) (comp.), Nangi shu F77 15, Beijing, Zhonghua shuju, 1972, juan % 55, «lie-
zhuan %f&», 36, p. 295.

77 Zhu Meijun, Yizhi zitu, cit., Sa. The translation is [If you can one day renovate yourself,
do so from day to day]. See Li Chi, cit., Vol. 2, p. 415.

78 Tong Xiegeng, Yizhitu, cit., Vol. 1, 27b. For the source of this allusion, see Sima Qian,
Shiji, cit., Vol. 6, juan 355, «liuhou shijia» BEEHER2S5, pp. 2034-2035.

79 Tong Xiegeng, Yizhi xutu, cit., 9b. For the source of this allusion, see Li Fang, li in Taiping
yulan, cit., Vol. 4, juan 3 969, “guobu” HHE 6, p. 4296.

80 Zhu Meijun, Yizhi zitu, cit., «zitu fu», 3b. The translation is [So ever things you do not
wish that others should do unto you, do not do unto them]. See The Analects of Confucius, cit.,
p. 562.
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Zhu Daosheng 784 (355-434), who was said to possess a profound under-
standing of Buddhist teachings and exceptional eloquence. It is said that even
lifeless stones would nod in agreement as he expounded upon the intricate
principles of the Dharma, showcasing his ability to persuade others through
reason and his unwavering patience®!.

Thirdly, embracing the concept of inherent freedom and living with a sense
of ease can be considered as a pathway towards pursuing morality. Accord-
ing to Headland, the boy he met in the late Qing even understood tradition-
al Chinese verse by playing with the yizhi puzzle, such as «caiju donglixia,
youran jian nanshan» RHARE T, KAWL [Picking chrysanthemums by
the eastern hedge, / I gaze at South Mountain in the distance]®?. These lines
convey the poet’s contemplation of his seclusion from the beauty of the south-
ern mountains and his realization of the philosophy of returning to simplicity
and truth. They depict the poet’s serene state of mind when his spiritual world
and the natural scenery harmoniously align after his seclusion. The author of
these verses, Tao Yuanming, was one of the most well-known poets during
the Six Dynasties period. Tao was a reclusive man who spent much of his time
farming, reading, sipping wine, receiving occasional guests, and engaging in
poetry. His poems typically revolve around the joys and challenges of life, as
well as his decision to withdraw from the civil service. He was inspired by the
peace and beauty of the natural world close at hand. The esteem for nature
and the pursuit of freedom expressed in his verses are truly remarkable. An-
other example of a similar verse is «yuzhou zhushui aishanchun» ¥#RFZKZE
L1783, which conveys the image of fishing boats drifting downstream, chas-
ing the enchanting spring scenery, while the peach blossoms on both sides of
the riverbank bloom vibrantly. This poem, coincidentally, is a seven-character
verse written by Wang Wei T4 (699-761) when he was nineteen years old.
Its theme is taken from Tao Yuanming’s narrative essay The Record of Peach
Blossom Spring [Taohuayuan ji BEAEJRIE]. Other examples include «qingchi
haoyue zhao chanxin» &t H B34 «butuo suoyi wo yueming» i
LENHBHASS ) «louguan canghairi, mendui zhejiangchao» HXEHEH, [T HITL

81 Tong Xiegeng, Yizhitu, cit., Vol. 1, 28b. For the source of this allusion, see Lianshe gaox-
ian zhuan ¥EALE XA, Beijing, Zhonghua shuju, 1991, pp. 7-8.

82 Headland, The Chinese Boy and Girl, cit., 125. Tong Xiegeng, Yizhitu, vol. 1, 20a. For
the translation of Tao Yuanming’s verse, see Kang-i Sun Chang, S. Owen (edd.), The Cambridge
History of Chinese Literature, Cambridge, Cambridge University Press, 2014, Vol. 1, p. 222.

83 Tong Xiegeng, Yizhitu, cit., Vol. 1, 9b. For the source of this sentence, see Wang Wei,
Wang Wei ji jiaozhu THEEAZE, annot. Chen Tiemin FEkE, Beijing, Zhonghua shuju, 1997,
p. 16.

84 Tong Xiegeng, Yizhitu, cit., Vol. 1, 17b. For the source of this sentence, see Li Qi ZEiil
(>—ca. 751), Ti xuangongshanchi ¥ /N1 in Li Panlong 22200 (comp.), Tangshi xuan JEiF
WEin Xuxiu siku quanshu, cit., jibu, Vol. 1611, juan 4 S, p. 675.

85 Tong Xiegeng, Yizhitu, cit., Vol. 1, 18b. For the source of this sentence, see Lii Yan 5%
(796-2), Mutong ¥ & in Quan Tangshi, cit., Vol. 12, juan % 858, p. 9697.
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8¢, «guaxi shi haiyue» F£FEAMEH®Y, and «bukai renzhitian, er kai tianzhi-
tian, kaitianzhe desheng» AN Z K, MHKZ K, FFREEASS,

Finally, Tong also placed great emphasis on the moral education of women.
The first example is the pattern «Mulan congjun», found in Yizhitu®. The
protagonist, Hua Mulan /K==, is a legendary folk heroine who lived during
the Northern and Southern Dynasties. Mulan’s story revolves around her de-
cision to disguise herself as a man and join the army in place of her elderly fa-
ther. Her courageous and selfless actions earned her the emperor’s recognition
and rewards for her long and heroic service to the nomadic tribes beyond the
northern borders. However, instead of assuming a high office, Mulan chose to
retire to her hometown to be reunited with her family. To the surprise of her
comrades, Mulan first revealed her true identity as a woman. Hua Mulan’s
filial piety and loyalty have been celebrated by later generations, and she is
revered as a true heroine. Similarly, the contributions made by Cai Yan %%3%
(Cai Wenji 531, ca. 177-?) to the field of culture are commendable in the
story behind the pattern named «Wenji guihan». Cai Yan, the daughter of the
renowned scholar Cai Yong during the Eastern Han Dynasty, unfortunately
fell victim to the chaos of war and was captured. She lived among the Hu peo-
ple in the territory of the Southern Xiongnu for twelve years. Eventually, Cao
Cao H 1§ (155-220) dispatched envoys to retrieve Cai Yan from the Xiongnu,
arranging for her remarriage and entrusting her with the task of organizing
the books left behind by Cai Yong. Her efforts in preserving and passing on
cultural heritage were of significant importance””.

The pattern named «Hong Xian daohe» is another example of celebrating
women’s courage and intelligence. The military governor of Weibo ZE# (now
in Hebei Province), Tian Chengsi Hiil (705-779), had intentions of annex-
ing the territory of Xue Song E¥/& (712-772), the military governor of Luzhou
M (now in Shanxi Province). Xue Song was deeply concerned about this.
His servant, a woman named Hong Xian, skilled in swordsmanship, bravely

86 Tong Xiegeng, Yizhitu, cit., Vol. 1, 22b-23a. For the source of this sentence, see Song
Zhiwen RZ[0] (ca. 656-712), Lingyinsi RF2SF in Quan Tangshi, cit., Vol. 1, juan % 53, p. 653.

87 Tong Xiegeng, Yizhitu, cit., Vol. 1, 24a. For the source of this sentence, see Li Bai, Xujiu
zeng Jiangyang zai Lu Diao RIAMSTLBHEEYE in Quan Tangshi, cit., Vol. 3, juan % 169, p.
1744.

88 Zhu Meijun, Yizhi zitu, cit., 43a. The English translation of this sentence is [If the dispo-
sition that is of human origin be not developed, but that which is the gift of Heaven, the devel-
opment of the latter will produce goodness]. See The Tao Té Ching, cit., p. 454.

89 Tong Xiegeng, Yizhitu, cit., Vol. 1, 48a. For the source of this allusion, see Guo Maogian
FRKSE (comp.), Mulanshi R=1F, Yuefu shiji SRIFRFEE, Beijing, Zhonghua shuju, 1979, Vol. 2,
juan 3 25, pp. 373-375.

90 Tong Xiegeng, Yizhitu, cit., Vol. 1, 47b. For the source of this allusion, see Fan Ye Jtilff
(398-445), Hou Hanshu JG1X5, Beijing: Zhonghua shuju, 1965, Vol. 10, juan & 84, lienii
zhuan ZUZf&», 74, pp. 2800-2803; Lily Xiao Hong Lee, A.D. Stefanowska, Biographical Dic-
tionary of Chinese Women, Oxford, Taylor & Francis Group, 1998, Vol. 3, pp. 109-112.
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volunteered to go to Tian’s residence to gather information and issue a warn-
ing. While Tian was asleep, Hong Xian initially intended to assassinate him
but instead opted to steal his golden casket and return. Tian sent soldiers to
pursue her, but she defeated them. Hong Xian presented the casket to Xue
Song, who then carefully sealed it and returned it to Tian. Tian was shocked
and realized that Xue Song possessed formidable warriors and was not to be
taken lightly. As a result, he sought reconciliation and established good rela-
tions with Xue Song”!.

While celebrating women’s extraordinary public achievements through
these heroic narratives, Tong’s discourse subtly bridges to another dimension
of feminine virtue that is deeply rooted in domestic life. In traditional Chinese
culture, women were expected to be good wives and mothers. Tong highlight-
ed the importance of mutual respect between husband and wife, as illustrat-
ed by the idiom «ju’an qimei»”?. This anecdote revolves around the story of
Liang Hong % (dates unknown) and his wife, Meng Guang &t (dates
unknown). Liang Hong, a renowned scholar in Eastern Han Dynasty, was not
enamored with wealth and status, treating his wife Meng Guang with utmost
respect. Each time Meng Guang prepared meals for Liang Hong, she would
lift the tray to the height of her eyebrows, symbolizing her deep respect for
her husband®. This phrase describes the ideal relationship between a married
couple, where both partners show equal respect and consideration for each
other. It signifies a harmonious and balanced union based on mutual under-
standing and shared responsibilities. Another example is «xiongwan jiaozi»**.
Liu Zhongying HI{HE( (> —~864), a native of official in the Tang Dynasty, was
known for his diligent studies. His mother gave him pills made from bear bile
at night to help him stay refreshed and focused®. This story has become an
idiom that metaphorically represents a virtuous mother teaching her son valu-
able lessons and instilling good moral values.

91 Tong Xiegeng, Yizhitu, cit., Vol. 1, 48b. For the source of this allusion, see Li Fang, haoxia
2% in Taiping guangji KW 12, Beijing: Zhonghua shuju, 1961, vol. 4, juan % 195, p. 14602.

92 Tong Xiegeng, Yizhitu, cit., Vol. 1, 49b.

93 For the source of this allusion, see Fan Ye, Liang Hong in Hou Hanshu, cit., vol. 10, juan
% 83, «yimin liezhuan» JEEFIE 73, pp. 2765-2768.

94 Tong Xiegeng, Yizhitu, cit., Vol. 1, 49a.

95 For the source of this allusion, see Ouyang Xiu BXFH{& (1007-1072) (comp.), Xin Tangshu
¥, Beijing, Zhonghua shuju, 1975, juan % 163, «liezhuan» %f& 88, p. 5023.
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2.3. Aesthetic Discovery: Finding, Appreciating, and Creating Beauty in
Play

As a friend of Tong Xiegeng remarks, Tong possesses «a sharp and magi-
cal talent» [ 24, with «a calm demeanor» [JiEfZ ], and is naturally
«an extraordinary individual» [JE#5 A]. This firend also points out that «al-
though Tong’s artworks may appear entertaining, they also offer a glimpse in-
to the magical artistry within» [Z2E&=iiFxk, #@EIRATPAW—BE52]%°. That is,
although the series of yizhi puzzle books is rooted in a game, it holds artistic
value due to its adept utilization of gaming and artistic skill.

First of all, the patterns featured in the series of yizhi puzzle books are
carefully chosen from ordinary objects found in daily life, inspiring players
to embark on a quest to uncover and explore the beauty that surrounds them.
For example, Yizhitu and Yizhi xutu include daily necessities, plants, flow-
ers, fruits, vegetables, birds, beasts, fish, insects, valuables, officials, birthday
items, military weapons and armor, agricultural equipment, Buddhism and
Taoism, art, drama and boudoir items. Tong Xiegeng intends to incorporate
items that players would encounter in their daily lives as the primary subject
matter of his books. This design philosophy not only bridges the gap between
the players and the puzzle, as players are familiar with these carefully select-
ed examples, but also encourages them to develop a habit of observing their
surroundings, motivating them to discover and create beauty in everyday life.
By actively seeking out beauty in their daily routines, individuals are more in-
clined to cultivate their own creative abilities and contribute to the creation of
beauty in the world. By immersing themselves in the pursuit of discovering and
designing patterns, individuals can cultivate a heightened sense of aesthetics
and learn to appreciate beauty.

In addition to using everyday items that are easily accessible in daily life
as prototypes, Tong Xiegeng also excels at connecting patterns with famous
works of art, providing players with an opportunity to indulge in the appreci-
ation of aesthetic appeal. One example in Yizhitu is «<kanshanren zuo xiyang-
chuan» BIIAAAFHMf and the prototype of this picture is a drawing by Wu
Shixian S/l (1845-1916) (see Pic. 4). Wu was a famous painter of Tong’s
time, particularly recognized for his landscape artworks.

9 Jiuwan JUWE, xu J¥ in Tong Xiegeng, Yizhitu, cit., Vol. 1.
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Pic. 4. The Example of a Simplified Picture in Yizhitu Based on a Famous Drawing97. The
pattern on the left is reprinted from Tong Xiegeng, Yizhitu, cit., vol. 1, 12a. The pattern on the
right is reprinted from Wu Shixian, Zhongguo gujin shubua paimai jingpin jicheng FE & 545
EIASZRE 8 AL, Tianjin, Tianjin renmin meishu chubanshe, 2005, p. 55.

A comparison between the two patterns reveals that Tong deliberately chose
the key elements for his combinations: person, boat, mountain, and the sunset.
Tong’s combination depicts a person rowing a boat while gazing at the distant
mountains, while Wu focuses on the depiction of continuous mountains. No-

97 For more biographical information of Wu Shixian, see Ying %%, Wu Shixian S,
«Xiaobao Fif», May 25, 1930, 3; Wu Shixian xu S2AMIEE, «Xiaobao», May 28, 1930, 3.
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tably, Tong’s work includes a half sun, symbolizing a sunset, which is the lin-
gering glow of the setting sun in Wu’s original drawing. As individuals attempt
to assemble this puzzle, they can simultaneously enjoy the famous drawing,
merging the worlds of Tong’s puzzle and fine art into a single experience. This
is not the only example, because Yizhitu contains 20 patterns of art prototypes
that can be found. From these prototypes, it is apparent that Tong Xiegeng’s
selections are all from renowned artists in the field of painting, with a partic-
ular preference for artworks from the Qing Dynasty. This inclination largely
stems from the fact that he lived during that era. Also, this series possesses an
abstract beauty, where the simplicity of each piece of the puzzle gives way to
combinations that share a common spirit rather than merely resembling each
other in appearance.

Despite Tong’s puzzles being abstract geometric figures, he and his family
made a concerted effort to capture the essence of each subject, paying metic-
ulous attention to detail. For instance, men are identifiable by their semicir-
cular head shapes, while women are portrayed with a right-angled pentagon
head shape adorned with an inner arc. This distinction is rooted in traditional
Chinese culture, where women traditionally wore buns on their heads. Tong’s
puzzle emphasizes this characteristic as a significant feature distinguishing
males from females.

Moreover, it should be noted that Tong skillfully showcases each character
in the Thousand-Character Classic using a variety of calligraphic styles, in-
cluding regular script, running script, and cursive script. For example, among
the four characters in Pic. 5, xing T [character] is regular script because of
its clear, concise and uniform strokes. Jing & (quiet) and ging 1§ [feeling] are
running scripts with a great variation in the thickness of strokes, bold and vig-
orous brushwork, and an overall sense of flowing natural beauty. Y7 is cursive
script because the strokes are connected to each other in a flowing manner.

A comprehensive breakdown of the calligraphic styles employed in Yizhi-
tu qianziwen indicates a strong preference within this series for the styles of
running script and regular script, especially the former®. This preference is
especially prominent in Yizhitu gianziwen, where 29% of the Chinese charac-
ters are written in regular script, 60% are in running script, and the remaining
11% are in cursive script. As an art form, calligraphy cultivates individuals’

appreciation for beauty and enhances their aesthetic sensibilities””.

98 For further references on the history of Chinese calligraphy, see Tseng Yuho, A History
of Chinese Calligraphy, Hong Kong, Chinese University Press, 1993; Thomas O. Hollmann,
Chinese Script: History, Characters, Calligraphy, Engl. transl. by M. Donicht, New York, Co-
lumbia University Press, 2017.

99 In traditional China, there was a notion that the practice of calligraphy played a role in
shaping children’s characters. For example, Cheng Hao 25l (1032-1085) said, «When I practice
calligraphy, I am very serious. My objective is not that the calligraphy must be good. Rather my
practice is the way of moral training». Huo Tao 2 (1487-1540) expanded on this abstract
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Pic. 5. Four Selected Characters in Yizhitu gianziwen. The patterns on the top row are re-
printed from Tong Xiegeng, Yizhitu qianziwen, cit., Vol. 4, pp. 193-194. The patterns on the
bottom row are assembled by the author of this article.

As previously mentioned, Tong encouraged the players of the yizhi puzzle
to extrapolate new patterns based on a single example pattern. This practice
not only engages their imagination but also allows them to creatively arrange
various pieces into furniture arrangements, Chinese characters, and both an-
cient and modern aesthetic objects. Through this process, players actively par-
ticipate in the creation of beauty.

concept by offering specific guidance on how to cultivate morals through the art of calligra-
phy. For example, the vertical stroke represented the value of impartiality, while left-falling
and right-falling strokes depicted a person raising their hands. Writing vertical strokes taught
children about fairness, while the left and right-falling strokes served as reminders to handle
tasks with reverence. Although Tong’s puzzle may not directly instruct children in calligraphy,
engaging in the puzzle-solving process can assist them in honing their strokes, thereby indirectly
contributing to the cultivation of their morals. See Zhu Xi and Lii Zuqgian S0 (1137-1181),
Reflections on Things at Hand, Engl. transl. by Wing-Tsit Chan, New York, Columbia Univer-
sity Press, 1967, p. 133; Huo Tao, Huo Weiya jiaxun BE{HFEZI)I, Shanghai, Shangwu yinshu-
guan, 1924, 25a.
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3. The Synergy of Text and Image: An Innovative Pedagogy for
Edutainment

In the tradition of traditional Chinese literacy primers, a notable practice
has been the integration of text and illustrations. According to Evelyn Saka-
kida Rawski, such illustrated reading primers can be called illustrated glossa-
ries, which distinguishes them from standard glossaries'’’. Examples of this
can be seen in books like the Newly Compiled Illustrated Four-Character
Glossary [Xinbian duixiang siyan F#mANAHIU 111 This book, categorized
as an early Yuan Dynasty primer in the miscellaneous characters [zazi %]
genre, was specifically created for promoting literacy!*?. Dui X} represents the
concept of matching, while xiang 1 refers to illustrations. Xinbian duixiang
siyan is the earliest illustrated book in the zazi genre!%3. It comprises 224 mono-
syllabic words and 82 disyllabic words, accompanied by 306 illustrations. The
text, following traditional custom, is arranged in groups of like objects, start-
ing with heaven or sky, and concluding with such homely items as a dustpan
and broom. Within this collection, they are all centered around natural phe-
nomena and everyday objects. Similar books include Kuiben duixiang siyan
zazi WA MY F 447, produced during the Ming Dynasty!%4. This particular
book was created as a children’s learning resource, in which words are taught
through visual depictions. Each sentence in the book comprises four charac-
ters, accompanied by corresponding illustrations. In total, the book presents
308 illustrations, 224 monosyllabic words, and 84 disyllabic words.

In contrast to traditional Chinese children’s primers of this kind, the series
of yizhi puzzle books make advancements in both text and illustration. First-

100 E. Sakakida Rawski, Education and Popular Literacy in Ch’ing China, A. Arbor, Univer-
sity of Michigan Press, 1979, pp. 129-131.

101 Xinbian duixiang siyan, with Introduction and Notes by L. Carrington Goodrich, Hong
Kong, Hong Kong University Press, 2015.

102 According to Bai Limin’s discussion, zazi typically contained Chinese characters or terms
commonly used in daily life, although the content varied among different versions. Therefore,
zazi can be seen more as a general guidebook rather than a specific text. See Bai Limin, Shaping
the Ideal Child, cit., p. 26. For further references on zazi, see Rawski, Education and Popular
Literacy in Ch’ing China, cit., pp. 125-139; Pei-yi Wu, Education of Children in the Sung in
Wm. Theodore de Bary, John W. Chaffee (edsd.), Neo-Confucian Education: The Formative
Stage, Berkeley, University of California Press, 1989, pp. 309-310.

103 Evelyn Sakakida Rawski also introduced another two illustrated books in the zazi genre:
Hlustrated Four-Character Glossary Zazi [Duixiang siyan zazi MAHVY 5 #4F], said to be a 1371
edition; Illustrated Four-Character Glossary [Duixiang siyan MHHPUF ], which seems to be a
Qing edition. Since publication information of these two books is incomplete and the figures in
these two books are very similar to Xinbian duixiang siyan, this thesis will pay more attention to
the analysis of the content of Xinbian duixiang siyan. Rawski, Education and Popular Literacy
in Ch’ing China, cit., pp. 129-136.

104 Kuiben duixiang siyan zazi in Jin Chengyu 2125, Hekeben Zhongguo guyishu congkan
FIZIA R E &R AT, Nanjing, Fenghuang shubanshe, 2012, Vol. 15.
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Pic. 6. The Patterns of He (Lotus) and Hehua (Lotus Flower) in Four Chinese Literacy Prim-
ers. Reprinted from Xinbian duixiang siyan, cit., 1b; Kuiben duixiang siyan zazi, cit., p. 330 [top
row, left to right]; Qian Yunji, Qigiao bafen tu, cit., Vol. 6, juan 16, 5; Tong Xiegeng, Yizhi xu-
tu, cit., 4a [bottom row, left to right].

ly, Yizhitu, Yizhi xutu, and Yizhi zitu, within the series, incorporate Chinese
poetry and allusions as explanations for the illustrations, a feature that was
previously overlooked in children’s primers. Lines extracted from traditional
Chinese literature are utilized to elucidate the illustrations. Secondly, the series
of yizhi puzzle books presents abstract images as illustrations, departing from
the conventional use of figurative illustrations. Taking the common topic of
the “lotus flower” as an example (see Pic. 6), we can observe distinct artistic
styles portrayed in four Chinese literacy primer books, the Newly Compiled
Hlustrated Four-Character Glossary, Kuiben duixiang siyan zazi, Qiqiao
bafen tu, and Yizhi xutu.

The Newly Compiled Illustrated Four-Character Glossary and Kuiben
duixiang siyan zazi depict the lotus flower in a lifelike manner, employing a
realistic approach to illustration. The lotus blossoms vividly in the image, with
a single lotus leaf serving as a complementary element. In contrast, Qigiao
bafen tu adopts a more abstract representation of a lotus flower, featuring a
pattern that resembles the form of a lotus but which lacks realistic details.
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Pic. 7. A Pattern Formed to Visualize «Zhangli xiejiu kan zhishan» in Yizhitu. The pattern
on the left is reprinted from Tong Xiegeng, Yizhitu, cit., Vol. 1, 8a. The pattern on the right is
assembled by the author of this article.

Moving on to Tong’s book, the lotus flower is also presented in an abstract
manner, but with a greater emphasis on highlighting the irregular edges of the
petals. Additionally, this book incorporates a classic line of verse: «HJRTEN
AGs, BIEVEMAYLR> which is attributed to Zhou Dunyi!®,

Tong’s wife proposed that the series of yizhi puzzle books adhere to the
principle of «poetry presents a portrayal of imagery and the imagery provides
a poetic sensation» [shizhong youhua, huazhong youshi WFHHHE, HHH
17¥]19¢, When the amount of annotated text increases and the number of pieces
of Tong’s puzzle is strictly limited to fifteen in total for illustrations, a question
arises: how can the text and images be better integrated? In other words, how
can a more effective combination of text and visuals be achieved for educa-
tional aims? One of the solutions Tong Xiegeng and his family developed was
to prioritize key visual imagery, which is clearly exemplified in the samples of
poetry and literary allusions of Yizhitu. For example, «zhangli xiejiu kan zhis-
han» BEEHEE Z 11 is a story in which one person carries a cane and a jug
of wine and embarks on a solitary journey to explore the mountain. Therefore,
the key words are person, cane, wine, and mountain, which could be shown
by arranging the pieces of Tong’s puzzle (see Pic. 7).

105 Tong Xiegeng, Yizhi xutu, cit., 4a. For the source of this sentence, see Zhou Dunyi, Zhou
Dunyi ji JAIZU%E, Beijing, Zhonghua shuju, 1990, p. 53.
106 Zhu Meijun, “ba” in Tong Xiegeng, Yizhitu, cit., Vol. 1.
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The key visual imagery of the poetry and literary allusions of Yizhitu can
be summarized into seven categories: natural landscapes, figures, actions, ob-
jects, architecture, plants, and animals. Natural landscapes include the sun,
the moon, water (including rivers, lakes, seas, and pools), and mountains. Fig-
ures include children, men, and women. Key visual imagery in the other cate-
gories is listed in Table 1 and Pic. 8.

By summarizing and analyzing key visual imagery, it can be concluded that
poetry and allusions of Yizhitu predominantly focus on human characters,
with a majority of the selected poems and allusions centered around male pro-
tagonists. While female characters and children are also featured as protago-
nists, they make up a smaller proportion!®”. Natural landscape features such as

107 On the significance of children in Chinese history, see, for example, Wang Deyi F/5E%%,
Songdai de yanglao he ciyou RINNFFES #4)), «Guoli zhongyang tushuguan guankan [E7H
REFEEF]>, n. 11, 1968, pp. 369-388; T.H.C. Lee, The Discovery of Childhood: Children
Education in Sung China (960-1279), in S. Paul (ed.), Kultur: Begriffund Wort in China and
Japan, Berlin, Dietrich Reimer verlag, 1984, pp. 159-202; C. Furth, Concepts of Pregnancy,
Childbirth, and Infancy in Ch’ing Dynasty China, <The Journal of Asian Studies», vol. 46, n.
1, 1987, pp. 7-35; A. Behnke Kinney (ed.), Chinese Views of Childhood, Honolulu, University
of Hawai’i Press, 1995; Xiong Bingzhen, Youyou: chuantong Zhongguo de qiangbao zhi dao
HH): fLGRERRRHR 2 38, Taibei, lianjing chuban shiye gongsi, 1995; Zhou Yuwen J&#&EZ,
Songdai ertong de shenghuo yu jiaoyu R LEMETESHE, Taibei, Shida shuyuan youxian
gongsi, 1996; Jiang Feng ¥§X, Han Jin $ii#t, Zhongguo ertong wenxueshi HH[E JLE S FH, He-
fei, Anhui jiaoyu chubanshe, 1998; Xiong Bingzhen SE3RE, Anyang: jinshi Zhongguo ertong de
jibing yu jiankang 2¢35: M A E) LEERT 5% 5 3, Taibei, lianjing chuban shiye gongsi, 1999;
T.H.C. Lee, Education in Traditional China: A History, Leiden, Brill, 2000; S.R. Fernsebner,
A People’s Playthings: Toys, Childhood, and Chinese Identity, 1909-1933, «Postcolonial Stud-
ies», vol. 6, n. 3, 2003, pp. 269-293; Anne Behnke Kinney, Representation of Childhood and
Youth in Early China, Stanford, CA, Stanford University Press, 2004; Bai Limin, Shaping the
Ideal Child, cit.; Keith Nathaniel Knapp, Selfless Offspring: Filial Children and Social Order
in Medieval China, Honolulu, University of Hawai’i Press, 2005; Ping-chen Hsiung, A Tender
Voyage: Children and Childhood in Late Imperial China, Stanford, CA, Stanford University
Press, 2005; D.E. Mungello, Drowning Girls in China: Female Infanticide since 1650, Lanham,
Md, Rowman & Littlefield Publishers, 2008; C. Kubler, Imagining China’s Children: Low-
er-Elementary Reading Primers and the Reconstruction of Chinese Childbhood, 1945-1951,
«Cross-Currents: East Asian History and Culture Review», vol. 7, n. 1, 2018, pp. 153-196; M.
Mih Tillman, Raising China’s Revolutionaries: Modernizing Childbhood for Cosmopolitan Na-
tionalists and Liberated Comrades, 1920s—1950s, New York, Columbia University Press, 2018;
Wang Zijin £F%, Qin Han ertong de shijie 21 ) LB, Beijing, Zhonghua shuju, 2018;
Cong Ellen Zhang, Performing Filial Piety in Northern Song China: Family, State, and Native
Place, Honolulu, University of Hawai’i Press, 2020; Xiong Bingzhen, Youyi yu youmeng: jinshi
Zhongguo shebui de mianyan zbi dao #5545 i HEESAIE 2 J8, Taibei, lianjing
chuban shiye gongsi, 2018; Guilin, Guangxi shifan daxue chubanshe, 2021. On Chinese wom-
en’s direct or indirect participation in the historical process, see, for example, D. Ko, Teachers
of the Inner Chambers: Women and Culture in Seventeenth-Century China, Stanford, CA,
Stanford University Press, 1994; S. Mann, Precious Records: Women in China’s Long Eigh-
teenth Century, Stanford, CA, Stanford University Press, 1997; G.S. Fong, Herself an Author:
Gender, Agency, and Writing in Late Imperial China, Honolulu, University of Hawai’i Press,
2008; J. Judge, The Precious Raft of History: The Past, the West, and the Woman Question
in China, Stanford, CA, Stanford University Press, 2008; Weijing Lu, True to Her Word: The
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Tab. 1. Key Visual Imagery of Poetry Excerpts and Literary Allusions in Yizhitu

Category Key visual imagery

Actions H sweep, # knock, £ support, #{#2 lean on a walking stick, #i carry
wine, JZ7K following the water, %1% talk at night, IXffi blow the horn, }%
i deliver wine, F# play, @15 inscribe on a wall, Kb lie down, #&$% row,
PR1X shake out clothes, J# & wash feet, 1% go fishing alone, ¥4 pick up,
2§ lift up, #7 fold, 41 weave, %22 pick water chestnuts, F&{% do one’s
morning makeup, 72> wash clothes, f&f lean on, ZF%} thread the needle,
NFF add incense, @1 compose a poem, HZ draw, fEl tap a needle, &
% catch a firefly in a bag, 323 read, #J& present one’s shoes, E#H fall
asleep drunk, B’ appreciate the rain, ¥ bow, ¥ refine stone, % rush,
5 cross, % throw, 2434 sell wine, $& dance, %X & steal the box, T+
teach children, 2522 lift the tray

Objects 48JF paper screen, JK bed, fiff boat, i door, 5% desk, H4f" floor hearth,
Z5HH tea set, T lamp, #F cup, ZEAK straw raincoat, L5 paddle, EEE lute,
2% poetry bag

Architecture R platform, 5F temple, 3% wall, # building/tower, 5 pavilion, = rai-

ling, & tall pavilion, %)% thatched inn, #ff bridge, Jit = elaborately
decorated palace, K& terrace, 5fi/2 thatched house

Plants 2145 red apricot, fll willow, B9 banana, & sycamore tree leaves, 2514
1t crape myrtle flower, 1€ flower, fdf lotus, %4 chrysanthemum, I leaf, #K
forest, H§ plum blossom

Animals W butterfly, 28 sparrow, $ frog, B9 gull, = goat, Jf& wild-goose, %3

rooster, 5 horse, I§#E dragonfly, # crane, J& tiger, v dragon, % ox, fil
carp, R rabbit, X\ phoenix, # goose

Pic. 8. Key Visual Imagery of Poetry Excerpts and Literary Allusions in Yizhitu. Organized
by the author of this article.
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the sun, moon, and mountains, as well as man-made structures like buildings
and walls, serve as backdrops for the characters’ actions. The characters ex-
hibit a wide range of behaviors, and everyday objects, plants, and animals are
used as supplementary elements in their activities. This harmonious interplay
between humanity and the natural world lies at the heart of traditional Chi-
nese painting aesthetics'8.

As the series developed, from Yizhitu to Yizhitu qianziwen, the importance
of imagery relative to text increases. The text of Yizhitu consists of traditional
Chinese poetry, allusions, and classical passages. In Yizhi xutu, it solely com-
prises Chinese classical passages, with relatively longer word counts. In Yizhi
zitu, the text also consists of Chinese classical sentences with a relatively large
number of words. In contrast, Yizhi yanjitu adopts a minimalist approach
with four-word titles. These concise titles capture the essence of the content,
allowing readers to grasp the main themes at a glance. Yizhitu gianziwen is
comprised entirely of images, devoid of any textual annotations. There is a
gradual reduction in textual explanations throughout Tong’s books, partic-
ularly from the first book, Yizhitu, to the final book, Yizhitu gianziwen. In
the first few books, the side notes are abundant, sometimes even surpassing
the number of patterns. However, in Yizhitu gianziwen, the example does
not include textual explanations. This deliberate shift indicates Tong and his
family’s increased focus on the significance of pictures in the learning process.

This tendency of emphasizing images was quite prevalent in the late Qing
Dynasty. Publications such as Dianshizhai Pictorial [Dianshizhai huabao 5,
Firm k] and Enlightenment Pictorial [Qimeng huabao JAZRH{R] served as
prime illustrations of this phenomenon!%?. In the 19t century, with the popu-
larization of public education in Europe and America, the reading population

Faithful Maiden Cult in Late Imperial China, Stanford, CA, Stanford University Press, 2008;
Liu Yongcong, Caide xianghui: Zhongguo niixing de zhixue yu kezi 7/ {EHE: HEERIIEY
5 F, Hong Kong, Sanlian shudian, 2015; Weijing Lu, Arranged Companions: Marriage and
Intimacy in Qing China, Seattle, University of Washington Press, 2021.

108 The discussion here about the relationship between humanity and the natural world in
traditional Chinese painting was inspired by Mr. Tong Yili #PAYZ, who is the sixth-generation
descendant of Tong Xiegeng. Thanks to Mr. Tong Yu’s introduction, I gained privileged access
to Mr. Tong Yili, who works on the development and spread of the yizhi puzzle nowadays. Mr.
Tong Yili reminds me to pay attention to the philosophical foundation of traditional Chinese
painting. For representative references on traditional Chinese painting, see Michael Sullivan,
Symbols of Eternity: The Art of Landscape Painting in China, Stanford, CA, Stanford Universi-
ty Press, 1979; Wen Fong, Beyond Representation: Chinese Painting and Calligraphy, 8th-14th
Century, New York, Metropolitan Museum of Art, 1992; J. Cahill, The Lyric Journey: Poetic
Painting in China and Japan, Cambridge, MA, Harvard University Press, 1996; Wu Hung, The
Double Screen: Medium and Representation in Chinese Painting, London: Reaktion, 1996;
Wen Fong, Between Two Cultures: Late-Nineteenth- and Twentieth-Century Chinese Paint-
ings, New York, Metropolitan Museum of Art, 2001.

109 Chen Pingyuan BRI, Zuotu youshi yu xixue dongjian: wan Qing huabao yanjiu /£ 5
SRR IR MRS EHRF ST, Beijing, Shenghuo dushu xinzhi sanlian shudian, 2018.
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experienced tremendous growth. At the same time, the emergence of techno-
logical advancements such as photography, printing, gas lamps, electric lights,
steamships, and so on provided people with greater opportunities and im-
proved conditions for reading. Changes in reading methods, reading materials,
and reading habits intensified the viewers’ demand for images corresponding
to the text. With the maturation of printing technology, from the birth of
photography in 1837 to the appearance of movies and projectors in 1895, the
world gradually entered a new era of images!!’. Under the influence of the
ideology of pragmatism, Chinese people became aware of the importance of
technology. As a result, they initiated a series of movements aimed at improv-
ing China’s level of technology and adopting Western technologies'!!. This, in
turn, led to a growing emphasis on images among the Chinese population. As
Kang Youwei FEH N (1858-1927) put it, «Nowadays, all trades and industries
rely on images» [& L H s & #& TH]. «Without improvement in imagery» |
[H A 2iE], «there is nothing to be said about trades and industries» [ L.F§JCA]
1. «This is why I, a humble person, hold a deep appreciation for imagery and
engage in discussions about it» [ &S A JEE, IR 2 &]'12. It was precisely
the need to enhance technology that prompted people to value images, ulti-
mately propelling late Qing society into the «era of global images».

In pedagogy, the incorporation of images alongside text significantly en-
hances the quality of learning, especially for children, as pictures have a cap-
tivating effect on their attention. Considering children’s limited literacy skills,
an excessive number of complex characters can lead to disinterest and difficul-
ty in sustaining focus during the learning process. The combining of pictures
and text is a characteristic of children’s books, but also encompass various
formats such as books, magazines, and newspapers. As Chen Pingyuan said,
«Compared to intricate or abstract texts, images are more intuitive, vivid,
tangible, and accessible when it comes to conveying knowledge and expressing
viewpoints»'!13. Within these “visual languages”, pictures, including illustra-
tions, photography, icons and symbols, play an indispensable role!!4.

110 Liu Yang X4, “Zuotu youshi” zai wan Qing: “shijie tuxiang de shidai” yu wan Qing
de tubui fuxing 7 AT E " TEME: “HAEGRN O SHIERIELE 2, «Mei yu shidai», n. 10,
2015, pp. 53-55.

111 These movements include the Hundred Days’ Reform and the Self-Strengthening Move-
ment. See 1. Hsii, The Rise of Modern China; R.E. Karl, Peter Zarrow (edd.), Rethinking the
1898 Reform Period: Political and Cultural Change in Late Qing China, Boston, Harvard Uni-
versity Asia Center, 2002; L.S.K. Kwong, A Mosaic of the Hundred Days: Personalities, Politics,
and Ideas of 1898, Cambridge, MA, Harvard University Press, 1984; M. Clabaugh Wright, The
Last Stand of Chinese Conservatism, The T ung-Chih Restoration, 1862-1874, Stanford, CA,
Stanford University Press, 1957.

112 Kang Youwei, Wanmu caotang cang Zhongguo huamu J7RFEEFEHEHEH, Taibei,
Wenshizhe chubanshe, 1977, pp. 9-10.

13 Chen Pingyuan, Zuotu youshi yu xixue dongjian, cit., p. 57.

114 Li Quanhua 2224, Li Li Z25], and Zhu Liang R R, Ertong duwu chatu yishu ) LE )
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Firstly, pictures possess the ability to capture children’s attention effec-
tively. The juxtaposition of pictures and words allows for the amalgamation
of abstract and figurative elements, which tends to be more captivating for
children. For instance, the subjects in Yizhi zitu and Yizhitu gianziwen are
abstract, while their patterns are figurative. When children explore these pat-
terns, they engage in the process of learning by deciphering the strokes of each
Chinese character. While traditional China did have literary primers with il-
lustrations for children as discussed earlier, Tong Xiegeng’s puzzle and books
go a step further. This educational toy not only provides children with a visu-
al understanding of the pictures but also empowers them to actively explore
and demonstrate how the puzzle pieces can be combined through engaging in
hands-on interaction.

Secondly, pictures serve the purpose of visually representing the textual
content, aiding children with limited literacy skills in comprehending the con-
veyed information. The series of yizhi puzzle books often revolves around id-
ioms, allusions, and poems, some of which may pose challenges for children’s
comprehension. However, the integration of the fifteen puzzle pieces helps chil-
dren grasp the meaning by deepening their understanding of these idioms, al-
lusions, and poems. Literacy education was important to children’s education
in traditional China. According to Wang Yun £#j (1784-1854), «during the
period of childhood nurturing, prioritizing literacy is essential» [EF£Z I, IX
TN, Compared with the earliest literacy textbooks, Shi Zhou pian S5
fi and Cang Jie pian i1, Tong’s books provide a full explanation of the
texts with the help of his puzzle, which greatly contributes to enhancing chil-
dren’s literacy skills. Meanwhile, Tong’s puzzle offers players an opportunity
to enhance their understanding of geometry through diverse puzzles featuring
various shapes that are both visible and tactile. According to Bai Limin’s re-
search, traditional Chinese mathematics did not have specialized terminology
for the symbols used in contemporary mathematics, relying instead on Chi-
nese characters to represent mathematical concepts!!’. Particularly, arithmetic
concepts were intertwined with language instruction and at times intertwined
with lessons on religion and ethics''®. One notable advantage of Tong’s puzzle
lies in its integration of visual instruction with language education, effectively
transforming abstract geometric forms into tangible realities.

Lastly, the combination of image and text has both aesthetic and intellectu-

HHEEAR, Hangzhou, Zhejiang daxue chubanshe, 2008, pp. 1-3.

115 Wang Yun, Jiao tongzi fa #E 1%, Beijing, Zhonghua shuju, 1985, p. 1.

116 Ban Gu, Han Shu, cit., juan % 30, “yiwenzhi” Z3& 10, p. 1721. For an introduction
to these literacy textbooks, see Needham, Science and Civilisation in China, cit., Vol. 6, pp.
194-200.

117 Mathematics includes geometry, arithmetic, algebra, and analysis. See Mathematics,
<https://doi.org/10.1093/OED/1186886445> (last access: 26.11. 2024).

118 Bai Limin, Shaping the Ideal Child, cit., pp. 137-148.
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Pic. 9. The Proverb Zaobi touguang in Yizhitu. The pattern on the left is reprinted from
Tong Xiegeng, Yizhitu, cit., vol. 1, 26b. The pattern on the right is assembled by the author of
this article.

al impacts on children. The pictures within the series of yizhi puzzle books are
visually appealing, characterized by clarity and distinct features. For instance,
in the pattern zaobi touguang (see Pic. 9), the protagonist is depicted as bent
over, facing a wall, engrossed in reading a book. The missing piece of the wall
signifies the transmission of light. The protagonist’s distinctive features are
outlined with just a few strokes, subtly cultivating children’s aesthetic percep-
tion and stimulating their imaginative capabilities. Simultaneously, children
can expand their vocabulary through the accompanying side notes, enhancing
their literacy efficiency with the aid of pictures.

4. Legacy and Lessons: The Enduring Significance of an Edutainment
Exemplar

4.1. Challenging the Conventional Bias against Games for Children

Games are initially regarded by traditional Chinese literati as a beneficial
and educational experience. For instance, the Record on the Subject of Edu-
cation [Xueji “#1C] states that when «a student of talent and virtue pursues
his studies» [BFZ T ], he should «withdraw in college from all besides»
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[#], and «devote to their cultivation» [{&], or «occupy with them when retired
from it» [&], and «enjoy himself» [Ji#]'"°. This supports a learning approach
that values leisure and entertainment. Similarly, the Analects poses the ques-
tion, «Are there no checkers or chess players?» [~ F53#F], affirming that
scholars who participate in these games are still considered worthy [xian ]
individuals'?®. Moreover, the Analects outlines four essential requirements for
individuals: «Fixing the mind on the right way» [ T1#]; «holding fast to it in
the moral character» [#&T4#]; «Following it up in kindness to others» [{KT
{~); «take the recreation in the polite arts» [{If T-2:]'*!, highlighting the value
of engaging in artistic activities for personal growth and cultivation. The idea
of «taking the recreation in the polite arts» not only promotes the integration
of study and leisure but also contributes to the development of one’s temper-
ament.

However, the ancient scholars also emphasize the need for moderation
when it comes to games. For example, Yan Zhitui B2 (531-ca. 597) ac-
knowledges in Family Instructions for the Yen Clan [Yanshi jiaxun BECS]
that Go is «a refined game» [#EXK], but «it makes people self-indulgent and
neglectful of other duties» [LABLIR, EHE5L 2], so «people should not play it
often» [FAJHH1]122, After that, perceptions of games have changed over time,
and people have come to view games as activities that merely waste time and
distract from academic pursuits. One example is Han Yu #fl (768-842), who
explicitly states that «diligence leads to success, while idleness leads to failure»
MEAS T80, 5T 4123, Song Confucianism offers similar suggestions, viewing
games as detrimental to educational development. For instance, Zhu Xi &%
(1130-1200) annotates the hexagram meng 58 as follows: «Only by getting
rid of external temptations can one be absolutely upright and pure» [JfEffH
AN, £HEH B4, Wang Yinglin M (1223-1296) simply includes the
phrase «diligence has merit while play has no advantage» 85 Y], ¥ JC#i] as
a concluding phrase in the Trimetrical Classic'®.

Meanwhile, although the mainstream view on games in late imperial Chi-
na is negative, there are individual scholars who recognize their value. For
example, Wang Shouren F5F{~ (1472-1529) writes in the following in article
“Xunmeng dayi shijiaodu Liu Bosong deng” [JIIZEKERBULKXNANIE]:

In general, the nature of children is to enjoy play and be wary of strict

19 i Chi, cit., Vol. 2, p. 85.

120 The Analects of Confucius, cit., p. 851.

121 The Analects of Confucius, cit., p. 331.

122 Yan Zhitui, Family Instructions for the Yen Clan: Yen-Shih Chia-Hsiin, Engl. transl. by
Teng Ssu-yti, Leiden: E.]J. Brill, 1968, p. 207.

123 Han Yu, Jinxue jie R in Songshu keben tangrenji congkan FEZIAENEMNF,
Shanghai, Shanghai guji chubanshe, 1994, Vol. 28, juan % 12, p. 308.

124 Zhu Xi, Zhouyi benyi JAI B X, Beijing, Zhonghua shuju, 2009, p. 56.

125 Wang Yinglin, Sanzijing =%, Hong Kong, Tiandi tushu youxian gongsi, 2003.
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constraints, much like the initial sprouting of plants. If allowed to grow freely
and unhindered, they will thrive. However, if subjected to disturbances and
restrictions, their growth will be stunted. When it comes to educating chil-
dren, it is crucial to let them follow their own interests and provide them with
ample encouragement. By doing so, their inner joy will be nurtured, leading to
continuous progress and improvement.

[RIRE 218, RE TR, EARZIGHF, P2 500K, S 2
o S E T, MEHEMESE, POEN, NHEEARED. | 126

Overall, while the ancients believed that games possess a certain degree of
educational value, benefiting physical and mental development, the purpose
of traditional education amounted to the idea that «by excelling at learning,
one can be an official» [ZZMALNI{L], that is, education functioned to cultivate
“gentlemen” and “sages,” so as to realize the social ideal of “regulating the
family, governing the country and the world.” Achieving this ideal required
diligent study and rigorous practice, while play was considered a mere waste
of time and a hindrance to ambition.

This concept is not only supported by the above traditional Chinese clas-
sics but also reflected in literary works. For example, in Dream of the Red
Mansions, the protagonist «is strongly criticized for playing outside every day,
which gradually leads to laziness towards work» [HHTEAMNIFEE, R ERM T
TR]'%. This means that pursuing an official career often necessitated sacri-
ficing games as a prerequisite. In terms of the most effective paths to academic
achievement and becoming an official, traditional idioms like «tying one’s hair
on the house beam and jabbing one’s side with an awl» [Sk&Z2, HEFIBE] 128
and «enduring the hardest hardships makes one extraordinary» [F52 # H i,
#E N _EN]'2? encapsulate the strong emphasis on diligence; naturally, in this
context, games were synonymous with wasting energy and neglecting one’s
duties. With the advent of formal schooling, games became diametrically op-

126 Wang Shouren, Wang Yangming xiansheng chuanxilu FFHHYEEESI5%, Lixing yaolan
faxingsuo, 1933, pp. 104-105.

127 Cao Xueqin B /7 (1715-1763?) and Gao E =% (ca. 1738?—ca. 1815), Honglou meng £1.
125, Shanghai, Shanghai guji chubanshe, 2003, Vol. 1, p. 147.

128 The idiom comes from ancient stories about how assiduously people studied. Sun Jing #)
#% (dates unknown) would incessantly read books from dawn to dusk alone. When he felt tired
or fatigued, he would tie his hair to the beam of the house, so that the moment he began to nod
off, his head would be jerked back and this would immediately rouse him, and he could continue
reading. See Li Fang, Taiping yulan, vol. 2, juan % 363, “renshibu” NHHB 4, «toushang» 3k I,
7 (p. 1674). During the Warring States Period, Su Qin 3% (> ~284 BCE) would use an awl to jab
at his own thigh, whenever he felt sleepy to make sure he stayed awake and lucid enough to be
able to continue reading. Later, people started to tell these stories in order to encourage young
people to study hard. See Sima Qian, Shiji, cit., vol. 7, juan % 69, «liezhuan» 3%, 9, p. 2242.

129 Feng Menglong, Jingshi tongyan B IE S, Beijing, Huaxia chubanshe, 1994, juan % 24,
p. 235.
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posed to learning, leading to a prolonged separation and conflict between the
two realms. This perception was deeply rooted in traditional China’s under-
standing of knowledge and education, where acquiring knowledge was seen
as inheriting and propagating the cultural achievements of one’s predecessors.
Diligent study is considered sufficient for this purpose, leaving no room for
play, where time and energy can be wasted. Consequently, games were viewed
as an unproductive behavior that hindered education. As Anne Behnke Kinney
has said, there was «a dim view of play» in traditional China'3°. Due to the
enduring emphasis on painstaking study in traditional China and the time and
energy commitment required by games, they inevitably became activities that
were perceived as contrary to children’s education.

Xiong Bingzhen presents similar arguments, stating that under the dom-
inant objective of pursuing academic success and official positions through
study, the upbringings of the sons of literati families in the Ming and Qing
dynasties neglected the modern concept of balanced education, which includes
the cultivation of aesthetics, physical fitness, and moral virtues alongside intel-
lectual development. Even the traditional Confucian emphasis on the Six Arts
(archery, charioteering, calligraphy, mathematics, music, and ritual), as well
as the cultural pursuits of poetry, calligraphy, painting, and the game of Go,
were often sidelined. The ideal boy they trained was a quiet and withdrawn
“bookworm”, who lacked interest in play, had few friends, and rarely engaged
in outdoor or physical activities!'3!.

However, the yizhi puzzle revolutionized the traditional understanding
of children’s play and games in Chinese culture. Tong Xiegeng, a visionary
individual with a deep appreciation for children and games, dedicated him-
self to exploring various language games and board games. Recognizing the
educational potential of the yizhi puzzle, Tong seamlessly integrated it into
children’s learning experiences. Tong’s motivation for creating the yizhi puz-
zle was driven by his desire to bring joy and amusement to both himself and
others. His genuine enthusiasm for games and his family’s shared love and in-
terest in it fueled their efforts to design an array of captivating patterns in the
yizhi puzzle book series. As a result of its innovative approach and educational
value, Tong’s puzzle quickly gained recognition as a highly recommended toy
for children’s entertainment. It not only provided endless hours of fun but also
encouraged critical thinking, spatial reasoning, and creativity among young
minds!32.

130 A, Behnke Kinney (ed.), Chinese Views of Childhood, cit., p. 12.

131 Xiong Bingzhen, Tongnian yiwang, cit., pp. 114-115.

132 Wang Lang £BE, Zenyang yangcheng ertong de kuaile [EFEFRA LEMER IR, «Mengji-
ang xinbao ZE§R#T», April 8, 1941, p. 3.
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4.2. Promoting a Child-Centered Perspective

In traditional China, the concept of “rituals” held great significance as the
ethical rules and standards of behavior upheld by Confucians. Unfortunately,
this mindset led to a lack of proper understanding of children, who were often
treated as miniature adults, especially in the Neo-Confucian understanding'33.
They were burdened with an abundance of rules, disregarding their unique
needs and perspectives. Likewise, in medieval Western society, there was a
lack of awareness of the distinction between children and adults, or even
young people'**. Regrettably, Chinese children were often dismissed and ig-
nored, being seen as incomplete and ignorant. Even when giving praise, society
favored mature children over innocent ones. Traditional beliefs dictated that
childhood was merely a preparation for adulthood, and all aspects of a child’s
life, including play, were seen as groundwork for their future roles. Conse-
quently, children were dressed in adult clothes, held to adult standards, and
subjected to indoctrination through the Four Books and Five Classics, as if
these texts were a catalyst for maturity. This adult-centered approach in tradi-
tional Chinese culture resulted in the undervaluing of children as individuals,
overlooking their distinctive qualities, physical and mental development, and
intrinsic worth. Children were expected to hasten the end of their childhood
and swiftly assimilate into the adult-dominated society. Their lives revolved
around and were subordinate to adults, leaving little room for their own ex-
periences and needs. Traditional Chinese society believed that a child already
possessed an “adult” within them from the moment of birth. Consequently, all
the rules and teachings were not solely intended to guide their childhood but
also to instill the principles that would shape their entire lives. The focus was
not on fulfilling the immediate needs of a three- or four-year-old but rather
on nurturing the emergence of that latent “adult” within them, allowing it to
gradually take form!%.

133 Bai Limin, Shaping the Ideal Child, cit., 41.

134 P, Aries, Centuries of Childhood: A Social History of Family Life, Engl. transl. by R. Bal-
dick, New York, Vintage Books, 1962, p. 128. However, it does not mean that there was not a
concept of childhood in the Middle Ages; rather, the Middle Ages were rather more enlightened
and progressive in their attitudes to childhood and treatment of children than later centuries.
See S. Shahar, Childhood in the Middle Ages, London, Routledge, 1990. For further references
on Western children, see L. DeMause, The History of Childhood: The Untold Story of Child,
London, Bellew Publishers, 1974; L. Stone, The Family, Sex and Marriage in England 1500-
1800, London, Weidenfeld & Nicolson, 1977; L.A. Pollock, Forgotten Children: Parent—Child
Relations from 1500 to 1900, Cambridge, Cambridge University Press, 1983; H. Cunningham,
Children and Childhood in Western Society since 1500, London, Longman, 1995; J.A. Schultz,
The Knowledge of Childhood in the German Middle Ages: 1100-1350, Philadelphia, University
of Pennsylvania Press, 1995; C. Heywood, A History of Childhood: Children and Childhood in
the West from Medieval to Modern Times, 2nd ed., Cambridge, Polity Press, 2018.

135 Xiong Bingzhen, Tongnian yiwang, cit., 38.
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The series of yizhi puzzle books not only identifies children as being among
its intended audience, but also takes into account children’s specific needs
effectively. Yizhitu gianziwen, inspired by the Thousand-Character Classic
that was designed specifically for children to learn characters, serves as an
excellent example. The educational aims, content, and methods employed in
Tong’s puzzle series are highly beneficial for children’s mental and physical
development. As a result of its widespread popularity and development, the
yizhi puzzle was officially recognized as a toy for students. It was also used as
a prize for students in primary and secondary schools. For example, in 1915,
with the approval of the Ministry of Education of the Nanjing National Gov-
ernment, the series of yizhi puzzle books issued by the Commercial Press was
officially sanctioned for use in schools as prizes in recognition of educational
achievement!3°,

In terms of the significance and role of those prizes in elementary edu-
cation, Wu Zhenwei =ZFEE argued that schools could motivate students to
pursue knowledge and regulate their behavior by offering prizes'?’. At that
time, the prizes prepared for primary and secondary school students typically
included books, pens and ink, postcards, and educational toys'3®. For exam-
ple, to reward students for their diligence, schools in Cangkou gave pencils as
prizes'3’. During Children’s Day activities, Jiangxi Province awarded children’s
books, Froebel’s gifts, and other prizes to schools'*’. Hengyang Middle School
in Hunan Province prepared ink cartridges as prizes for the outstanding stu-
dents in the climbing competition and the words on the ink containers were
different according to their ranking'*!.

Among these toys and prizes, the series of yizhi puzzle books gained im-
mense popularity and was included in a list of «ideal children’s books and
educational games»'*?. Tong’s puzzle significantly enriched the range of edu-
cational toys available at the time. Its widespread appeal led to the Commer-
cial Press reprinting these books and even publishing the first volume on En-

136 Pj Tong Danian yizhitu liuce ji yizhi tuban yifu zhunzuowei xuexiao jiangpin yuanshu
ji tuban cunbu beian LB RKIERF TR 7SI 25 55 AR — MR HEVE N 7 e 22 b A3 I EAR R A 28,
«Jiaoyu gongbao HAE K>, n. 10, 1915, p. 112.

137 Wu Zhenwei, Shuo xuexiao zhi jiangpin WA Z 35, «Shaonian (Shanghai 1911) ZME
(Ei#§1911)», n. 6, 1916, pp. 4-5.

138 Shangwu yinshuguan faxing xuexiao jiangpin 55 EDPIHRIT KM, «Shishi xinbao
STk, June 11, 1918, 1.

139 Minzhong qinxue, xuexiao faji jiangpin RARENF, FRK LK, «Cangkou minzhong
BHE A, April 1, 1936, 1.

140 [ingzhi benjie ertongjie jinian dabui ge canjia biaoyan ji jianzi bisai yousheng xuexiao
lingqu jiangpin L FIARJE I LE TSRS K SINRE L B LR M AR B, Jiangxi ji-
aoyu xunkan {LFEEEA]F>, vol. 5, n. 9, 1933, pp. 23-27.

14 Jignxun: faji dengji denggao bisai jiangpin T KZEEFILEEIL S, «Hunan shengli
Hengyang zhongxue xiaowu huibao il & 2 # FHH A 504K, n. 17, 1936, pp. 1-2.

192 Jiypan weidao zhi ertong duwu ji jiaoyu youxipin AMARENZ ) LE RV BIFAR M,
«Huabei ribao %4t HH», May 6, 1929, 1.
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glish-language subject matter titled English Alphabets and Figures Construct-
ed with the Puzzle Square'*3. When promoting the yizhi puzzle, the Commer-
cial Press praised its adherence to educational principles, its alignment with
children’s preferences, and its attractive price and quality'**. These advantages
contributed to its exceptional popularity in comparison to other toys in the
market. Numerous authors of articles discussing toys, games, and children’s
education during the Republican period, agreed that, functioning as both a
handicraft and a mathematical game, the yizhi puzzle offered a rich, engaging
experience for children'®. Enthusiasts of the puzzle even explored its potential
to create Chinese characters and phrases through innovative combinations.
An example of this is the phrase «Never forget the May 30th Massacre» [7]/=
FiAHB %], which showcased the puzzle’s application in conveying significant

political messages. This illustrates how toys can subtly influence and educate
children'®,

The puzzle was even recommended to cultivate the creativity of Scouts.
Liu Chengqing XI{&iH, who authored numerous books on scout education,
emphasized that children possess inherent creativity, as they naturally engage

143 The English title of this book was given by its author. Zhang Jusun Z#JF), Yingwen
yizhitu i3 F&l, Shanghai: Shangwu yinshuguan, 1933.

144 Zizhi ertong wanju EflJLEITE, «Shishi xinbao», January 7, 1918, 1. It should be
noted that a set of Yizhitu, Yizhi xutu, Yizhi zitu, Yizhi yanjitu published by the Commercial
Press in Shanghai in 1924 was priced at 2 yuan. An yizhi puzzle set included with these books
cost only 0.3 yuan. Yizhitu gianziwen published by the Commercial Press in Shanghai in 1923
was priced at 1.4 yuan. According to a survey of prices in Shanghai in 1920, the average labor
price was 0.4 yuan per person per day. See Shanghai shiyunian lai wujia zhi diaocha L1544
K 2 JHZE, «Yinhang zhoubao fR1T/EK», vol. 4, n. 2, 1920, pp. 57-58. This means that an
average person only needs to work for nine days to buy a complete set of books and an Yizhitu
set for their child.

145 Bao Qiong EIi, Ertong yu wanju zhi guanxi JLESHIHEZ KR, «Zhonghua funiijie
HAEE 25, vol. 1, n. 9, 1915, p. 39; Lu Shoujian f574%8, Yuer yiban &)L—8E, Shanghai,
Zhonghua shuju, 1920, p. 118; Bao Yangzhi {2, Yizhitu butu #x%E*MNE, «Funii zazhi
(Shanghai)», vol. 7, n. 7, 1921, p. 107; Bao Yangzhi, Yizhitu butu, «Funii zazhi (Shanghai)», vol.
7,n. 11,1921, p. 105; Bao Yangzhi, Yizhitu butu (xu) &5 E#ME] (£2), «Funii zazhi (Shanghai)»,
vol. 7, n. 12, 1921: 98; Li Jinhui ZR¥3}E, Xinzbu Guoyu jiaoxuefa ¥ EIBEHE-1E, Shanghai,
Shangwu yishuguan, 1925, p. 183; Shanxi shengli disan shifan fushu xiaoxue jinkuang cuoyao
L7528 B 58 = IMYE I /N I B 5, «Zhonghua jiaoyujie HFAEEE >, vol. 15, n. 8, 1925, p.
123; Wanju he guobhuo ItEMIELR, «Zhonghua jiaoyujie», vol. 17, n. 10, 1929, p. 61; Song
Dao i, Xiaogongyi: yizhiban /NT.2.: 75 FHR, «Wuxi tongbao L EH», n. 65, 1931, p. 13;
Zhang Xuelin 585 #k and Su Zhaoxiang F3IKEE, Xiaopengyou youxi /N IFK, Shanghai,
Beixin shuju, 1931, vol. 1, p. 23; He Mingzhai {[H75, Xiaoxue gongyong yishuke jiaoxuefa
NETHZEARBHETE, Shanghai, Shangwu yinshuguan, 1933, p. 63; Mingri ertongjie, Xi’an
kuoda qingzhu, yejing ertongnian shishibui choubei jiuxu, sheng minjiaoguan juban ertong
xingfu zhanlan BAHJLEET, PO RKRW, W) LEEFEL i F ik, B RBEAI LEEE
JEYE, Xijing ribao FHELHH», April 3, 1936, 4; Yu Ziyi G113, Suanshu youxi: yizhi tuban %
ARIFEHK: 28 B EMR, «Zhengzhong ertong IEH)LE», n. 23, 1946, p. 15; Chen Bangxian BRI,
Xiuxi yu jieyu IWE5 178K, Nanjing, Zhengzhong shuju, 1947, p. 34.

146 Li Yuanqing ZEJCJK, Yizhitu, «Xuesheng wenyi congkan F#4CZEMT», vol. 4, n. S,
1927, p. 1.
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in activities like drawing houses or people using bricks, chalk, or sticks on
the ground without any formal instruction. These expressions of creativity
highlight the need to harness their unique characteristics and provide suitable
training, enabling them to make significant contributions to the country in the
future. Playing with the yizhi puzzle, Liu asserted, represented an excellent
method for nurturing their creative abilities'*”.

Furthermore, Tong’s puzzle served as a valuable tool for educational assess-
ments. Chen Xuanshan Ffi%3%, a famous educator in modern China, believed
that educational assessments could be divided into two types: verbal and
non-verbal. Verbal assessments, such as the Binet-Simon Intelligence Scale,
heavily rely on verbal questions and answers, but are not suitable for children
with visual and hearing impairments. Additionally, if the examiner and the
child do not share a common dialect, it can impact the accuracy of the assess-
ment. Consequently, most assessments for young children utilized visual ma-
terials, such as pictures. The yizhi puzzle perfectly fulfilled the requirements
of this type of assessment. During the test, children were tasked with placing
various wooden blocks in the correct positions, and their intelligence level was
determined based on the time taken and the accuracy of their placement'8.

Tong’s puzzle also held a significant role in family education, serving as a
source of family entertainment. Parents and children could engage in solving
the puzzle together, fostering happiness and promoting good health. For in-
stance, a book discussing the educational psychology in the 1940s defended
that this approach was effective in eliminating illness and enhancing overall
well-being'*’. According to one Republican era writer, when teaching children
how to play with the puzzle, it was crucial to encourage them to discover new
patterns independently and to develop a genuine interest in the game. One ef-
fective strategy for this was to limit the number of patterns shown to children
each day, as this could prevent them from becoming bored and gradually en-
courage them to explore further!>°, As children became more adept at solving
the puzzle, they would naturally find themselves more engrossed and moti-
vated to pursue new patterns and challenges. In 1946, Zhang Shengyi 48
PA commented that toys, including the yizhi puzzle, satisfy children’s innate
desire to play, and parents should focus on guiding children to unleash this
natural inclination rather than stifling it'’!. The widespread use of Tong’s puz-

147 Liu Chengqing, Youtongjun de liangyou #EZFNIE K, Changsha, Shangwu yinshu-
guan, 1940, pp. 84-8S.

148 Chen Xuanshan [i%3%, Jiaoyu ceyan jianghua BB M 1%, Shanghai, Shijie shuju,
1947, p. 8; 1d. Jiaoyu xinlin &LV, Shanghai, Shangwu yinshuguan, 1948, p. 59.

149 Xu Songshi {&FA M, Jiating jiaoyu yu ertong RIEHESJLE, Shanghai, Shangwu yins-
huguan, 1931, p. 102.

150 Fan Quan {12 and Wang Jinglu JE# (comp.), Jiating yule ZFERIR, annot. Zhong
Jinglan ff3&i#, Shanghai, Puyi shuju, 1933, p. 8.

151 Zhang Shengyi T4ALA, Jiashixue gailun FREFHEIL, Shanghai, Zhongguo wenhua fu-
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zle in late Qing and Republican China confirms its contribution to the greater
emphasis on a child-centered perspective on children in modern China.

Conclusion

By combining entertainment with education, Tong’s puzzle not only chal-
lenged young learners but also instilled values of moral education, intellectual
stimulation, and aesthetic appreciation. Intellectually, the puzzle served as an
educational aid, enhancing children’s understanding of various subjects. Its
geometric nature also promoted spatial awareness and mathematical skills,
providing a rich, multidimensional learning experience. The book series in-
corporated detailed explanations and classical references, fostering a deeper
appreciation of Chinese literature and history. Morally, it incorporated sto-
ries and examples that highlighted virtues such as loyalty, integrity, persever-
ance, and respect for elders. These narratives, drawn from Chinese classics
and historical anecdotes, aimed to instill ethical values in young minds. The
inclusion of exemplary female figures further emphasized the importance of
moral education for all members of society. Aesthetically, the puzzle encour-
aged players to explore and appreciate beauty in everyday objects and nature.
The abstract yet detailed designs required keen observation and artistic cre-
ativity, allowing players to engage with art and culture in a meaningful way.
The integration of traditional calligraphic styles and poetic imagery further
enriched the aesthetic experience. Pedagogically, Tong’s approach combined
visual and textual elements, enhancing the learning process. The puzzles not
only captured children’s attention but also aided in their comprehension and
retention of information. By gradually reducing textual explanations in fa-
vor of visual representation, Tong emphasized the importance of imagery in
education, aligning with the broader societal shift toward visual learning in
the late Qing Dynasty. By transforming Confucian teachings into geometric
puzzles, he created a bridge between traditional Chinese learning and modern
educational methods. This puzzle became both a vessel for ancient wisdom
and a precursor to future educational trends, its design mirroring China’s in-
tellectual transformation during its transition from tradition to modernity.

As Colin Heywood says, toys and games were historically a means «to en-
courage the intellectual and physical development of the young», as well as to
amuse them'>2. The concept of combining play with education, making learn-
ing enjoyable, is a common educational philosophy in contemporary times.
However, this was not a prevalent idea during Tong Xiegeng’s era. When

wushe, 1946, pp. 287-288.
152 Heywood, A History of Childhood, cit., p. 179.
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Tong, nearing the age of fifty, invented the yizhi puzzle, it is uncertain whether
he was driven by concerns for his country or if he envisioned it as a tool to em-
power the younger generation as the hope for the nation’s future. Nonetheless,
it is evident that Tong Xiegeng valued the importance of children and sought
to contribute to their education and recreation. His efforts were not in vain,
as evidenced by the widespread use of this toy in late Qing and Republican
China. This popularity was also influenced by the May Fourth Movement,
after which the recognition of children’s roles and their significance to the na-
tion was heightened. The movement’s emphasis on cultural renewal and social
progress created fertile ground for reimagining childhood as a formative peri-
od requiring purposeful nurturing — a stark departure from earlier views that
often dismissed children’s agency. This ideological shift likely amplified public
receptiveness to educational tools like the yizhi puzzle, aligning its playful
pedagogy with the era’s burgeoning nationalist aspirations. Until now, Tong
Xiegeng and his puzzle continue to motivate us to think about the intrinsic
value and significance of children, recognizing them as an important social
group in their own right.
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ABsTRACT: The study presents a little-known debate about Latin, which took place in
the context of secondary school reform in the First Czechoslovak Republic. Many oppo-
nents of classical languages questioned the traditional importance of Latin in secondary
education as the main representative and bearer of classical culture. It was through the
teaching of Latin that the pupil’s competences were to be shaped and developed, which
could then be applied by the pupil in their everyday life. At the time, this was known as
formal education. The subject of much discussion has therefore been whether the prac-
tically useless Latin has any superior importance in this respect at all, and whether this
role cannot be taken over by other subjects that are more practically useful. Advocates
of the classical languages have therefore attempted to champion Latin, justifying and
defending this unique role of it in humanities education. The aim of this article is to try
to reconstruct how Latin was perceived by different parties in terms of this importance.
The paper is based on a critical study of period documents and the period press. It uses
critical discourse analysis to achieve its aim. We found that answering the question of
whether Latin had a special significance in the transmission of formal education was not
easy. This is demonstrated by the outcome of the reform itself. There was no radical elim-
ination of Latin, but the number of Latin lessons was reduced and it was only taught from
grade 3 onwards. The focus of formal education was eventually shifted to the language
of instruction. However, the reform still retained Latin as a compulsory subject, which
was also to continue to impart formal education. The reform thus ended in a compromise.

I «Formal education» [Czech: formalni vzdélani] was a contemporary term denoting the
training through which a pupil’s competencies were to be shaped and developed, which he or she
could then apply in everyday life.



52 ANNAMARIA ADAMCIKOVA

It highlights the ambiguous and period-specific search for an answer to the relationship
between the practical and the humanistic content of education.

EET/TEE KEYWORDS: Formal education; Classical languages; Latin; Secondary school
reform; XX Century.

Introduction

Even before the establishment of the First Czechoslovak Republic, we can
observe a discussion about the reform of secondary schools. The object of
criticism was both external and internal reform of the secondary school. In
the second half of the 19® century, the classical grammar school became the
object of sharp criticism. In particular, the classical grammar school was crit-
icized for its humanistic and one-sided orientation and because it placed great
emphasis on memorization, overburdened the pupils and often missed the rele-
vance of the curriculum for everyday life. Although the monopoly of the Latin
language was broken by the Exner-Bonitz reform of 18492, this reform still
left Latin (but also Greek) with a relatively high number of lessons?. The real
subjects* remained in the background, although they were becoming increas-
ingly important. Many called attention to this and demanded that the ratio
of real and humanities subjects be equalized. At the same time, pedagogical
thinking in this period was influenced by pragmatism and pedocentrism, and
simultaneously pedagogical and psychological knowledge was growing. The
response to this situation was reformist demands, asking to make room for
real subjects, but also for modern languages that were applicable in practical
life. A kind of balance between humanities and real education was sought — as
evidenced by the gradual establishment of other types of grammar schools (re-
al and reform real grammar schools). Advocates of both sides were faced with
the difficult task of justifying their positions®.

2 The result of this reform was the Outline of the Organization of Austrian Gymnasiums
and Reales [Ndstin organizdcie rakiiskych gymndzii a redlok], which was finally confirmed by
the Emperor after some modifications only in 1954. It also determined the nature of Austrian
secondary schools in the second half of the 19t century and the early 20 century.

3 Classical languages occupied more than 40% of the lessons.

4 Real subjects included mathematics and science.

5 M. Svato$, Exner-bonitzovy $kolské reformy a jejich diisledky pro gymnazidlni skolst-
vi v habsburské monarchii v 19. stoleti, in Minulost soucasnost a budoucnost gymnazijniho
vzdéldvani, Semily, Statni okresni archiv, 2000, pp. 42-48; O. Kadner, Vyvoj a dnesni sous-
tava Skolstvi, Praha, Sfinx, 1929, Vol. I, pp. 232-280, and K. Vymétalovd, Vice nebo méné
latiny?, «Historica olomuncensia», vol. 47, 2014, pp. 117-145; K. Reznikova, Studdci a kantoii
za starého Rakouska. Ceské stiedni skoly v letech 1867-1919, Praha, Libri, 2007, pp. 16-31,
pp- 55-58; J. Valenta, Stiredni vseobecne vzdéldvaci, in J. Cach, J. Valenta, Vychova a vzdélani
v Ceskych déjindch T11. 1. édst 1848-1914, Praha, Statni pedagogické nakladatelstvi, 1990, pp.
35-94; J. Valenta, Vyvoj stiednibo vseobecné vzdéldvacibo skolstvi, in R. Vanovd, K. Rydl, ]J.
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After the establishment of the First Czechoslovak Republic, the local debate
on the reform of the secondary school was therefore largely influenced by the
pedagogical tradition, reform ideas from abroad, and was also determined by
the new conditions of the newly established state®. Here, too, the question of
the Latin language and its position within secondary education was a major
source of debate within the reform, and it polarised the discourse itself. Many
questioned the usefulness of Latin in everyday life, highlighting the under-
achievement of pupils, which did not correspond to the time spent. Gradually,
Neo-Humanism lost its meaning and classical culture ceased to be seen as
an essential component of the culture of the time. Increasingly in this period,
real subjects and modern languages were gaining in importance, displacing
«the useless Latin». The aim, content, method and general meaning of this
language were therefore the subject of much debate, and it was also criticised
for being too “grammaticalised”. Although the number of Latin lessons was
constantly reduced, there was no radical restriction of Latin. Many have there-
fore sought to eliminate or restrict it altogether, which has led to a kind of
controversy over the Latin language in secondary schools. The struggle over
Latin was thus part of the broader issue of secondary schools reform and was
therefore linked to a number of other issues. Two groups were pitted against

each other: proponents and opponents of the classical languages, who present-

ed their respective positions or solutions’.

Valenta, Vychova a vzdélani v éeskych déjindch, 1V. dil - 1. svazek. Problematika vzdéldvacich
instituci a Skolskych reforem (obecné skolstvi 1848-1939), (stiedni skolstvi a ucitelské vzdélini
1914-1939), Praha, Univerzita Karlova, 1992, pp. 189-192; D. Kasperova, T. Kasper, Reforma
Skoly v CSR jako iisili ucitelstva o reformu spolecnosti a ndroda, in T. Kasper, D. Kasperova,
D. Pankova, (edd.), ,,Ndrodni“ skolstvi za pruni Ceskoslovenské republiky, Praha, Academia,
pp. 161-166; J. Valenta, Problematika cile a vyuky latinského jazyka na gymndziich. Diploma
Thesis. Katedra véd o antickém starovéku, Filozoficka fakulta Univerzity Karlovy, Praha, 1978,
pp. 14-17; J. Cengk, Stiedni skolstvi, jeho vyvoj a jeho problémy, Praha, B. Koéi, 1926, pp.
36-44, 52-55; Divodovd zprdva, in Ndvrh zdkona o reformé stiedni skoly: elabordt pracovni
komise pri poradnim sboru pro skolskou reformu, Praha, Statni nakladatelstvi, 1925, pp. 11-
17; F. Drtina, Idedly vychovy, soubor programovych a /atstorzckych stati z pedagogzky, Praha,
Jan Laichter, 1930, pp. 149-175; J. Slegr, Vlddni anketa o reformé stiedni $koly, Praha, Casopis
pokrokového studentstva 1908, pp. [5]-48.

6 The Czech school reform in the elementary schools dealt with: D. Kasperova, T. Kasper, E.
Smelova, Transfer as a basic characteristic of Czech school reform — the interwar Czechoslovak
education reform movement and its resistance to «best practices» from abroad, «History of
Education & Children’s Literature», vol. XIX, n. 2, 2024, pp. 161-181; M. Pankova, T. Kasper,
D. Kasperova (edd.), Mezivdlecnd skolskd reforma v Ceskoslovensku, Praha, Academia, 2015.

7 Kadner, Vyvoj a dnesni soustava $kolstvi, cit., pp s. 239-240; O. Kadner, Zdklady obecné
pedagogiky, Praha, Unie, 1925, Vol. II, pp. 651-662; Valenta, Problematika cile a vyuky lat-
inského jazyka na gymndziich, cit., pp. 27-70; Vymétalova, Vice nebo méné latiny?, cit., pp.
117-145; Kasperova, Kasper, Reforma skoly v CSR jako iisili ucitelstva o reformu spolecnosti
a ndroda, cit., pp. 161-166; Diivodova zprava, in Ndvrh zdkona o reformé stiedni Skoly, cit.,
pp- 20-22, 36-41; Valenta, Vyvoj stirednibo vseobecné vzdéldvaciho skolstvi, in Vanovd, Rydl,
Valenta, Vychova a vzdélini v ceskych déjindch, 1V. dil — 1. svazek., cit., pp. 188-294; J. Cengk,
Organisace naseho stiedniho skolstvi, «Véstnik ¢eskoslovenského pedagogického ustavu J. A.
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During the period of the First Czechoslovak Republic, many proposals ap-
peared that attempted to address the question of the status of Latin. The au-
thors were individuals, various experts, associations, as well as the Ministry
of Education and National Enlightenment. However, finding answers was not
easy, as evidenced by the outcome of the reform of the secondary school itself,
which ended up as a sort of compromise between two opposing views. In this
debate, the proponents of classical languages tried to justify the importance
of Latin. They pointed to the various advantages that Latin brought with it
in contrast to other living and modern languages or other subjects. At the
same time, they were forced to argue that the study of Latin could also have
practical benefits. Opponents, on the other hand, tried to point out the limits
of classical languages, especially Latin. The arguments presented by the apol-
ogists of classical languages could be divided into two groups and concerned
two goals of classical languages: their importance in terms of formal education
(henceforth formal education) and in terms of their cultural significance. Latin
was taught in several types of secondary schools, it was one of the general ed-
ucation subjects through which higher general education was attained, and in
several faculties a matriculation in Latin was also a condition for admission®.
All this added to its value.

1. Methodological approach and questions

This study focuses specifically on the question of formal education and Lat-
in, an unexplored phenomenon. The controversy over the ratio of humanities
and real subjects was based on theories of formal and material education®,

komenského», vol. 1, n. 2, 1923, pp. 35-38; Vysledky ankety ministerstva Skolstvi a ndrodni
osveéty z roku 1919 o reformé stiedni skoly, Praha, Statni nakladatelstvi, 1922; A. Adamé&ikova,
Latincina ako predmet diskusie v ramci reformy strednej skoly v 1. CSR. Vyznam klasického
vzdelania, «Historia scholastica», vol. 10, n. 2, 2024, pp. 227-261.

8 More on the debate on Latin, the reform of secondary schools or individual proposals
can be found here, for example: Ndvrhy na reformu stiedni $koly, Praha, Ustiedni spolek Ges.
Profesor, 1919, pp. 5-[13]; M. Weingart, Prohldseni ceské sekce, «V&stnik Ceskych professort —
&ast pedagogickd», vol. 26, n. 3, 1919, pp. 104-105; Ndvrh na reformu stiedni skoly, «V&stnik
Seskych professort», vol. 27, n. 1, 1920, pp. 1-3; J. Lames, Vysledky ankety Historického klubu,
«Véstnik &eskych professort», vol. 27, n. 2, pp. 79-84; O. Kddner, Vyvoj a dnesni soustava
Skolstvi, Praha, Sfinx, 1931, Vol. I, pp. 73-125, and B. Bydzovsky, Nase stredoskolskd reforma,
Praha, Profesorské nakladatelstvi a knihkupectvi, 1937; Valenta, Vyvoj stiedniho vseobecné
vzdéldvaciho skolstvi, in Vanova, Rydl, Valenta, Vychova a vzdélani v ceskych déjindch, IV. dil
— 1. svazek., Praha, Univerzita Karlova, 1992, pp. 188-294; Valenta, Problematika cile a vyuky
latinského jazyka na gymnadziich, cit., pp. 85-171; Adamcikovd, Latincina ako predmet diskusie
v rdmci reformy strednej skoly v 1. CSR. Vyznam klasického vzdelania, cit., pp. 227-261.

9 The term «material education» was understood as knowledge or acquired substance of
learning — the content of education.
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which in turn determined the goals and objectives of secondary schools and
the related content of education. Indeed, classical grammar schools were based
on the idea of the formal educational value of classical languages'’. By the
term «formal education theory» we will understand the movement that was
based on the belief that the main goal of education is: «to develop in a general
way the pupil’s abilities — memory, sensory, intellectual, emotional, volitional
abilities»!!.

However, it was often also understood restrictively as the so-called intel-
lectual education or training of mental capacities. At the same time, different
authors used different terms'?, which caused terminological problems in the
treatment of the topic. In this study, therefore, we will use the term formal ed-
ucation in its broad meaning. The acquired skills were subsequently supposed
to help them in solving tasks in everyday life. This consequently implied that
some subjects had a special formal educational value that was attributed to
classical languages, especially Latin. Unlike other subjects, therefore, Latin
gained a prominent place in the curriculum of grammar schools. However,
this idea was questioned even before the establishment of the First Czecho-
slovak Republic and reappeared in connection with the question of the Lat-
in language. The dispute therefore involved the question of which language
should be the focus of formal education, or whether it must necessarily take
place only in the context of classical language teaching. Thus, many have tried
to answer whether or not formal education is possible on the language of in-
struction (mother tongue) or on modern living languages. At the same time,
the existence of formal education as such was also questioned and the inter-
relatedness and indivisibility of the two types of education was stressed. And
meanwhile, others have tried to justify why Latin is the most appropriate, but
also its prominent place and role in the context of this type of education.

The aim of the present paper is to try to reconstruct, through a critical
discourse analysis, how Latin has been perceived by different parties in terms
of formal education in secondary schools'3. The paper will try to present the
problem of formal education in secondary schools in relation to Latin. It will
present what the advantages of Latin were presented by the proponents of
classical languages and will equally try to bring closer the argumentative back-

10 Valenta, Strredni vieobecne vzdéldvaci, in Cach, Valenta, Vychova a vzdélini v ceskych
déjindch 111, 1. &st 1848—1914, cit., pp. 75-78.

1 Ibid., p. 75.

12 Logical training, rational training, thought training, mental skills training.

13 By the term secondary schools we will understand: classical, real, reform real grammar
school and real school with Czechoslovak language of instruction. However, we will not deal
with these secondary schools, as Latin was not taught at these schools and their graduates were
not eligible to study at universities. On the other hand, we will touch on the real schools as well.
Although Latin was not taught at them, they represented a kind of counterpart to the classical
grammar school. In the same way, it was possible to take the school-leaving examination at the
above-mentioned secondary schools.
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ground of the opposition party. The study situates the phenomenon in the
period of the First Czechoslovak Republic (1918-1938) and focuses geograph-
ically on the debate that took place in the territory of Bohemia, Moravia and
Silesia'®. It looks at the issue under study in the context of the reform of the
secondary schools that was taking place at that time. The work is based on a
critical study of contemporary documents and the contemporary press. So far,
we do not find any work dealing with the topic defined in this way!®. The key
work is a study entitled Latin as a subject of debate in the context of second-
ary school reform in the First Czechoslovak Republic, while its author did not
elaborate on the question of the formal educational significance of Latin and
the related debate'®.

2. The question of formal education and the role of Latin

Josef Valenta pointed out that the dispute over the ratio of humanities and
real education had its theoretical background in the question of «formal and
material education»!”. The very notion of «formal education» appeared in the
late 18 century among Kant’s followers and the Neo-Humanists. Therefore,
in connection with the aim of education, the so-called material and formal
education was discussed in that period. «Material education» was understood
as knowledge or the acquired substance of learning. The pupil was thus to
acquire a great deal of knowledge necessary for practical life. If too much
emphasis was placed on the content of education, this was so-called didac-
tic materialism. At the same time, the contents themselves were regarded as
intellectual power, without considering the way in which the knowledge was
acquired'®. Formal education was understood as:

14 Because in the territory of Bohemia, Moravia and Silesia the discussion about the second-
ary school reform was also centered. We have not included the territory of Slovakia because the
Slovak education system had to solve its difficulties at first.

15 The question of formal education was touched upon by J. Valenta in one of his chapters.
See Valenta, Strredni vSeobecne vzdéldvaci, in Cach, Valenta, Vychova a vzdéldani v ceskych dé-
jindch I11. 1. édst 18481914, cit., pp. 75-78.

16 Adaméikova, Latincina ako predmet diskusie v rdmci reformy strednej skoly v 1. CSR.
Vyznam klasického vzdelania, cit., pp. 227-261.

17 Valenta, Stiedni vieobecne vzdélavaci, in Cach, Valenta, Vychova a vzdélani v ceskych
déjindch 111. 1. cdast 1848-1914, cit., p. 75.

18 Q. Kadner, Zdklady obecné pedagogiky, Praha, Unie, 1925, Vol. I, pp. 182-193, and
Valenta, Stiedni vseobecne vzdéldvaci, in Cach, Valenta, Vychova a vzdélani v ceskych déjindch
II1. 1. ¢ast 1848-1914, cit., pp. 75-78.
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The training of mental powers, general rational culture, mental dexterity or indepen-
dence, or the Ilaossibility of applying acquired rational faculties in other branches of
human activity .

The acquisition of these skills was to have an effect in practical life, even
if the knowledge was forgotten. It was the classical grammar schools that
were built on the idea of formal education, with Latin playing a big role in
this regard. If too much emphasis was given to this, it was a so-called didactic
formalism which reduced the substance to a mere means to acquire the mental
powers it favoured?’.

According to the idea of formal education, not all subjects mediated formal
education to the same extent. As a consequence, some subjects and their cur-
ricular material acquired a certain superiority and consequently dominance
in the curriculum because of their formal educational value?'. According to
this theory, only those subjects were important where the pupil worked inde-
pendently and where the method was more important than the content itself.
Hence, classical languages (especially Latin) and mathematics were considered
the best mediators of formal education, where students could acquire it the
most. The goal of mathematics was therefore not based on mastery of math-
ematical operations. But by practising them, the pupil was to acquire a skill
which was to help him not only in mathematics but also in everyday life. In the
same way, the essence of Latin was not based on its acquisition by the pupil
but was to be a tool for the pupil to exercise at the same time his intellectual,
aesthetic and willpower abilities. These were exercised, for example, by ana-
lysing sentences or by searching for the complex and subtle interdependencies
of the individual members of a sentence, but also by pupils trying to grasp the
meaning of Latin texts. Classical language classes thus forced pupils to think,
to analyse the concepts that make up the content of words, to practise trans-
lating them into their mother tongue, which required complex comparisons in
the search for the relevant expressions, while at the same time pupils had to be
sensitive to the different shades of meaning of the terms in question, they had
to be attentive to synonyms, etc.>2. All of this could then be put to practical
use in their lives. Classical grammar schools in particular became the centre

19 Kddner, Zdklady obecné pedagogiky, cit., p. 183.

20 1bid., pp. 182-193; K. Veleminsky, Formdalni vzdeélani, «Véstnik pedagogicky», vol. 3, n.
4, 1925, pp. 120-124; O. Chlup, J. Uher, J. Kubalek (edd.), Pedagogickd encyklopedie, Praha,
Novina, 1940, Vol. 111, pp. 173-174; Valenta, Stiedni vseobecne vzdéldvaci, in Cach, Valenta,
Vyichova a vzdélini v ceskych déjindch 111. 1. ¢dst 1848—1914, cit., pp. 75-78; J. Hendrich, Uvod
do obecné pedagogiky, Praha, Profesorské nakladatelstvi a knihkupectvi, 1935, pp. 74-79.

21 «The formal value of a substance was seen in the fact that certain abilities, which I acquire
in the study of a certain substance, I can use in another case». See O. Chlup, J. Uher, J. Kubalek
(edd.), Pedagogickd encyklopedie, Praha, Novina, 1939, Vol. 11, p. 487.

22 A similar view was also held by Hegel, according to whom one learns logic at the same
time through grammatical education.
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of formal education, where a special formal educational value was attached
to classical languages. Pupils thus learned things that were not immediately
perceptible to them, but on the other hand, through them they developed skills
that would help them in everyday life?3.

When we think about the specific place of classical languages in gram-
mar schools, tradition played a role, since they were based on Latin schools.
In addition, the classical languages provided a certain aesthetic-educational
dimension for the students through ancient literature, and the students were
also introduced to ancient society in the same way. All this gave them added
value in contrast to mathematics. The subjects that were considered the least
formally educational were those in which the pupil only had to learn certain
knowledge and did not require independent work — these were mainly the
natural sciences. The neo-humanism on which Austrian education was built
supported precisely the formal education theory. It also served as an argument
for the study of classical languages, which were thus considered the best ve-
hicle for formal education. In practice, the emphasis in grammar schools was
on language teaching, with the consequence that attention to other types of
teaching was absent. But pupils in grammar schools also had to acquire a lot of
other knowledge. Material education therefore often led to encyclopaedism?*.

But more and more voices were raised that questioned the nature of formal
education. Some dismissed the notion altogether, pointing out that it was im-
possible to separate formal and material education. The formal educational
value of classical languages was also questioned. Many argued that modern
languages could take over this role and that real subjects should also have
their place. They thus pointed to the limits of formal education based only on
the teaching of classical languages. According to them, a variety of material
is essential for the development of all mental abilities, because the transfer of
training?’ to other activities, disciplines or situations is limited by the degree
of their relatedness or similarity?®.

23 Veleminsky, Formdlni vzdélani, «V&stnik pedagogicky», cit., pp. 120-124; Chlup, Uher,
Kubalek (edd.), Pedagogickd encyklopedie, cit., Vol. 11, pp. 486-487; J. Uher, Hlavni zdsady
didaktické, Praha, B. Ko¢i, 1926, p. 51; Chlup, J. Uher, J. Kubélek (edd.), Pedagogickd encyk-
lopedie, Praha, Novina, 1938, Vol. I, pp. 564-569; Bydzovsky, Nase stiedoskolskd reforma,
cit., p. 126; Hendrich, Uvod do obecné pedagogiky, cit., pp. 74-79; Valenta, Stiedni vieobecne
vzdéldvaci, in Cach, Valenta, Vychova a vzdélani v ceskych déjindch 111. 1. édst 1848-1914, cit.,
p. 75-78; F. Novotny, Latina a fectina na stiedni skole: prispévek k diskussi: predndska, kterou
konal ve Filosofické jednoté 4. a 11. inora 1919, Praha, B. Ko¢i, p. 4.

24 Valenta, Vychova a vzdélani v ceskych déjindch I11. 1. cdst 18481914, cit., pp. 75-78;
Uher, Hlavni zdsady didaktické, cit., pp. 51-53; Veleminsky, Formdlni vzdélani, «Véstnik peda-
gogicky», cit., pp. 120-124, and Hendrich, Uvod do obecné pedagogiky, cit., pp. 74-79.

25 The transfer of training was identified with the notion of the formal price of a content:
«the latter, is seen in the fact that certain abilities, which I acquire when studying a certain
content, I can use in another case». See Chlup, Uher, Kubdlek (edd.), Pedagogickd encyklopedie,
cit., Vol. II, p. 487.

26 Q. Kadner, Zdklady obecné pedagogiky, Praha, Unie, 1925, Vol. II, pp. 187-188; Kramai,
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The issue of formal education has resurfaced in the context of the reform of
the Secondary Schools, in which the dispute over the status of Latin was ad-
dressed. Latin was taught at classical grammar schools, real grammar schools
and real reform grammar schools and was an essential component of second-
ary education. The school-leaving examination in it was often a ticket to uni-
versity studies. However, the question was raised whether Latin was necessary
for the acquisition of higher general education, of which formal education was
a major part®’. Traditionally, the proponents of classical languages presented
those classical languages, especially Latin, were the most suitable for formal
education, based on previous experience and tradition. Thus, they tried to em-
phasize the importance of Latin for the acquisition of a general education?®.
Many of them also tried to justify their claims. On the contrary, the oppo-
nents questioned the traditional position of the classical philologists and relied
on new knowledge, the needs of life and modern times. Formal education,
based on classical languages, was, in their view, outdated and losing its rele-
vance. They could no longer sustain themselves in an age when modern culture
was developing, while the natural sciences and modern languages had also
acquired an educational effect. Classical languages were therefore in decline
and losing their unique position. They were to be replaced by the language of
instruction and modern languages. Some opponents were of this view despite
recognizing their formal educational value®”.

Already shortly after the formation of the First Czechoslovak Republic,
various opinions emerged in relation to Latin in the context of secondary
schools from the perspective of formal education. Already the Union of Math-
ematicians and Physicists | Jednota matematikii a fyzikii], in their proposal
for the reform of the secondary schools of 1919, based the formal education
on the mother tongue in combination with the modern language, and did not

Uvahy o stiedni $kole, Praha, Nakladem Casopisu pokrokového studentstva, 1902, pp. 12-18;
Bydzovsky, Nase stiedoskolskd reforma, cit., pp. 125-127; Veleminsky, Formdlni vzdélani,
«Véstnik pedagogicky», cit., pp. 120-124; Hendrich, Uvod do obecné pedagogiky, cit., pp. 74-
79; Chlup, Uher, Kubdélek (edd.), Pedagogickd encyklopedie, cit., Vol. 11, p. 487.

27 Uher, Hlavni zdsady didaktické, cit., p. 525 Pracovni komise pri poradnim sboru, «Vést-
nik ¢eskoslovenského pedagogického ustavu J. A. Komenského», vol. 1, n. 9-10, 1923, p. 160;
Anketa ministerstva skolstvi a ndrodni osvéty o Skolské reformé, konand ve dnech 8. az 12.
dubna 1929 v zasedaci sini sendtu Ndarodniho shromdzdeéni v Praze, Ministerstvo Skolstvi a
nar. Osvéty, 1929, p. 199, pp. 204-205; B. Bydzovsky, J. Cenck, Odpovéd’ k ,Pozndmkdm*
klasickych filologii, Praha, Statni nakladatelstvi, 1925, p. 9; F. Novotny, StFedni skola bez kla-
sickych jazyki?, Praha, L.K. Zizka, 1923, pp. 3-4.

28 Both goals of Latin (formal and cultural meaning) were, according to the proponents of
classical languages, generally educational.

29 Veleminsky, Formadlni vzdélani, «Véstnik pedagogicky», cit., p. 123; Veleminsky, Zdsad-
ni otdzky reformy skolské, «Narodni osvobozeni», vol. 2, n. 75, 17.3.19285, p. 6; Vysledky an-
kety ministerstva Skolstvi a ndrodni osvéty z roku 1919 o reformé stiedni skoly, cit., pp. 68-69;
B. Trnka, MiiZe ziistati stiedni Skola klasickou?, «Narodni listy», vol. 65, 11.5.7.1925, p. 11;
Anketa ministerstva skolstvi a ndrodni osvéty o skolské reformé, cit., pp. 224-226.



60 ANNAMARIA ADAMCIKOVA

consider Latin as a general education subject®’. Similarly, at a meeting of the
Secondary School Advisory Board in 1921, the issue was raised. The provin-
cial school inspector Zdenék Frant, who was present, was of the opinion that
formal training could be mediated in the mother tongue and in the modern
language3!. Also, some of the questions asked in the ministerial inquiry, the
results of which were published in 1922, sought an answer?2. This is equally
evidenced by the debate that erupted after the publication of the Secondary
School Bill (1925)%3. In the Explanatory Memorandum accompanying the Bill
(1925), one can read that the authors were opposed to the special formal edu-
cational value of Latin. In their view, it was a question of method and they saw
no problem in allowing this original role of the classical languages to be taken
over by a language of instruction, supplemented by modern languages. At the
same time, they presented their view that all subjects participate in formal
education. During the period of the First Czechoslovak Republic, there were
voices for Latin to be transferred to the higher department of the secondary
schools within the grammar schools branch. Latin would thus lose its general
education character and become only an elective subject, preparing for specif-
ic fields of study. The real reform grammar schools, where Latin was already
taught as part of Grades V-VIII, were put forward as a model here. However,
the practice and results in these types of grammar schools did not correspond
to expectations>?,

Opponents of the classical languages thus questioned the special formal
educational value of Latin. They held that all other subjects also contributed
to formal education and therefore wanted to shift the focus of the formal edu-
cation to the language of instruction and modern languages, which were more
useful for practical life. However, apologists for classical languages disagreed
with similar claims. They considered classical languages, especially Latin, as
the best means of formal education and tried to justify it as well.

30 Ndvrhy na reformu stiedni skoly, cit., pp. 5-10.

31 Cdst informacni, «Véstnik Ministerstva §kolstvi a narodni osvéty», vol. 3, n. 13-16, 1921,
pp. 101-110.

32 Vysledky ankety ministerstva skolstvi a ndrodni osvéty z roku 1919 o reformé stiedni
skoly, cit., p. 61, p. 69, pp. 74-75.

33 Ndvrh zakona o reformé stiedni skoly: elaborat pracovni komise pFi poradnim sboru pro
Skolskou reformu, Praha, Statni nakladatelstvi, 1925.

34 Adaméikova, Latincina ako predmet diskusie v rdmci reformy strednej skoly v 1. CSR.
Vyznam klasického vzdelania,«Historia scholastica», cit., pp. 227-261; Duvodovd zprdva, in
Ndvrh zdkona o reformé stiedni skoly, cit., p. 525 K ndvrbu osnov, «Stfedni skola», vol, 6, n. 5,
1926, pp. 219-223; Veleminsky, Formadlni vzdélani, «Véstnik pedagogicky», cit., pp. 120-124;
Bydzovsky, Nase stiedoskolskd reforma, cit., p. 135.
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3. The Latin language as the best means of formal education

The opposite position was advocated by the Union of Classical Philolo-
gists [ Jednota klasickych filologii], calling for Latin to be taught from the 1st
grade, thus giving Latin an important place in the acquisition of higher general
education. On the question of the formal education, they held the traditional
position. According to them, it was to be built mainly on Latin (but also on
Greek). In addition, they also wrote a short justification of why they preferred
Latin in the question of formal training compared to other subjects®. Today
it is possible to find only fragmentary information on this issue3®, on the other
hand, it is certainly worth mentioning Frantiek Novotny3’, who wrote sever-
al papers attempting to justify the importance of Latin (but also Greek) as a
general education subject, its role in conveying the formal education, but also
its importance from the cultural point of view?®. In the following, we would
like to try to present the argumentative backgrounds of the different, opposing
sides.

One of the advantages that Latin had, according to its proponents, was its
difference and distance from Czech. These formed the basis for the grammat-
ical method used in the teaching of the classical languages, which was based
on the analysis and translation of sentences. They spoke of the differentiation
of Latin in terms of grammatical language level. In the first place, it should be
said that Latin was distinguished, unlike modern living languages, by a richer
morphology. The living languages were poorer and simpler in morphology
and means of expression. Similarly, they perceived the superiority of Latin in
terms of its syntax. The features of its composition, such as closedness and
looser word order, therefore presented greater opportunities reasoning about
syntactic ratios. When working with a translation, the pupil practised log-
ical exercises by which the learner built up a «subconscious foundation of
judgment»*’. No other language possessed them to such an extent. Latin had
another advantage in its looser vocabulary. On the basis of the position of a
word in a sentence, it was not possible to deduce anything about its function.
It was the pupil’s task to find this out by thinking. In many modern languages,
for example, the falls of nouns formed by suffixes were absent because they

35 Ndvrhy na reformu stiedni skoly, cit., pp. 10-[13]; Odpovéd klasickych filologit, «Véstnik
Ceskych professori», vol. 27, n. 2, 1920, pp. 75-79; Vysledky ankety ministerstva skolstvi a
ndrodni osvéty z roku 1919 o reformé stiedni skoly, cit., p. 69.

36 See the individual links in the references.

37 F. Novotny was a university professor of classical philology at Masaryk University in
Brno.

38 Novotny, Latina a rectina na stiedni skole: prispévek k diskussi, cit., and Novotny, Stied-
ni skola bez klasickych jazykiié, cit., and Anketa ministerstva Skolstvi a ndrodni osvéty o $kolské
reformé, cit., pp. 199-206.

39 Novotny, Stiedni skola bez klasickych jazykiié, cit., p. 9.
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had disappeared. It was quite different in Latin, which contained many de-
clensions, conjugations, manners, tenses and falls. The pupil therefore had to
think, work independently and pay attention to the various case suffixes, look
for the subject and the adjective when translating into the classroom language.
We can simply say that he was learning to recognize grammatical categories*.
The authors of the Notes on the Bill therefore gave as an example that it was
easier for a beginner to translate with the help of a dictionary from the modern
language than from Latin*!. In addition, the proponents also pointed to the
thinking reflected in modern languages, which made them closer to the Czech
language. F. Novotny, according to whom even a lesser degree of knowledge
of the language would be sufficient for a pupil to understand a text in modern
languages, but this would not hold in the case of classical languages*?. All this,
according to them, disadvantaged modern languages and, on the contrary,
favoured Latin, which, by its very nature, forced pupils to think much more
and taught them independence. It should be noted at this point that there are
hardly any references where the opponents of the classical languages oppose or
attempt to justify the modern languages from this point of view. The authors
of the Explanatory Memorandum (1925) did not think that classical languag-
es were different from modern languages*?. But we can mention, for example,
Bohumil Trnka**. He pointed out in his paper that all languages (except re-
lated languages) have ways, albeit different, by which they explain sentence
relations or grammatical categories. As an example, he pointed out that the
1st and 4th case of a noun in English differs in its position in a sentence. He
identified this as analogous to the means by which a given relation is expressed
in that language and that in Latin was expressed by the suffixes of the various
declensions. At the same time, he considered the simple construction of the
English language to be advantageous because it enabled the pupils to penetrate
stylistically into the language. Pupils were consequently also to improve their
style, which he understood as an expression of independent logical thinking®’.
But what was pointed out was the remoteness of Latin, but also of Greek. In
both cases they were dead languages. They considered the ancient culture and
the means of expression of these languages as something too distant for the

40 Odpoved klasickych filologii, «Véstnik geskych professort», vol. 27, n. 2, 1920, pp. 75-
79; Cdst informacni, «Véstnik Ministerstva §kolstvi a narodni osvéty», cit., p. 109; Novotny,
Latina a fectina na stiedni skole: prispévek k diskussi, cit., pp. 25-27; Novotny, Stredni skola
bez klasickych jazykii, cit., pp. 6-8; A. Kolar, Jest moznd novd metoda ve vyucovani latiné?,
«Stfedni skola», vol. 7, n. 3, 1926, pp. 106-107; Anketa ministerstva skolstvi a ndrodni osvéty
o skolské reformé, cit., p. 226; J. Novak, Formdlni strinka navrbu na organisaci ob¢. a stredni
Skoly, «Véstnik ¢eskoslovenskych profesorii», vol. 30, n. 19, 01.6.1923, pp. [329]-333.

41 Pozndmky k Ndvrbu zdkona o stiedni Skole, [s.1.], [s.n.], 1925, p. 8.

42 Novotny, Stiedni Skola bez klasickych jazykii, cit., p. 6.

43 Duwvodovd zprdva, in Ndvrh zdkona o reformé stiedni skoly, cit., p. 52.

44 B. Trnka was an associate professor of English philology at Charles University in Prague.

45 Trnka, Muze ziistati stiedni skola klasickou?, «Narodni listy», cit., p. 11.
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pupils and consequently they lost interest in it. The proponents, on the other
hand, saw its remoteness as meaningful, which made some kind of emotional
attachment to the language absent and the pupils had an objective relationship
to it*.

Certain ideas for the defence of Latin could have been stimulated by the
fact that in the period of the First Czechoslovak Republic more attention was
to be paid to the language of instruction (Czechoslovak). It was to be the cen-
tre of secondary education*’. Latin, however, had a higher time allocation as
opposed to the language of instruction. This could probably have given the
impression of its superiority or importance*®. In this context, therefore, we can
understand some of the statements of the apologists of classical languages. In
addition to justifying the number of lessons based on the need to achieve the
stated objectives in relation to the difficulty of the languages in question, they
pointed out that Latin lessons were in fact mother tongue lessons. The focus
of the Latin lessons was on translation, as a result of which the pupils were
constantly working with their mother tongue as well. Latin classes were also
a place where pupils learned to express themselves not only correctly but also
beautifully. And it also provided a foundation to facilitate the study of other
languages, French being the main one®.

Opponents of the classical languages suggested that Latin should not be
one of the subjects necessary for a general education. Latin was to become an
elective subject, which pupils would voluntarily choose within a single branch
in the upper classes. The teaching of Latin was to begin from the fifth grade.
One of the arguments was that pupils were more mature at that age and thus

46 Odpoved klasickych filologii, «Véstnik &eskych professori», cit., pp. 75-79; Cdst
informacni, «Véstnik Ministerstva Skolstvi a narodni osvéty», cit., p. 109; Novotny, Stredni
Skola bez klasickych jazykii?, cit., p. 6, pp. 9-10; Anketa ministerstva skolstvi a ndrodni osvéty
o Skolské reformé, cit., p. 204; Veleminsky, Formadlni vzdélani, «V&stnik pedagogicky», cit., p.
123.

47 Vynos ¢. 25.552 6/1919, «Véstnik Ministerstva $kolstvi a ndrodni osvéty», vol. 1, n. 1-17,
1921, p. 38; Cdst informacni, Véstnik Ministerstva $kolstvi a narodni osvéty», vol. 6, n. 4,
1924, p. 174, pp. 178-179; Ndvrh ucebnich osnov, Praha, Statni nakladatelstvi, 1933, p. 19, p.
219.

48 For example, Latin was taught at the Czech classical grammar schools and real grammat
schools, adding up the weekly number of hours for all 8% grades to 45 hours. On the contrary,
the language of instruction (Czechoslovak) was similarly calculated at 29 hours. See Vynos ¢
25.552 6/1919, «Vé&stnik Ministerstva skolstvi a narodni osvéty», cit., pp. 38-41.

49 Novotny, Latina a rectina na stiedni skole: prispévek k diskussi, cit., p. 29; Novotny,
Stredni skola bez Rlasickych jazykiié, cit., p. 9; Ndvrby na reformu stiedni skoly, cit., p. 11; V.
List, Nase stiedni skola, «Stfedni $kola», vol. 3, n. 2, 1922, p. 61; Cdst informacni, «Véstnik
Ministerstva Skolstvi a ndrodni osvéty», cit., p. 109; Anketa ministerstva skolstvi a ndrodni
osveéty o Skolské reformeé, cit., p. 201, p. 203; V. Kubelka, Prispévek k reformé stredni skoly,
«Stfedni skola», vol. 2, n. 2, 1921, p. 70; K ndvrbu osnov, «Stiedni skola», cit., p. 221; Vynos
¢ 25.552 6/1919, «Véstnik Ministerstva $kolstvi a ndrodni osvéty», cit., pp. 38-41; J. Brant, Z
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Praha, Statni nakladatelstvi, p. 14.
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the teaching should be more successful and therefore faster. At the same time
anticipated an increased number of Latin lessons. The sub-commission set up
for the language question within the working commission on school reform
was of a similar mind. In its proposal, the Commission did not introduce Latin
in the first four grades of the common core of the normal school. In addition
to the above-mentioned ideas, it justified its claims, for example, by the prac-
tical need to master living languages in particular, while also putting the cir-
cumstances of the state into perspective. The formal education was based on
a methodologically deepened teaching of the language of instruction, while it
was to be partly supplemented by modern languages. Furthermore, according
to the authors of The Explanatory Memorandum (1925), there was no formal
education among pupils in the lower grades. In justifying this argument, the
authors mentioned the results of modern experimental psychology (without
citing specific research or sources), which claimed that it occurred only after
puberty’°. Until then, language learning was based on mechanical memori-
zation and on the imitation method. Furthermore, it is supposedly only pos-
sible in children who are philologically gifted®!. Experiences at reform real
grammar school and secondary school professors teaching Latin at reform
real grammar schools shared their experiences through statements or papers.
In them, they also refuted the opinion of the opponents®2. At the same time,
the proponents of classical languages considered the teaching of Latin within
the early years to be an advantage, precisely because the pupils at that age
used the pupils’ mechanical memory. Consequently, «the training of higher
judgment» could take place in the higher grades. In addition, pupils reportedly
showed an interest in Latin at a young age. According to them, the interest for
teaching the basics of Latin faded at the age of puberty. Similarly, they were of
the opinion that if pupils started to learn basic Latin at this age, while at the
same time being overloaded with a higher number of lessons, the achievement
of formal education would not occur. Latin would lose its general educational
function®s.

Advocates of classical languages also pointed to the importance of Latin

50 Diwvodovd zprdva, in Ndvrh zdkona o reformé stiedni $koly, cit., p. 52.

51 Bydzovsky, Cenék, Odpovéd k ,Pozndmkdm* klasickych filologi, cit., pp. 1-[12];
Diwodovd zprdva, in Ndvrh zdkona o reformé stiedni skoly, cit., p. 52; Adaméikova, Latincina
ako predmet diskusie v rdamci reformy strednej skoly v 1. CSR. Vyznam klasického vzdelania,
cit., pp. 227-261; Ndvrby na reformu stiedni skoly, cit., p. 7; K ndvrhu osnov, cit., p. 221;
Bydzovsky, Nase stiedoskolskd reforma, cit., p. 89; B. Bydzovsky, Reforma, pracovni skola a
latina, <Tribuna», vol. 7, n. 54, 2-5.3.1925, p. [1]; Cdst informacni, cit., pp. 172-177; Pracovni
komise pri poradnim sboru, cit., pp. 156-161.

52 Adaméikova, Latincina ako predmet diskusie v rdmci reformy strednej skoly v 1. CSR.
Vyznam klasického vzdelania, cit., pp. 227-261.

53 Anketa ministerstva skolstvi a ndrodni osvéty o skolské reformé, cit., pp. 202-2035;
K ndvrbu osnov, cit., p. 220; E. Capek, 100 hlasii o stiedni $kole, Praha, Nové Cechy, 1930, p.
XLVII; Adaméikova, Latincina ako predmet diskusie v ramci reformy strednej skoly v 1. CSR.



FORMAL EDUCATION AND LATIN IN THE CONTEXT OF SECONDARY SCHOOL REFORM 65

(Greek) for the study of various scientific disciplines, as it was considered an
international scientific language. Latin terminology played an important role
here. Pupils were introduced to it as part of their studies at university across
many disciplines, while secondary school was intended to prepare them for
further studies®**. Opponents, on the other hand, presented possible solutions.
For example, the Union of Mathematicians and Physicists felt that Latin ter-
minology could be occasionally reinforced. But there was also a suggestion
to enable the study of Latin, for those who had not learned the language, by
introducing optional lessons in Latin terminology for the purpose of further
study™’.

Indeed, we can see that apologists for classical languages have tried to put
forward many and varied arguments, arising mainly from the nature of that
language. These were intended to show that there are several reasons which
make Latin, as opposed to other languages, the most appropriate medium of
formal education.

4. The question of the method and objectives of individual languages

The biggest objections from the proponents of classical languages to mod-
ern languages in the matter of formal education concerned the issue of meth-
ods and goals. The Explanatory Memorandum stated that by deepening and
changing the method, it would be possible to convey formal language educa-
tion also through a language of instruction supplemented by a modern lan-
guage. Comparisons, which had previously been made on classical languages
with the language of instruction, were to become important. The focus of
comparison was now to be applied mainly within the language itself and only
supplemented by the modern language. This was also suggested, for example,
by the 1925 proposal®*®. F. Novotny questioned the comparison within the
language. He thought that for a conscious knowledge of one’s own language,
comparison with a foreign language is necessary, arguing: «(...) the deeper

Vyznam klasického vzdelania, cit., pp. 227-261; ]. Novak, Jazykové vyucovani na stiedni skole,
«Narodni osvobozeni», vol. 2, n. 87, 5-29.3.1925, p. 5.

54 Anketa ministerstva skolstvi a ndrodni osvéty o skolské reformeé, cit., p. 201; Novotny,
Stiedni Skola bez Rlasickych jazykii?, cit., p. 6.

35 Diwodovd zprdva, in Ndvrh zdkona o reformé stiedni Skoly, cit., p. 69.

56 Ibid., p. 52; Bydzovsky, Cenék, Odpovéd k ,,Pozndmkdam® klasickych filologii, cit., pp.
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p- 42; J. Novak, Pracovni skola, «Tribuna», vol. 7, n. 52, 3.3.1925, p. [1].
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and more thorough the knowledge is to be, the deeper and more thorough the
comparison is needed»®’.

The impetus for such comparisons is, in his view, provided by translation.
The latter is typical of the method used in the teaching of classical languag-
es and not of modern languages®®. Jan Cenék and Bohumil Bydzovsky®® dis-
agreed, however. In support of their position, they recalled the words of Prof.
FrantiSek Drtina. The latter asked in this context which foreign language the
Greeks were educated in, since no one doubted that they consciously knew
their language®®.

Proponents of classical languages agreed that formal education is a question
of method but also pointed out that it is questionable whether the method of
modern languages and language teaching in secondary schools is appropriate
for this, while at the same time pointing to their defined teaching objectives.
Their aim was not the acquisition of the languages in question. They were
intended to convey formal language education as well as contact with ancient
culture. In the classical languages, the analytical (grammatical) method was
used. Formal language education in the teaching of classical languages was
based on this method. This was based on the analysis of sentences. However,
the analysis of individual sentences occupied an important place in the context
of translation from classical languages into the language of instruction, and
vice versa. Some referred to translation as a «laboratory of language teaching».
Translation activity led students to make comparisons and taught them to
correlate concepts with words and words with concepts. In this way, students
learned to recognize concepts, but it also created opportunities to bring back
to words their meanings®!. According to the classical languages, the classical
languages, especially Latin, were best suited for this. Latin was compelled to
do this by its very nature (by the properties of its syntax and morphology), but
it was also designed for this purpose within the framework of secondary edu-
cation and had a corresponding method for doing so. Similarly, many others
considered classical languages to be the best means of formal education, a role
they felt neither native nor modern languages could assume®?.

Modern languages had a completely different goal and method. These had

57 Novotny, Latina a fectina na stiedni skole: prispévek k diskussi, cit., p. 29.

38 Ibid.
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the aim of practical mastery of the language and at the same time the pupils
were learning about other cultures. In their teaching, the mediating and di-
rect method was preferred. The direct method was understood as a means by
which the pupil was to learn a language by a process similar to that by which
he learned his mother tongue. It was mainly a conversation in the language
without being based on grammatical rules. The grammatical rules were de-
rived by the pupil himself after he had learned to use them. In the mediating
method, grammar is in the background - it is only an occasional aid. Transla-
tion in this method had a place, though a subordinate one. After all, it would
mean that modern languages would be diverted from their original teaching
aim®. If Latin were to be replaced by a modern language in the context of
formal training and comparison, it would mean, according to the advocates of
classical languages, leaving the analytical method on the margins. F. Novot-
ny did not radically reject the fact that modern languages could also partici-
pate in formal language training. However, he also pointed out that in their
case sufficient time would not be created for sentence analysis, because this
was prevented by the primary goal of modern languages: to have a practical
command of the languages in question, but equally by their defined teaching
methods. Thus, the question was whether it would be possible to achieve for-
mal education in teaching modern languages. The grammatical method would
be carried out where it is neither entirely necessary nor natural, while at the
same time being subordinated to the methods of modern languages, with the
consequence that formal education would also disappear. However, B did not
agree with this. Bydzovsky with J. Cenék. They pointed out that even in the
teaching of classical languages the analytical method was not constantly paid
attention to, because the pupils would lose interest in such teaching, but that
it had another aim besides formal education. They also pointed out that it is
possible to translate in the teaching of modern languages as well®*. However,
this was not mutually exclusive because the second goal of classical languages
was also related to translation.

5. Latin teaches independence and logical thinking

Secondary schools were also criticized for too much passivity of pupils
during the period. Latin classes in particular were perceived as a place where

63 Koldr, Jest moznd novd metoda ve vyucovani latiné?, cit., p. 105; Novotny, Latina a
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pupils were overburdened with too much memorisation and were not active.
The response to this situation in education was to emphasise the need to ac-
tivate pupils within the teaching process and to turn away from purely repro-
ductive and mechanical methods. The idea of the “active school” was increas-
ingly coming to the fore, with its associated emphasis on working methods,
teaching was to be based on the pupil’s interest. Its essence was that the pupil
should arrive at knowledge through his own independent work, or by veri-
fying or confirming it. The active school was related to pedocentrism, where
the personality of the pupil was an important aspect of teaching. The pupil’s
physical and mental development was to be taken into account and the pupil
was to be the centre of the school’s work. The working methods were intended
to involve pupils in the learning process and thus to arouse their interest in
the subject. Pupils were also expected to perform better and their acquired
knowledge was to be more lasting. Such methods were intended to lead pupils
to independence. The teacher was only to give direction and pupils were to
draw on their own experience, observation or knowledge. In the same way,
these methods were supposed to individualise teaching. They provided op-
portunities for pupils to learn to work independently with school materials,
which was believed to prepare them for university studies, and it also taught
pupils to recognise the relevance of the curriculum in the context of everyday
life. However, the question at the time was to what extent the curriculum of
the secondary schools allowed the introduction of working methods®’. In this
context, therefore, we can probably see another set of reasons put forward by
the proponents of classical languages.

They tried to point out that in Latin classes pupils were encouraged to work
independently. The grammatical method and the fact that pupils translated
independently in class, not working with ready-made translations, played a
big role here. F. Novotny also presented the Latin lessons, as well as the Greek
lessons, as practical lessons in which the pupils were forced to work and prac-
tise constantly. He also claimed that such a working method was inexpensive,
as no aids or special facilities such as laboratories were needed. Moreover, ac-
cording to him, the results of Latin lessons left a lasting mark on education®®.
Josef PeCeny stated that every Latin teacher should strive not to employ the
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pupil’s memory but his judgment when teaching grammar®’. Emil Capek®® in
turn compared translating classical authors to an active school®”. This was an
attempt to point out that the teaching of Latin offered an unpretentious activa-
tion of pupils to independent activity within the teaching process at an individ-
ual level, with the aim and method of the language naturally leading to this.
One advantage of Latin in particular was stressed in connection with the
formal education: through it pupils were to learn logical reasoning. The pro-
ponents of classical languages saw a correlation between grammar and logic.
What was important here was the relation of word to concept. In general,
students were encouraged to think constantly, thus exercising them in think-
ing. This was also seen as one of the lasting results of Latin teaching, which
pupils could later use in practical and everyday life. This was particularly
related to the method on which the teaching of Latin was based. Translation
and analysis of sentences, but also comparison, played a major role. It taught
students to work with abstractions such as: subject, object, affirmative, neg-
ative, cause, purpose, condition. Through translating, the pupils carried out
logical exercises, which constituted an important basis for the acquisition of
judgement. In addition, pupils were learning categories of thought or logical
categories’’. Vladimir List, a professor at the technical college, believed the
ability to reason correctly could be acquired in two ways at school. One of
them was represented by mathematics and geometry. The other way was Latin
grammar, the aforementioned analysis of sentences played a large role, where
pupils were taught the laws of thought”!. The opinion that classical languages
were a suitable means of training thinking and logic was shared by physicians,
or rather the professorial staff of the Faculty of Medicine of Charles University

was of the same opinion”?.

6. Doubts about changing the focus of formal education

The new tendency to shift the focus of the formal education from Latin to
the language of instruction in combination with the modern language raised
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many question marks. Some had doubts and pointed out the possible risks
involved. This question was particularly raised by the 1925 bill. For exam-
ple, in the newspaper «Narodné listy» we find an article in which the author
expresses some distrust about the planned changes from the aforementioned
draft. Latin was no longer to fulfil the role of the formal education, but that of
a language of instruction supplemented by a foreign modern language. He was
also critical of the restriction of the Latin language to only the upper classes of
the gymnasium branch. He reflects, however, on the differences between the
students at real schools and grammar schools, who should have been equally
gifted but who did not achieve the same results in their mother tongue despite
having equally qualified teachers’3.

Another author pointed out the many shortcomings of the Bill (1925) and
the Explanatory Memorandum (1925). Among other things, that they are
rushing to reform without waiting for the results of the experimental schools
from Karlin and Smichov’*. He also warned readers that such changes may
have some consequences. In case the authors of the Law and the Explanatory
Memorandum are wrong and the change in formal education does not bring
the promised successes:

What if the mere assertion of the explanatory memorandum that the formal language
training, which has hitherto been the task of Latin, can be taken over by a methodically
deepened teaching of the language of instruction, is not confirmed? Will Latin be intro-
duced again? And who will replace the formal language training that the explanatory
memorandum itself considers desirable for the experimental generation?”>

Josef Novak”® also thought similarly, recalling the absence of experience
with this method, whereby, in his view, the Reform Commission took respon-
sibility for the cultural level of the intelligentsia by offering untested means. J.
Novak therefore recommended that the method should be tried out first, but
that the original method should be retained for the time being””. The same
opinion was shared by Otakar Kadner”®, who also suggested that the planned
changes should be tested first. He also mentioned the experimental schools of
Karlin and Smichov, and we learn from him that these experiments were pre-
maturely terminated. He stated that parents had some distrust in these schools
and they had few students enrolled. In addition, they were often attended by
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weak students who were apprehensive about Latin”. It was therefore bold on
the part of the Ministry of Education and National Enlightenment to make
such a radical and untested change. However, this was not carried out in the
end because the bill was not finally passed.

7. The argumentative premises of the opponents of classical languages

It is noticeable, then, that there have not been many references that have
attempted to refute the arguments of classical language proponents from the
formal education perspective. Although the opponents did not respond with
counter-arguments, this does not mean that they did not also try to justify
their position. However, the reasons they put forward were often not directly
related to the formal education issue. They justified the removal of Latin from
the portfolio of general education subjects in secondary schools primarily by
the need to reform secondary schools. It was about considering the personality
of the pupil, for example. Respect for the pupil’s physical and mental develop-
ment or talents. It was also pointed out at the time that many pupils did not
have philological talents and which, in their opinion, could not be recognised
at a young age. Therefore, they asked to delay the pupil’s decision on the direc-
tion of study. They also pointed to the absence of the importance of Latin for
practical life, whereas there were other “more useful” subjects for which space
had to be made. But at the same time, based on pedagogical and psychological
knowledge, it was necessary to reduce the number of lessons. They also argued
for various examples from abroad, where the teaching of Latin was absent
altogether, or also reduced to the upper grades. In this way, they wanted to
show that Latin was not necessary to acquire a general education. The need to
allow pupils to transfer between different types of schools was key, and so the
question of a common core was also discussed. Here the obstacle was mainly
Latin, which differentiated the different types of secondary schools. Retain-
ing Latin, which had a relatively high lesson allocation, meant continuing to
leave modern living languages in the background. These, unlike the classical
languages, had some practical application®’. In this context, attention was also
drawn to the conditions of the state, especially its geographical location or eco-
nomic conditions. The First Czechoslovak Republic was a multinational state

79 Kéadner, Vyvoj a dnesni soustava skolstvi, cit., pp. 106-108.
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and the state language was not one of the world languages. Hence, according
to the authors of the Explanatory Memorandum (1925), there was a need to
know at least two world languages and the basics of one Slavic language®!. All
these circumstances were therefore subsequently reflected in the requirements
for language education. This led to demands to remove compulsory Latin from
secondary education. In addition, one can even find references to the fact that
the proponents were accused of ignoring modern pedagogical knowledge or
trends®?. The opponents of classical languages also brought various arguments
concerning the cultural aspect of classical languages. For example, they made
suggestions that ancient culture should be taught in the mother tongue or tried
to present it as too remote and thus incomprehensible to pupils. At the same
time, they pointed out that little attention was paid to the connection between
Latin and modern culture at the time®?.

In terms of the formal education issue, opponents have often merely point-
ed out that it is possible to shift the focus of formal education to the language
of instruction in combination with the modern one. In this respect, they saw
great advantage in replacing the impractical Latin with another subject that
was also useful. They saw no problem in restricting it to pupils who chose
their own course of study and reducing it to teaching it in the upper classes.
They thought that pupils would nevertheless acquire a sufficient level of Latin
for further studies. Their idea was based on the fact that with a change and
deepening of method this was possible. However, at no point did they give
specifics®*. Nor did the Union of Mathematicians and Physicists present any
arguments in their proposal to justify their position of transferring the focus of
the formal education to the language of instruction and modern languages®’.
According to ]. Cenék, the apologists of classical languages were only trying
not to make the teaching of classical languages very limited, when they them-
selves knew that their teaching was already on the decline. In his view, they
were merely repeating a “superstition” about the formal educational value of
Latin. They did not address the question of the practical application of Latin

81 Diwodovd zprdva, in Ndvrh zdkona o reformé stiedni Skoly, cit., p. 40, pp. 51-54; Trnka,
MuiZe ziistati stredni Skola klasickou?, «Narodni listy», vol. 65, 5.7.1925, p. 11; F. Benak, Social-
ism a boj kulturni, «Akademie», vol. 23, n. 11, 1919, pp. 403-404; Bydzovsky, Cenék, Odpovéd
k ., Pozndmkdm* klasickych filologii, cit., pp. 6-[12].

82 Veleminsky, Formadlni vzdélani, «Véstnik pedagogicky», cit., p. 124; Veleminsky, Zdsad-
ni otdzky reformy skolské, Narodni osvobozeni», cit., p. 6; Cen&k, Stiedni skolstvi, «Nase
doba», vol. 32, n. 7,04.1925, p. 435; Cengk, Stiedni skolstvi, cit., p. 435; Benak, Socialism a boj
kulturni, cit., pp. 403-404; Trnka, MiiZe ziistati stiedni Skola klasickou?, cit., p. 11.

83 Cendk, Zdkladni smérnice ndvrbu reformy stiedoskolské, cit., p. 151; Benak, Social-
ism a boj kulturni, cit., pp. 403-404; Trnka, Muge ziistati stredni Skola klasickou?, cit., p. 11;
Veleminsky, Formadlni vzdélani, cit., p. 123.

84 Bydzovsky, Cenék, Odpovéd k ,,Pozndmkdm* klasickych filologii, cit., pp. 6-[12]; By-
dzovsky, Nase stiredoskolskd reforma, cit., pp. 85-89.

85 Nduvrhy na reformu stiedni skoly, cit., p. 7.
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in modern secondary schools and did not think about the possibilities of new
directions for the teaching of classical languages, considering the life and con-
ditions of the state. Although they acknowledged the formal importance of
Latin, they attributed this to its method and not to the nature of the language
itself3.

Explanatory Memorandum (1925), however, stated that only pupils with
philological aptitude were able to understand the subtle relationships between
thought and expression, according to the results of modern experimental psy-
chology, and that this occurred only after puberty®”. However, they did not
state what specific knowledge they were interested in or from what source.
It was also often pointed out that formal training, based on the teaching of
the Latin language, was held only by the power of tradition®®. The ministeri-
al councillor Karel Veleminsky is a certain exception. He referred mainly to
various authors, each of whom in some way questioned the formal education
or at least limited it. Mostly, however, he brought in new findings from the
field of psychology. In particular, he mentioned the American psychologists
Thorndike and Woodworth and one of their experiments. His results were
subsequently applied by Thorndike to other areas of mental activity. At the
same time, he took the position that the transfer of training, although possible,
was limited because he assumed the existence of common elements in content
(mathematics and physics) or procedure (experimental method — typical of the
natural sciences)®’. Consequently, this was also supposed to limit the effects of
formal education, appropriated mainly by classical languages, and thus shake
their primacy in education. From this point of view, therefore, K. Veleminsky
considered the idea of formal education as obsolete. He therefore considered
the possibility of replacing classical languages with modern ones. At the same
time, he stressed that the medium of logical training was not only language
teaching but also needed to be supplemented by mathematics and science sub-
jects??. B. Bydzovsky, who also referred to new research results, mentioning
also Thorndike. These, according to him, were supposed to deny the formal
educational value of Latin, but he was not entirely precise. They only limited
the formal meaning, which even he himself eventually admitted®!.

It should also be mentioned that in the 1939 Pedagogical Encyclopaedia,
under the entry Transfer of Training [prenos vycviku], one of his experiments

86 Cengk, Stredni $kolstvi, cit., pp. 432-436; Cen&k, Zdkladni smérnice navrbu reformy
stredoskolské, cit., p. 150.

87 Diwodovd zprdva, in Ndavrh zdkona o reformé stiedni skoly, cit., p. 52.

88 Veleminsky, Zdsadni otdzky reformy skolské, cit., p. 6; Bydzovsky, Nase stiedoskolskd
reforma, cit., p. 86; Diwodovd zprdva, in Navrh zdkona o reformé stiedni skoly, cit., p. 52.

89 See Hendrich, Uvod do obecné pedagogiky, cit., pp. 76-77.

90 See closer: Veleminsky, Formdlni vzdélani, cit., pp. 120-124; Chlup, Uher, Kubalek (edd.),
Pedagogickd encyklopedie, cit., Vol. 11, p. 487.

91 Anketa ministerstva skolstvi a ndrodni osvéty o skolské reformé, cit., p. 248.
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is also mentioned. Although a different experiment was given as an example,
it had identical results to the one mentioned above. He thus questioned the
transfer of training altogether, with the result that it should not have been
taken into account in the selection of the subject. Naturally, this was to under-
mine the privileged place of classical languages in secondary education, which
was based on this formal educational value of theirs. It meant that by learning
Latin, the pupil was acquiring knowledge of that language. These could be
helpful at most in the study of a related language. He ruled out that the study
of Latin would be useful in the study of the natural sciences. On the other
hand, we read in the same place that English psychologists pointed out that
Thorndike’s attempts were directed only to the perceptual domain but failed
to penetrate into the complex mental functions. Supposedly, other, higher and
more complex functions are involved in the analysis of a Latin text®?. Probably
in this context, J. Novak that the advocacy of classical languages corresponds
to experimental psychology”3.

It can therefore be seen that opponents of classical languages have not re-
sponded with counterarguments concerning formal education. Rather, they
tried to justify their position by the need for reform and by pointing out the
uselessness of Latin for practical life. At the same time, it was not clear at the
time whether or not Latin thus had any formal educational value. The new ap-
proach to the formal education question did not have proven experience or any
results to fall back on. Latin was therefore certainly favoured in this dispute
by its long tradition and experience, since the classical grammar schools were
founded on the idea of formal education, based on the teaching of Latin. Also
contributing to this was the more systematic approach in the argumentation
of the classical languages’ advocates. The practical importance of Latin was
generally only felt in cases where Latin was necessary for further studies or
for the pursuit of certain professions. These were mainly the study of classical
philology, history or philosophy, which was a relatively small circle of people.
In the context of the constant emphasis on the need for education to be useful
for life, the advocates of the classical languages sought to show, through the
struggle over the formal educational value of Latin, that this was also where
its practical importance lay. They thus attempted to broaden the narrow view
of the practical significance of Latin by emphasizing its value for formal edu-
cation, which was to be manifested in practical life.

92 Chlup, Uher, Kubiélek (edd.), Pedagogickd encyklopedie, cit., Vol. 11, p. 487.
93 J. Novak, Etika a reforma stiedni skoly, «Stiedni §kola», vol. 3, n. 4, 1923, p. 154.
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Conclusion and discussion

The present paper has attempted to present a discourse analysis of Latin
in terms of its importance in mediating formal education. It is an unexplored
phenomenon that has not been treated by anyone so far. In the period in ques-
tion, the value of Latin was generally acknowledged in that its lessons were a
space where the pupil’s skills were to be shaped and developed, which could
then be applied by the pupil in everyday life. This also gave it a leading po-
sition in the secondary school curriculum, unlike other subjects. This thesis
was questioned even before the establishment of First Czechoslovak Republic
and reappeared after the establishment of the republic in the discussion on the
reform of secondary schools. In that period, pedagogical and psychological
knowledge grew, and many political and social changes took place, which in-
creasingly called for modernisation, democratisation and reform of secondary
schools. Education also had to consider the need to prepare graduates for the
labour market, and national culture was becoming an important means of ed-
ucation. The pedagogical trends of the time also played a significant role. The
need for the usefulness of education in schools was increasingly emphasised.
All this in turn influenced the requirements for education itself, not least the
question of Latin.

The new reform requirements wanted to make room for “more useful”
subjects, such as modern languages or science subjects, which have grown in
importance in recent years. But this has been hampered by the “unhelpful-
ness” of Latin, with the result that it has become a focal point of division and
one of the most contentious issues in secondary school reform. It led to a kind
of struggle over the Latin language, which was also a dispute over the ratio
between the humanities and real education. The latter had its theoretical back-
ground, however, in the theory of formal and material (more practical) educa-
tion. The advocates of classical languages therefore had to defend the place of
Latin in secondary schools as a general education subject and equally to justify
its usefulness for practical life. In this context, therefore, the proponents of
classical languages sought to present Latin as the most appropriate means of
formal education. They believed although students would forget the knowl-
edge of Latin, nevertheless the subject was supposed to teach them certain
skills which they were to make use of in everyday life. In so doing, they were
expanding the previously narrow understanding of the practical importance
of Latin. On the other hand, the opponents of the classical languages tried to
introduce a new approach and shift the focus of the formal education from
Latin to the language of instruction in combination with a modern (more use-
ful) language. At the same time, they reminded that all subjects are important
in the transmission of formal education and that it is not possible to separate
material and formal education. They therefore demanded that the formal cost
of a substance or subject should be disregarded in the selection process, which
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was to lead to the abandonment of compulsory Latin. The more important
criterion was to be the usefulness or application of the material or subject to
practical life.

The Latin Apologists had a long tradition and experience of teaching Latin.
On the other hand, Neo-Humanism and ancient culture were no longer seen
as an essential element of the world of the time. They therefore had to defend
Latin and its place in secondary education. We can see, therefore, that their
argumentation is much more rigorous and systematic. In justifying Latin as
the best medium, they proceeded from the natural nature of the language
and pointed to its morphology and syntax. They also approached that one
of the main tasks of Latin was aimed at conveying the formal education, and
therefore the whole methodology of teaching Latin corresponded to this goal
and was directed towards it. The grammatical method, used in Latin classes,
led pupils to work independently and taught them to analyse and think, while
all the time pupils were working with their mother tongue. From this point
of view, therefore, they drew attention to an entirely different goal of modern
languages: to have a practical command of the language. This was matched
by the different methods that led to the achievement of that goal. As a conse-
quence, it was questionable how the modern languages (and the language of
instruction) were to replace Latin when the analytical method was not the key
and dominant method in their teaching. At the same time, it should be men-
tioned that the critics of the classical languages wanted to make a change, but
this was untested and there was no experience to fall back on.

In the end, however, the radical elimination of Latin was not enforced, but
the number of Latin lessons was reduced and it was not taught until the third
grade. Although the focus of the formal education was eventually shifted to
the language of instruction, the Dérer’s reform still retained Latin as a com-
pulsory subject alongside it, which was also to continue to mediate the formal
education. The Ministry of Education and National Enlightenment did not
make the intended and bold change, and thus in a way compromised on the
issue of formal education. At the same time, it thus indirectly acknowledged
the importance of Latin in the acquisition of higher general education, and its
value and the importance of ancient culture were equally acknowledged”*.

But all this shows us that finding the answer was not at all easy or straight-
forward. Moreover, the whole discussion makes us wonder to what extent it
is possible for education to be merely practical. And more generally, what role
and what place should humanity have in education, a question that is still
relevant today.

94 Nduvrh ucebnich osnov, cit., p. 19; Bydzovsky, Nase stiedoskolskd reforma, cit., pp. 140-
141, p. 158.
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«Additar la via battuta dai gran maestri, inculcando negli allievi le massime da quelli
tramandate nel magistero della forma, e nei canoni primordiali della metodica;
premunirli contro ogni falsa loro applicazione, e por loro da ultimo fra mano gli attrezzi
e le materie che spontaneamente li conducano ad esprimere I'universale modello»

(R. D’Azeglio, Delle Accademie di Belle Arti, in 1d., Studi storici e archeologici sulle arti
del disegno, Firenze, Le Monnier, 1861, Vol. I, pp. 513-514).

1. Patrioti, letterati, eruditi e notabili locali: la prima generazione di
professori di Estetica e storia dell’arte nelle Accademie di Belle Arti dell’Italia
unita

Se si passano in rassegna i profili biografici e 'operato della prima gene-
razione di professori di Estetica e storia dell’arte nelle Accademie, Istituti e
Scuole di Belle Arti della penisola, ossia di coloro che furono nominati titolari
delle rispettive cattedre a partire dal 1860-61 e poi nel corso del primo decen-
nio postunitario, il dato che salta agli occhi & quello relativo alla motivazione
essenzialmente politica di talune nomine e, piu in particolare, all’oggettiva
carenza, in non pochi dei soggetti prescelti, di una formazione pregressa coe-
rente con I'impegno scientifico richiesto e di specifiche competenze di carattere
storico-artistico.

Le scelte operate a cavallo tra il 1860 e il ’61 dai governi provvisori e dit-
tatoriali dell’Italia centrale e meridionale nella fase culminante del processo
di unificazione nazionale, e quelle compiute nel periodo immediatamente suc-
cessivo dai vari titolari della Pubblica Istruzione, caddero infatti, in diversi
casi, non su veri e propri specialisti o su studiosi che potevano vantare qualche
titolo di merito nel settore, ma piuttosto su personalita ideologicamente affini
alle nuove classi dirigenti o che rivestivano un certo peso politico e culturale
nei rispettivi territori, senza troppo badare al merito e alle competenze.

Ex garibaldini e patrioti di provata fede resisi protagonisti delle vicende
risorgimentali, letterati, poeti ed eruditi di orientamento liberale o notabili
locali apertamente schieratisi con la “rivoluzione nazionale”, o almeno non del
tutto compromessi con l’antico regime, furono sovente tra coloro che riscos-
sero i maggiori consensi, anche laddove non avevano mai coltivato gli studi
storico-artistici o si erano interessati solo marginalmente di arte e di questioni
di estetical.

1 Un processo, quello sopra richiamato, destinato ad investire in questa fase non solamente
le Accademie e gli Istituti di Belle Arti, ma I'istruzione pubblica nel suo complesso e le scuole
ginnasiali e liceali in particolare, i cui insegnanti di letteratura, filosofia, latino e greco, storia,
geografia ecc., in larga misura sprovvisti dei titoli di studio richiesti per I’esercizio di tale ufficio,
«erano stati reclutati in fretta al momento della istituzione delle singole scuole [...] e pagando
assai spesso lo scotto politico di compiacenze verso i patrioti, i reduci delle patrie battaglie, i
preti disponibili al nuovo regime. [...] La loro cultura era assai poco omogenea nelle varie regioni
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Accanto ad essi, piu raramente, furono coinvolti alcuni studiosi che, al
contrario, vantavano competenze specifiche in ambito storico-artistico e, caso
ancora piu singolare, un esiguo numero di docenti delle accademie che erano
stati titolari del medesimo insegnamento sotto i governi preunitari, i quali, in
assenza di reali alternative, furono confermati nel loro ufficio.

Sulla cattedra di Estetica e storia dell’arte del’Accademia di Belle Arti di
Bologna, sul finire del 1860, per volonta dell’allora ministro della Pubblica
Istruzione Terenzio Mamiani?, venne nominato Luigi Mercantini (Ripatran-
sone, Ascoli Piceno, 1821-Palermo, 1872), patriota, letterato e poeta marchi-
giano, tra i piu popolari cantori dell’epopea risorgimentale?, autore, fra gli
altri, di componimenti celeberrimi quali La spigolatrice di Sapri e U'lnno di
Garibaldi, estraneo agli ambienti artistici bolognesi e del tutto privo di specifi-
che competenze storico-artistiche, come testimonia la sua pur rilevante produ-
zione letteraria, esclusivamente caratterizzata da poemetti e raccolte di liriche,
opere in prosa, orazioni e discorsi commemorativi, nella quale non si trova
traccia di scritti di carattere artistico e neppure di opere d’interesse storico?.

Legato da solida amicizia con Lorenzo Valerio, Nicolo Tommaseo e con
lo stesso Mamiani, Mercantini fu da quest’ultimo chiamato, negli anni Qua-
ranta, mentre esercitava l'ufficio di bibliotecario a Fossombrone, ad insegnare
Retorica nella pubblica Scuola superiore di Arcevia, e poi, nel 1854, a rico-
prire il piu prestigioso incarico di docente di Letteratura italiana nel Collegio
femminile delle Peschiere di Genova. Alla vigilia dell’'unificazione nazionale,
inoltre, con il sostegno del Valerio, assunse la direzione del «Corriere delle
Marche», il quotidiano liberale fondato nel 1860.

Sempre per iniziativa del Mamiani, a partire dal 1862, alla gia ricordata
cattedra di Estetica e storia dell’arte ottenuta nel’Accademia di Belle Arti di
Bologna, il patriota e poeta marchigiano avrebbe aggiunto anche quella di
Storia moderna nella locale Universita®.

Nel 1865, infine, Mercantini sarebbe stato nominato professore di Lettera-
tura italiana presso I’Universita di Palermo e avrebbe definitivamente lasciato

del paese, difficilmente riconducibile a un comune progetto educativo» (M. Raicich, L’Inchiesta
Scialoja e la crisi della politica scolastica della Destra, in 1d., Storie di scuola da un’Italia lonta-
na, a cura e con una prefazione di Simonetta Soldani, Roma, Archivio Guido Izzi, 20035, p. 181).
Su tale fenomeno si vedano, piu in generale, le osservazioni formulate da E. Sestan, Storiografia
dell’Otto e Novecento, a cura di G. Pinto, Firenze, Le Lettere, 1991, p. 6.

2 Com’¢ noto, Terenzio Mamiani fu l'ultimo ministro della Pubblica Istruzione del regno
di Sardegna nel III governo presieduto da Camillo Benso di Cavour, dal 21 gennaio 1860 al 23
marzo 1861.

3 F. Brancaleoni, Mercantini, Luigi, in Dizionario Biografico degli Italiani, Roma, Istituto
dell’Enciclopedia Italiana, 2009, Vol. 73, pp. 589-592 (con ulteriore bibliografia).

4 Biografia di Luigi Mercantini scritta dal Professore Benedetto Monti, Borgomanero, Tipo-
grafia Dir. Gernia, 1874, pp. 19-20.

5 Cfr. G.B. Furiozzi, Luigi Mercantini politico, «Bollettino della Deputazione di Storia Pa-
tria per 'Umbria», vol. LXXIII, n. 2, 1976, pp. 283-296.
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i due incarichi d’insegnamento nel capoluogo emiliano®, per nulla rimpianto
dalla scolaresca e dagli stessi vertici dell’Accademia di Belle Arti, al punto
che Pallora segretario Cesare Masini, in un componimento satirico in versi
dato alle stampe in quello stesso periodo e destinato a riscuotere un notevole
successo negli ambienti artistici bolognesi, non aveva mancato di irridere il
deludente magistero del «poeta Mercantini», ricordando lo scarso apprezza-
mento che le sue lezioni avevano riscosso tra i giovani allievi e non mancando
di rilevare che, «quantunque di eloquenza affascinante e con poetic’anima da
artista, di scolaresca ei pure fu mancante»’.

In sostituzione del Mercantini sulla cattedra dell’Accademia di Belle Arti
di Bologna sarebbe stato chiamato, alla meta degli anni Sessanta, Luciano
Scarabelli (Piacenza, 1806 — ivi, 1878), il quale avrebbe ricoperto tale incarico
per un quinquennio, prima di essere rimosso dal suo ufficio, a seguito dell’ac-
cusa di aver truccato un concorso, da parte del direttore dell’Accademia Carlo
Arienti®,

Letterato, filologo e uomo politico, Scarabelli era stato allievo di Pietro
Giordani’ e, dopo avere svolto I’attivita di maestro elementare, nell’ottobre
del 1848 aveva ottenuto una cattedra di Storia e geografia presso il Collegio
nazionale di Genova. Nominato in seguito segretario provvisorio della com-
missione per ’Accademia di Belle Arti di Milano, nel 1861 fu eletto deputato
dell’VIII Legislatura del Regno d’Italia e, oltre a svolgere Iattivita politica,
poté impegnarsi con continuita nei suoi studi filologici e letterari'”.

Esperto filologo e dantista, «tra i primi ad applicare un rigoroso metodo
ecdotico alla Divina Commedia», in occasione del sesto centenario della na-
scita di Dante Alighieri predispose una pregevole edizione della Divina Com-
media col commento di Jacopo della Lana. In seguito, tra il 1870 e il ’73,
avrebbe dato alle stampe I’edizione in tre volumi del cosiddetto «codice Lam-
bertino», il codice del poema dantesco, risalente alla seconda meta del XIV
secolo, che il pontefice Benedetto XIV aveva donato nel 1754 all’Istituto delle

Scienze di Bologna''.

6 Si veda al riguardo V. Spinazzola, La poesia romantico-risorgimentale, in E. Cecchi, N.
Sapegno (edd.), Storia della letteratura italiana, Milano, Garzanti, 1990, Vol. VIII, pp. 84-85.

7 1l Professore Luciano Scarabelli in Bologna. Sestine giocose di Cesare Masini, Bologna,
Regia Tipografia, 1867, p. 23.

8 E. Garavelli, Scarabelli, Luciano, in Dizionario Biografico degli Italiani, cit., 2018, Vol.
91, <www.treccani.it/enciclopedia/luciano-scarabelli_(Dizionario-Biografico)/> (ultimo acces-
s0: 10.10.2025), (con ulteriore bibliografia).

9 Cfr. C. Frati, Luciano Scarabelli, Pietro Giordani e i «Paralipomeni di storia piemontese»,
«Archivio Storico Italiano», vol. LXXVII, n. 1, 1919, pp. 70-124.

10 Cfr. A. Vitellaro, Luciano Scarabelli. L'avventura di un intellettuale laico dell’Ottocento,
Caltanissetta, Paruzzo, 2008, pp. 46-57.

11 Si veda al riguardo: Luciano Scarabelli (1806-1878) studioso di Dante, in «Societa Nisse-
na di Storia Patria» (Caltanissetta), 14 novembre 2015, <https://www.storiapatriacaltanissetta.
it/notizie/145-luciano-scarabelli-1806-1878-studioso-di-dante> (ultimo accesso: 02.03.2026).
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Trasferitosi alla fine del suo mandato parlamentare a Bologna, in virtu
dell’interessamento del ministro della Pubblica Istruzione Giuseppe Natoli e
dell’appoggio ricevuto da alcuni deputati locali, Scarabelli riusci ad ottenere,
nel 1865, la nomina a professore di Storia applicata al bisogno dell’arte e cri-
tica artistica nel’Accademia di Belle Arti del capoluogo emiliano. Insofferente
all’insegnamento e poco incline per carattere alle critiche e all’aperto confron-
to con gli allievi, egli imposto il suo insegnamento su un registro pressoché
esclusivamente letterario, nell’ambito del quale la riflessione teorica e quella
storica sui fatti artistici ebbero una valenza episodica e del tutto marginale'?.

Di qui il crescente disagio e poi ’aperta contestazione, da parte degli al-
lievi dell’Accademia bolognese, nei confronti del suo insegnamento, accusa-
to di non corrispondere affatto al «vero pratico fabbisogno per gli artisti»
e di «confondere a questi la mente con vaghe quanto sterili teorie». Accusa,
quest’ultima, ripresa e rilanciata nel gia ricordato poemetto satirico in versi I/
Professore Luciano Scarabelli in Bologna. Sestine giocose, dato alle stampe
nel 1867 dall’allora segretario dell’Accademia Cesare Masini, il quale scriveva:

A sentir lui [lo Scarabelli], avria rigenerate le arti belle con le sue lezioni; ma, non appe-
na P’ebbe incominciate, avvenner scolaresche diserzioni in proporzioni tali che bel bello
in iscuola resto sol col bidello. Precedettero tal dimostrazione altre, che serie si poteano
fare, se non s’interponea la Direzione dei disertori gli animi a calmare irritati dai suoi atti
violenti, ai quali ei li voleva obbedienti. Or la cagion della deserta scuola immaginate a chi
attribuiva? Non mica alla mal pérta sua parola d’artistico interesse affatto priva, senza
quella eloquenza e poesia che colpiscono e cuore e fantasia. [...] Fatto sta che, del suo
insegnamento creatosi egli stesso il Don Chisciotte, con impeto assali i mulini a vento, a
gambe all’aria ando con l’ossa rotte, provando della sua inutilita una volta di piu la verita.
[...] Le arti voglion fatti e non parole, né i giovani che a quelli sono intenti li vogliono
lasciar per ascoltare cio che in libri da sé ponno imparare ™.

Alla schiera dei patrioti e «poeti della Patria» appartenevano certamente
anche Emilio Lazzoni (Carrara, 1812 — ivi, 1900) e Francesco Manfredini
(Modena, 1819 —ivi, 1863), nominati nel dicembre del 1859 titolari della cat-
tedra di Estetica e storia dell’arte rispettivamente nell’Accademia di Belle Arti
di Carrara e in quella di Modena.

I primo, il Lazzoni, dopo avere intrapreso gli studi di diritto all’Universita
di Pisa, nel 1831, appresa la notizia dell’insurrezione delle Romagne e dell’E-
milia, era rientrato a Carrara e oltre a svolgere un’intensa attivita cospirativa,
a partire dal 1833, si era indirizzato verso gli studi artistici, frequentando la

12 Si vedano i diversi riferimenti all’insegnamento di Storia dell’arte tenuto dallo Scarabelli
nell’Accademia di Belle Arti di Bologna contenuti in V. Anelli (ed.), Erudito e polemista infati-
cato e infaticabile. Luciano Scarabelli tra studi umanistici e impegno civile. Atti del convegno
di Piacenza, Palazzo Galli, 23-24 maggio 2008, Piacenza, Tipografia Legatoria Commerciale,
2009.

B3 ]I Professore Luciano Scarabelli in Bologna. Sestine giocose di Cesare Masini, cit., pp.
21-23.
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locale Accademia e applicandosi allo studio delle arti plastiche e del disegno
di figura. Dopo l'insurrezione generale del marzo 1848 nei domini ducali era
stato chiamato a far parte del governo provvisorio instaurato a Massa. Tra il
1849 e il °59, a seguito del ritorno di Francesco V d’Este al governo del Ducato
di Modena e Reggio, assunse una posizione attendista e lavoro alacremente
per rafforzare il fronte liberale moderato, dando vita fra I’altro a Carrara, nel
1858, ad una sezione della Societa Nazionale Italiana, il sodalizio fondato
’'anno prima a Torino da Daniele Manin e Giuseppe La Farina e sostenuto da
Cavour, la quale contava ben 4.000 affiliati. Risale a questo periodo anche la
stesura, da parte sua, del celebre proclama di sudditi dei domini estensi contro
il governo ducale fatto pervenire a Cavour con oltre tremila firme, che poi
Vittorio Emanuele II, con il famoso discorso del «grido di dolore» avrebbe
richiamato il 10 gennaio 1859'*. Dopo linsurrezione dei territori estensi, I'11
agosto di quello stesso anno fu eletto nel collegio di Carrara membro dell’As-
semblea costituente di Modena che di li a poco, nell’agosto del 1859, avrebbe
decretato la definitiva decadenza del governo ducale e annessione degli ex
territori estensi al regno di Sardegna'’.

Lasciatosi definitivamente alle spalle I’attivita insurrezionale e la lotta po-
litica, Emilio Lazzoni rifiuto la carica di sottoprefetto di Castelnuovo di Gar-
fagnana offertagli da Luigi Carlo Farini'® e accolse invece la nomina, caldeg-
giata dallo stesso Dittatore delle Province provvisorie (ex Ducati di Modena e
Parma ed ex Legazioni), a segretario e professore di Estetica e storia dell’arte
nell’Accademia di Belle Arti di Carrara. In tale veste, negli anni seguenti, egli
diede alle stampe una serie di discorsi celebrativi e di dissertazioni in occa-
sione delle solennita accademiche, nonché taluni pregevoli studi di carattere
storico-artistico, come quello sulle origini e la storia dell’Accademia di Belle
Arti di Carrara e quello su Michelangelo e i suoi rapporti con Carrara', i
quali gli valsero la nomina ad accademico d’onore dell’Accademia di San Luca

14 Cfr. D. Canali, Borghesie apuane dell’800. La provincia di Massa e Carrara nel primo
ventennio postunitario: classi sociali, elezioni politiche e amministrazioni locali dal 1861 al
1880, Carrara, Aldus, 1993, pp. 46-47.

15 R.M. Galleni Pellegrini, Il conte Emilio Lazzoni, politico e letterato, uno dei primi mem-
bri della Deputazione di Storia Patria, «Atti e Memorie della Deputazione di Storia Patria per le
Antiche Province Modenesi», serie XI, vol. XXXV, 2013, pp. 175-192.

16 Lo stesso Farini, su istanza del ministro della Pubblica Istruzione Antonio Montanari,
delibero la nomina di Emilio Lazzoni quale membro della neocostituita Deputazione di Storia
Patria per le Provincie Modenesi con il Decreto del 10 febbraio 1860 — Istituzione di tre depu-
tazioni col titolo di Deputazioni di Storia Patria, una delle quali avra sede in Bologna, una in
Modena, la terza in Parma, in Raccolta degli atti governativi pubblicati nelle Provincie delle
Romagne e dell’Emilia dal 19 giugno 1859 al 18 marzo 1860, Bologna, presso Lorenzo Recchio-
ni Libraio-Editore, 1860, pp. 620-623.

17 Cfr. Carrara e la sua Accademia di Belle arti. Riassunto storico scritto dal conte Emilio
Lazzoni, Massa-Carrara, Tipografia C. Frediani, 1867; e Michelangelo Buonarroti e sue rela-
zioni colla citta di Carrara. Ricordi scritti dal Conte Emilio Lazzoni Professore e segretario
della R. Accademia di Belle Arti di Carrara, Carrara, Martini e Martinelli, 1875.
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in Roma (1875)'® e di socio emerito della Deputazione di Storia Patria per le
Antiche Provincie Modenesi (1888)".

Di particolare rilevanza per cogliere 'impostazione e le linee di fondo
dell’insegnamento storico-artistico impartito dal Lazzoni nell’Accademia di
Belle Arti di Carrara ¢ il discorso da lui pronunciato in occasione della lezione

inaugurale del suo primo corso, il 5 dicembre 1859, nel quale erano presentati

gli obiettivi e i contenuti del corso stesso?.

La storia dei popoli — notava innanzi tutto lo studioso —, ¢ anche la rivelazione del loro
genio, del loro alto sentire. [...] Addentrandoci quindi noi nell’istoria, avremo a studiarla
nei suoi pit arcani risultamenti, nelle sue piu splendide manifestazioni, nell’altezza di quei
sommi principii che costituiscono Estetica dell’arte®!.

Questo lungo e affascinante viaggio alla ricerca «di quei sommi principii,
che sono la ragione e la vita dell’arte», avrebbe preso le mosse dall’arte clas-
sica, I’«arte pagana», la quale aveva trovato «nella tempra del popolo greco
tutte le condizioni per svilupparsi e rendersi gigante». E cio, egli aggiungeva,
per una ragione precisa:

La Grecia divento il tempio d’ogni sapere, si fece maestra d’ogni bell’arte, e soggiogata
dalle armi, soggiogo col suo genio i suoi stessi superbi conquistatori. Roma pago il contri-
buto di sudditanza alla bella sua schiava, quando le si fece ancella sul cammino dell’arte.
Il genio greco si trasfuse colla conquista nella forza e potenza romana, finché corrotto
dal predominio materialistico, traviato dalla sensualita e mollezza dei costumi, venne a
perdersi nello scetticismo, uccidendo colla gloria dell’arte, la gloria e la virtu di questo
gran popolo??.

Particolare attenzione sarebbe stata dedicata, nell’ambito del corso, allo
studio, attraverso I’esame delle opere e ’approfondimento delle diverse scuole
e tendenze artistiche, «della differenza che distingue il genio pagano dal genio
cristiano [...], onde si genera quella diversita di caratteri che contrassegnano
I’arte pagana, e I’arte cristiana»:

Se la prima — precisava Lazzoni — tutta terrena parla unicamente ai sensi ed alla fanta-
sia; la seconda attingendo le sue ispirazioni nel cielo, ragiona ai sensi, all’intelletto ed al
cuore. Se la prima tutta umana, sembra voglia compensarsi colla vaghezza ed esteriore

18 Galleni Pellegrini, Il conte Emilio Lazzoni, politico e letterato, uno dei primi membri
della Deputazione di Storia Patria, cit., p. 190.

19 Nella Tornata VIII del 28 aprile 1888, «Atti e Memorie delle RR. Deputazioni per le
Provincie Modenesi e Parmensi», serie I11, vol. V, 1888, p. XXXV.

20 Introduzione ai corsi di Storia ed Estetica testé ridonati da Dittatorio Decreto di S.E. il
Dittatore Farini alla R. Accademia de Belle Arti di Carrara, discorso letto il 5 decembre 1859
dal Professore Conte Emilio Lazzoni Deputato alla Costituente Modenese, Sarzana, Tipografia
Civica di A. Ponthenier, 1860.

21 bid., p. 5.

22 Ibid., pp. 9-10.
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sua leggiadria, della bassa sua origine; la seconda superba di sua immortale derivazione,
cerca colla bellezza la sublimita del concetto. Coll’arte pagana sorgono gli Apolli, e le
Veneri; colla cristiana le opere di Raffaello, le Cene del Vinci. [...] Parte cristiana presa
per mano da Cimabue e da Giotto, condotta a divenire grande cogli Arnolfi ed i Brunelle-
schi, si fece divina sotto i pennelli di Raffaello e Buonarroti=~.

Ulteriore tappa della riflessione storico-artistica proposta ai giovani allievi
dell’Accademia di Carrara dallo studioso era quella relativa all’apogeo e poi
alla vera e propria crisi dell’«arte cristiana», culminata con il passaggio dal
Rinascimento al Barocco e con il rapido tramonto, nella penisola, dell’ordine
politico ispirato ai valori della liberta e del progresso civile e culturale:

Il fulgido decoro dell’arte si annebbiava col tramonto della liberta; il sentimento era
perduto e la bellezza della virtt. E come in tutte ’epoche istoriche, P’arte si era mostrata
il riflesso delle idee predominanti, cosi anche in questo sconfortante periodo di sua vita
guidata dal materialismo del senso, e sfrenatezza della fantasia, creando il barochismo,
aveva in sé ritratto il pensiero di questi tempi di aberrazione. E di fatto il barochismo
dell’arte, non era che il riflesso del barochismo nei costumi, negli ordini politici, nelle idee
dissennate, che cominciavano a manifestarsi, e che dovettero piu tardi tuffare 'orgogliosa
fronte nel sangue della rivoluzione francese?*.

L’ultima parte del corso, infine, si sarebbe incentrata sull’approfondimento
delle correnti culturali ed artistiche contemporanee, ossia «di quelle diverse
scuole, che oggi si dividono il campo dell’arte e della letteratura [...] del ro-
manticismo e del classicismo nelle lettere, del purismo e naturalismo nelle belle
arti»?3,

Nel complesso, 'insegnamento storico-artistico di Emilio Lazzoni nell’Ac-
cademia di Belle Arti di Carrara, pur condotto con scrupolo e costante impe-
gno?®, non si distinse particolarmente per originalita e novita dell'impostazio-
ne. Al pari di altri docenti della sua generazione, tuttavia, egli ebbe il merito
di lasciarsi definitivamente alle spalle P’estetica di carattere speculativo («Non
¢ qui luogo a rassegna delle differenti opinioni dei filosofi intorno al bello») e
di conferire alle sue lezioni un’impostazione rigorosamente storica, nell’ambito
della quale le principali correnti ed espressioni dell’arte, i maggiori artisti e le
loro opere erano collocati nel piu generale contesto politico e culturale delle
diverse epoche ed approfonditi attraverso il ricorso ad un ampio corredo di
erudizione.

23 Ibid., pp. 13-14.

24 [bid., p. 15.

25 Ibid., p. 17.

26 Commemorazione del Conte Prof. Emilio Lazzoni, Accademico di Onore della Reale
Insigne Accademia di San Luca, Membro della Deputazione di Storia Patria. Parole dette dal
Cav. Avv. Guglielmo Micheli, Carrara, Tip. Sanguinetti e Figli, 1900, p. 16.
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Le angustie delPambiente in cui visse — ha sottolineato al riguardo uno dei biografi di
Lazzoni — non gli diedero modo di ritemprare gradualmente il suo spirito nel flusso rige-
neratore dei nuovi trovati della scienza e dei nuovi indirizzi delle belle lettere, ma nel tran-
quillo arcaismo dei suoi studi seppe comporsi un chiaro ed ordinato sistema di cognizioni.
[...] Fu per questo che negli insegnamenti di estetica egli si assise tra i ruderi di vecchie
formule scolastiche e non intravide i nuovi orizzonti. Diffuse nondimeno la costante e
fondamentale verita che solo mercé una soda cultura della mente ed una forte ed eleva-

ta educazione del sentimento puo spirare dal divin linguaggio dell’opera d’arte quella

eloquenza morale, senza cui quest’opera riducesi ad un vano e caduco esercizio plastico?’.

Patriota e letterato al pari del Lazzoni, il modenese Francesco Manfredini
era figlio del protomedico del Duca Francesco IV. Compiuti gli studi sotto la
guida di precettori privati, dopo essere stato espulso dal Collegio della Com-
pagnia di Gesu di Modena a seguito di una serie di atti di insubordinazione e
perché poco amante della disciplina, frequento a lungo 'ambiente della corte,
maturando, come attesta il suo biografo, «un vivo sentimento anti-estense», il
quale si consolido allorché entro in contatto con i circoli democratici e repub-
blicani modenesi. Divenuto ben presto un ammiratore delle idee mazziniane e
stabiliti contatti con gli ambienti garibaldini, fu tra i protagonisti della cospi-
razione patriottica nei domini estensi e partecipo attivamente alle lotte e alle
esperienze insurrezionali che segnarono il Ducato di Modena tra il 1848 e il
’5928,

Dopo l'annessione degli ex territori estensi al regno di Sardegna, il 22 no-
vembre del 1859, su proposta del ministro della Pubblica Istruzione delle Pro-
vince provvisorie Antonio Montanari, fu nominato, con decreto dittatoria-
le di Luigi Carlo Farini, segretario e professore di Estetica e storia dell’arte
nell’Accademia di Belle Arti di Modena?®. Lo stesso Farini, alcuni mesi piu
tardi, chiamava Francesco Manfredini a far parte, con mansioni di segretario,
della Commissione per la conservazione dei lavori pregevoli di belle arti per
le Regie Province dell’Emilia3°.

Ancorché ispirati a criteri essenzialmente politici, tali incarichi tenevano
certamente conto delle competenze in materia d’arte acquisite negli anni gio-

vanili dal patriota e letterato modenese?!; competenze che si sarebbero ulte-

27 Ibid., p. 17.

28 Cfr. A. Morselli, Francesco Manfredini patriotta, scrittore, educatore (1819-1863), Mo-
dena, Mucchi, 1963, pp. 36-59 e ss.

29 Decreto 27 dicembre 1859, n. 205 — Istituzione di cattedre nella Accademia di belle arti
di Modena, in Fasti legislativi e parlamentari delle rivoluzioni italiane nel secolo XIX raccolte
per cura dell’Avv. Emanuele Bollati. Volume Secondo 1859-1861. Parte Prima: Lombardia ed
Emilia, Milano, Stabilimento Giuseppe Civelli, 18635, pp. 593-594.

30 Decreto 11 gennaio 1860, n. 54 — Istituzione di una Commissione per la conservazione
dei monumenti nazionali e lavori di belle arti, attribuzioni di essa e nomina de’ suoi Membri,
in Raccolta degli atti governativi pubblicati nelle Provincie delle Romagne e dell’Emilia dal 19
giugno 1859 al 18 marzo 1860, cit., pp. 503-532.

31 Ancora diciottenne, il Manfredini aveva dato alle stampe una biografia di Giuseppe Can-
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riormente accresciute ed affinate a seguito degli studi da lui condotti negli anni
nei quali insegno in Accademia. Basterebbe qui far riferimento, ad esempio, al
documentato studio sulla Pittura religiosa e storica nella prima Esposizione
italiana, edito nel 1861; e al corposo e ricco lavoro dato alle stampe ’anno
seguente con il titolo: Delle arti del disegno e degli artisti nella provincia di
Modena dall’anno 1777 al 186232,

Divenuto dunque professore di Estetica e storia dell’arte e segretario
dell’Accademia di Belle Arti di Modena, Manfredini si dedico con particolare
impegno al nuovo ufficio, sforzandosi di «intrattenere gli allievi sui piu sva-
riati argomenti relativi allo svolgimento della civilta, dell’arte e del costume
nel tempo, alla mitologia, alla religione e altro ancora»; e di assegnare loro,
«come esercitazione pratica, temi di composizione figurativa da lui ideati, che
gli allievi, udite le varie notizie e considerazioni dell’insegnante, trattavano poi
liberamente con disegni a matita»33.

Ad accrescere la stima e I'apprezzamento degli allievi e dei colleghi dell’Ac-
cademia nei riguardi dell’insegnamento storico-artistico impartito dallo stu-
dioso modenese, e a rendere Manfredini «degno della cattedra», contribuirono
«non meno lo spirito che lo animava nel lavoro e la convinzione che egli aveva
del suo valore educativo»**. Come tutti i romantici, infatti, egli credeva in
«un’arte strettamente legata all’ideale etico»; vedeva in essa, «se veramente
libera e genuina, non solo una sorgente di bellezza ma anche un potente mezzo
d’educazione per I'uomo e per la societa»33.

drini, un eccellente magistrato dei tempi di Ercole Il (Di Giuseppe Candrini modonese, in Notizie
biografiche in continuazione della Biblioteca Modenese del cav. abate G. Tiraboschi, Reggio Emi-
la, Torregiani, 1837, Vol. V, pp. 269-274). In seguito, tra il 1945 e il 46, egli pubblico la pregevole
memoria Modena al tempo de’ Bonacolsi. Scene storiche del secolo X1V, Modena, A. Cappelli,
1846 e divenne uno dei pit assidui e apprezzati collaboratori del periodico «I’Educatore storico»,
sul quale diede alle stampe diversi articoli di carattere letterario e soprattutto storico-artistico.

32 F. Manfredini, Pittura religiosa e storica nella prima Esposizione italiana, Modena, To-
schi, 1861; 1d., Delle arti del disegno e degli artisti nella provincia di Modena dall’'anno 1777 al
1862. Relazione di Francesco Manfredini fatta a richiesta del sottocomitato provinciale mode-
nese per la esposizione di Londra, Modena, Vincenzi, 1862.

33 Le Belle Arti a Modena. Osservazioni critiche di Adolfo Venturi, Modena, Toschi, 1878,
pp. 36-37. Ma si vedano anche i riferimenti contenuti in L. Rivi, Adolfo Venturi e il dibattito
sulle istituzioni e la ricerca artistica a Modena, in Gli anni modenesi di Adolfo Venturi. Atti del
Convegno (Modena, 25-26 maggio 1990), Modena, Francesco Cosimo Panini, 1994, pp. 65-78.

34 Al riguardo, Ferdinando Asioli, che sarebbe subentrato al Manfredini nel 1863 sulla catte-
dra modenese di Estetica e storia dell’arte, nella sua Relazione sulla R. Accademia di Belle Arti
in Modena fatta pubblica a richiesta della R. Commissione italiana per la Esposizione universale
di Vienna del 1873, (Modena, Tipografia Vincenzi, 1873), non mancava di sottolineare come «la
scuola di Storia e di Estetica applicata alle arti» tenuta dal suo predecessore, oltre a farsi carico
della «necessaria cultura intellettuale degli studenti di pittura e scultura» attraverso le ordinarie
lezioni «di storia civile, di mitologia, di costumi e di massime fondamentali di estetica», si distin-
guesse anche per la cura con la quale si assicurava che questi stessi studenti si esercitassero «in
bozzetti settimanali a matita su soggetti storici proposti ed illustrati dal Professore» (p. 13).

35 Cfr. Solenne distribuzione dei premi nella gran sala della Galleria Palatina il 28 febbraio
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La «coscienziosa fatica didattica» di Francesco Manfredini, com’¢ noto,
non sarebbe durata a lungo: dopo poco piu di un triennio, infatti, il 22 aprile
del 1863, la morte lo avrebbe colto improvvisamente, quando egli non aveva
ancora compiuto i 44 anni’®.

A subentrare al Manfredini nel ruolo di segretario e sulla cattedra di Este-
tica e storia dell’arte dell’Accademia di Belle Arti di Modena sarebbe stato
Ferdinando Asioli (Correggio, Modena, 1822 — ivi, 1905), tra i piu longevi
titolari della disciplina, che avrebbe professato per ben 37 anni, dal 1863 al
1901. Patriota, musicista e letterato, egli era figlio d’arte e discendente di una
famiglia di artisti: il padre, Giuseppe, era «un valentissimo incisore, distinto
cultore di musica e suonator di cembalo», la madre, Enrichetta Rosaspina, era
figlia di Francesco Rosaspina da Bologna, «celebrato Incisore e Disegnatore».
II fratello Luigi, che fin da giovanissimo aveva manifestato «singolare attitu-
dine e naturale inclinazione al Disegno», tra il 1828 e il 1837 aveva compiuto
gli studi nell’Accademia di Belle Arti di Modena e, dopo essersi perfezionato a
Bologna e a Firenze, era rientrato a Modena ed era stato nominato professore
di Disegno prima, dal 1848, e di Pittura in seguito, dal 1860, in quella stessa
Accademia che lo aveva visto alunno alcuni decenni prima?’.

Con i due fratelli Luigi e Raffaele, I’Asioli prese parte ai moti del 1848 e poi
alla seconda guerra d’Indipendenza (1859), militando tra le file dei garibaldini
e divenendo uno dei piu stretti collaboratori del Generale®. Nel frattempo,
portati a termine gli studi di Diritto e divenuto avvocato, egli poté dedicarsi
completamente alla sua grande passione per la musica, componendo numerosi
brani musicali di vario genere, tra i quali il dramma romantico Lea e 'opera
Maria de’ Ricci, i quali furono rappresentati il primo a Correggio e il secondo
alla Scala di Milano, riscuotendo un certo successo>’.

Dopo la cacciata del Duca Francesco V da Modena, per decisione del go-
verno provvisorio presieduto da Luigi Carlo Farini, suo estimatore ed amico,

1861. Elenco degli alunni premiati preceduto dalle parole dette loro dal Segretario dell’Accade-
mia Francesco Manfredini, Modena, Tipografia Vincenzi, 1861, pp. 2-4.

36 Morselli, Francesco Manfredini patriotta, scrittore, educatore (1819-1863), cit., pp. 58-
59.

37 Cfr. G.C. Marchi Castellini, Luigi Asioli: vita e lavori, in 1d., Antonio Allegri detto Il
Correggio, Vincenzo Vela, Luigi Asioli, Correggio, Fratelli Palazzi Tipografi Editori, 1880, pp.
205-215; € A. Petrucci, Asioli, Giuseppe, in Dizionario Biografico degli Italiani, cit., 1962, Vol.
4, pp. 399-401.

38 A. Barbieri, A regola d’arte. Pittori, scultori, architetti, fotografi, scenografi, ceramisti,
galleristi, critici e storici d’arte nel Modenese dell’Ottocento e del Novecento, Modena, Muc-
chi, 2008, pp. 14-15.

39 Si vedano al riguardo: Lea, melodramma in tre atti di Giovanni Battista Fantuzzi da
Correggio, messo in musica da Ferdinando Asioli, da rappresentarsi nel teatro Comunale di
Correggio I'aprile dell’anno 1856, Reggio, D’Avolio, 1856; e Maria de’ Ricci, melodramma in
tre atti, da rappresentarsi all’'I.R. Teatro alla Scala nella stagione di carnevale 1858-59, di
Giovanni Battista Fantuzzi, musicato dal maestro Ferdinando Asioli, Milano, Paolo Ripamonti
Carpano, 1859.
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fu eletto deputato all’Assemblea Costituente di Modena e, nel giugno del 1859,
ebbe la nomina di podesta di Correggio, carica quest’ultima che egli avrebbe
conservato anche all’indomani del compimento del processo unitario, essendo
divenuto il primo sindaco democraticamente eletto del comune reggiano*.

Nel 1862, concluso il suo mandato di primo cittadino a Correggio, si trasferi
a Torino, in quella che allora era la capitale del regno, dove esercito saltuaria-
mente "ufficio di insegnante di musica per i rampolli delle famiglie aristocratiche
locali e dove, in particolare, fu accolto «nei piu nobili convegni, e nei piu eletti
salotti» e poté stringere «rapporti cordiali e amicizie autorevoli» con membri del
parlamento e del governo ed esponenti della cultura locale e nazionale*!.

Fu probabilmente per la notorieta e i solidi legami che la sua famiglia in-
tratteneva con gli ambienti culturali e artistici modenesi, oltre che per la stima
personale e il sostegno politico acquisito nel corso del suo soggiorno torinese,
che I’Asioli, rientrato nel 1863 a Modena, ottenne l'ufficio di segretario e fu
nominato professore di Estetica e storia dell’arte nella locale Accademia di
Belle Arti, della quale, un trentennio piu tardi, nel 1893, a seguito della morte
di Adeodato Malatesta (1891), assunse anche la presidenza e la direzione della
Galleria Estense*?. Nel 1896, infine, fu chiamato dal ministro della Pubblica
Istruzione Guido Baccelli a far parte della commissione ministeriale per il ri-
ordinamento degli Istituti di Belle Arti della penisola*.

Autore, in qualita di segretario dell’Accademia di Belle Arti di Modena, di
discorsi celebrativi, relazioni e altri scritti d’arte di natura essenzialmente oc-
casionale**, invano si cercherebbe traccia, tra le pubblicazioni edite dall’Asioli,
di veri e propri studi di carattere storico-artistico o, su un diverso piano, di

40 Cfr. G. Canevazzi, Un deputato all’Assemblea Costituente Modenese del 1859 (Ferdi-
nando Asioli), Modena, G. Ferraguti, 1912.

41 Barbieri, A regola d’arte. Pittori, scultori, architetti, fotografi, scenografi, ceramisti, gal-
leristi, critici e storici d’arte nel Modenese dell’Ottocento e del Novecento, cit., p. 14.

42 Cfr. L’Accademia modenese di Belle Arti, «Atti e Memorie della Deputazione di Storia
Patria per le Antiche Provincie Modenesi», serie X1, vol. VIII, 1986, pp. 313-337.

43 Sui lavori di tale commissione ministeriale si veda la documentazione conservata in Archi-
vio Centrale dello Stato [in seguito: ACS], Ministero della Pubblica Istruzione [in seguito: MPI],
Direzione Generale Antichita e Belle Arti, Istituti di Belle Arti 1860-1896, b. 19.

44 Cfr. F. Asioli, Relazione sul R. Museo Estense di antichita artistiche in Modena fatta a ri-
chiesta della R. commissione italiana per I'esposizione universale di Vienna del 1873, Modena,
Tip. Vincenzi, 1872; Id., Relazione sulla R. Accademia di belle arti in Modena fatta a richiesta
della R. Commissione italiana per la esposizione universale di Vienna del 1873, Modena, Tip.
Vincenzi, 1873; Discorso sulla vita e sulle opere di Luigi Poletti, letto dal segretario Ferdinando
Asioli, Modena, Tip. Vincenzi, 1875; Sull’esposizione d’arte antica apertasi nella R. Accademia
modenese di belle arti il 20 ottobre 1872 pel secondo centenario di Ludovico Antonio Mura-
tori, discorso letto dal segretario Ferdinando Asioli, Modena, Tip. Vincenzi, 1875; F. Asioli,
Per l'inaugurazione del monumento a Ciro Menotti, Modena, Tip. Vincenzi, 1880; Discorso
pronunziato dal professore di lettere e di storia, Ferdinando Asioli, il giorno 2 gennaio 1884,
in occasione della privata premiazione agli alunni di questo R. Istituto di belle arti, che pin si
distinsero negli anni scolastici 1881-82 e 1882-83, Modena, Tip. Vincenzi, 1880; e F. Asioli,
Adeodato Malatesta: notizie biografiche e artistiche, Modena, Toschi, 1905.
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compendi e dispense ad uso didattico. Non a caso, nelle sue Memorie autobio-
grafiche Adolfo Venturi, che aveva conosciuto e frequentato personalmente, a
Modena, sia lui sia il fratello Luigi, sottolineava non senza una punta d’ironia
com’egli, «musico valente», nella veste di «professore d’estetica all’Accademia»
si fosse messo in luce pressoché esclusivamente per le sue qualita di «oratore
forbito nelle annuali premiazioni degli alunni»*.

Di ben altro tenore sarebbe stato I'insegnamento storico-artistico tenuto
nell’Accademia di Belle Arti di Brera a Milano dal pittore, archeologo e storico
dell’arte Antonio Caimi (Sondrio, 1811 — Milano, 1878)*. Formatosi origi-
nariamente nell’Accademia Carrara di Bergamo sotto la guida di Giuseppe
Diotti*’, Caimi si era trasferito in seguito al’Accademia di Brera a Milano e
qui aveva studiato con Luigi Sabatelli*®, mettendosi in luce non solamente per
le sue qualita artistiche*’, ma anche, e soprattutto, per i suoi interessi archeo-
logici e storico-artistici e per la sua passione per gli studi eruditi®.

Allindomani della cacciata degli austriaci e dell’annessione di Milano e
della Lombardia al regno di Sardegna, il nuovo Statuto dell’Accademia di Bre-
ra, predisposto da una commissione della quale facevano parte, tra gli altri,
Roberto e Massimo D’Azeglio, Francesco Hayez e Giulio Carcano, e varato
con il D. Luog. 3 novembre 1860°!, aveva istituito una nuova cattedra o «scuo-
la» di Storia dell’arte, in luogo di quella di Estetica creata un secolo e mezzo

prima, intorno al 1703%2, da Giuseppe Bossi, che ne era stato anche il primo

titolare’3.

45 A. Venturi, Memorie autobiografiche, Milano, Hoepli, 1927, p. 31. Ma si vedano anche i
riferimenti contenuti in L. Rivi, Adolfo Venturi e il dibattito sulle istituzioni e la ricerca artistica
a Modena, in Gli anni modenesi di Adolfo Venturi. Atti del Convegno (Modena, 25-26 maggio
1990), Modena, Francesco Cosimo Panini, 1994, pp. 65-78.

46 S, Papaldo, Caimi, Antonio, in Dizionario Biografico degli Italiani, cit., 1973, Vol. 16,
pp. 345-346.

47 Cfr. R. Mangili, Giuseppe Diotti. Nell’Accademia tra Neoclassicismo e Romanticismo
storico, Milano, Mazzotta, 1991, pp. 79-82.

48 Siveda P. Bargellini, Luigi Sabatelli generoso maestro di vita e d’arte, in Id., Caffe Miche-
langiolo, Firenze, Vallecchi, 1944, pp. 57-93.

49 Cfr. V. Della Ferrera (ed.), Antonio Caimi (1811-1878). L'arte del ritratto, Bergamo, Bo-
lis, 1996.

50 Qualche rapido cenno al riguardo & contenuto in F. Valli, Una volta Alessandro nella bot-
tega di Apelle... Estetica e storia dell’arte a Brera nell’Ottocento, «Ricerche di Storia dell’Arte»,
n. 128, 2019, pp. 8-12.

5t D. Luog. 3 novembre 1860, n. 4412 — che approva gli Statuti e il Regolamento discipli-
nare della R. Accademia di Belle Arti in Milano, in Statuti e regolamento disciplinare della R.
accademia di Belle arti in Milano approvati con R. Decreto 3 novembre 1860, Milano, Pirola,
1860, titolo XV, p. 18.

52 R. Accademia di Belle Arti, in Gli Istituti scientifici, letterati ed artistici di Milano. Me-
morie pubblicate per cura della Societa Storica Lombarda in occasione del secondo Congresso
Storico italiano, Milano, Tipografia Pirola, 1880, p. 374.

53 S. Samek Ludovici, Bossi, Giuseppe, in Dizionario Biografico degli Italiani, cit., 1971,
Vol. 13, pp. 314-319.
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Gli stessi membri della commissione avevano proposto lo studioso origina-
rio della Valtellina per la copertura dell’ufficio di segretario dell’Accademia e
di titolare della neoistituita cattedra di Storia dell’arte. Caimi non deluse cer-
tamente le aspettative. Egli, infatti, esercito il suo magistero storico-artistico
per oltre un quindicennio, dal 1860 al 1877, dando alle stampe numerosi e
importanti studi di carattere archeologico, epigrafico e storico-artistico, frutto
di ricerche erudite incentrate in particolare sulla realta lombarda, i quali, oltre
a trovare accoglienza in talune solide monografie e sulle colonne dell’austero
«Archivio Storico Lombardo», il bollettino ufficiale della Societa storica lom-
barda**, costituirono sovente Poggetto dei corsi rivolti agli allievi dell’Accade-
mia di Belle Arti di Brera®>.

Non a caso, con riferimento proprio a questa prima fase postunitaria e al
magistero di Antonio Caimi nell’Accademia di Belle Arti di Brera, € stato giu-
stamente sottolineato come, finalmente «affrancata dal binomio Letteratura/
Estetica», la Storia dell’arte abbia potuto intraprendere «la difficile conquista
della sua identita istituzionale»’°.

Al principio del 1860, per espressa volonta del governo dittatoriale presie-
duto da Luigi Carlo Farini, sulla cattedra di Estetica e storia dell’arte dell’Ac-
cademia di Belle Arti di Parma era chiamato il letterato e critico d’arte Pietro
Martini (Parma, 1818 —ivi, 1877), il quale avrebbe tenuto tale insegnamento,
e contestualmente I'ufficio di segretario dell’Accademia, per oltre un quindi-
cennio, fino al 1876. Gia impiegato come funzionario negli archivi del governo
ducale e poi, in qualita di segretario, nella R. Biblioteca di Parma, e nominato
nel 1852 direttore della Tipografia reale di Parma, all’indomani dell’unifica-
zione nazionale il Martini fu chiamato a far parte della R. deputazione di
Storia Patria per le Provincie Parmensi.

In concomitanza con i suoi nuovi incarichi nell’Accademia di Belle Arti,
egli si dedico con particolare impegno agli studi storico-artistici, pur senza

trascurare le sue antiche passioni per la letteratura, il teatro e la poesia®’.

54 A puro titolo esemplificativo, si segnalano al riguardo: A. Caimi, Delle arti del disegno
e degli artisti nelle provincie di Lombardia dal 1777 al 1862, Milano, Pirola, 1862; Id., Cenno
storico sul Museo patrio di archeologia in Milano, Milano, coi tipi di Alessandro Lombardi,
1869 (18732); Id., L’Accademia di belle arti in Milano, sua origine, suo incremento e suo stato
attuale, Milano, coi tipi di A. Lombardi, 1873; Id., La Pinacoteca della R. Accademia di Belle
Arti di Milano, Milano, coi tipi di Alessandro Lombardi, 1873. Per quel che riguarda i contributi
dati alle stampe sull’«Archivio Storico Lombardo», si vedano, in particolare, le annate 1874-
1876.

55 R. Sertoli Salis, Antonio Caimi pittore valtellinese e lombardo (1811-1878), Sondrio,
Banca Piccolo Credito Valtellinese, 1982, pp. 56-59.

56 Valli, Una volta Alessandro nella bottega di Apelle... Estetica e storia dell’arte a Brera
nell’Ottocento, cit., pp. 8-9.

57 Si vedano, fra gli altri: Le cronache modenesi di Tomasino Lancilotto, a cura di Pietro
Martini, Modena, s.i.e., 1860; Angelo Pezzana. Memoria intitolata all’Accademia Parmense
di Belle Arti dal segretario Pietro Martini, Parma, Tipografia Ferrari, 1862; Commedie e farse
inedite del cav. prof. Pietro Martini, Modena, Tipografia dell’Immacolata Concezione, 1870; In
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Al riguardo, meritano di essere segnalati, accanto a numerosi scritti minori e
d’occasione’®, diversi suoi lavori di un certo pregio, come nel caso delle due
documentate memorie dedicate rispettivamente a La scuola parmense delle
arti belle e gli artisti delle provincie di Parma e di Piacenza, dal 1777 all’oggi
(1862), poi riedita con il titolo La R. Academia Parmense di Belle Arti (18732),
e a La pubblica pinacoteca di Parma (1872)%; della Guida di Parma per
uso del forestiero (1871)%° e, in particolare, della pregevole raccolta di Studi
intorno al Correggio (18635) e dell’originale e documentato lavoro su Larte
dell’incisione in Parma (1873)°L.

Per quel che concerne I'insegnamento vero e proprio dell’Estetica e storia
dell’arte tenuto dal Martini nell’Accademia di Belle Arti di Parma, al fine di
lumeggiarne 'impostazione, i contenuti e le caratteristiche di fondo & opportu-
no far riferimento, innanzi tutto, ai Discorsi di Pietro Martini agli studenti di
Belle Arti dell’Accademia Parmense, sorta di originale manuale, edito per la
prima volta nel 1868, nel quale sono raccolti i testi, in precedenza circolati in
forma manoscritta, delle lezioni tenute dal docente nell’ambito del suo corso;
in secondo luogo, vale la pena di richiamare le illuminanti pagine dedicate a
tale insegnamento nella gia ricordata memoria su La R. Academia Parmense
di Belle Arti (1873).

Animato dall’intento prioritario di «coltivare e porgere alimento alle buone
arti»®? e desideroso, al contempo, di evitare risolutamente le «oziosita arcadi-
che, le quali troppo a lungo tennero le Academie e gli Academici nel vuoto»©3,

morte di Alessandro Manzoni, di Pietro Martini, Parma, Tipografia Ferrari, 1873; Prefazione
alle poesie del conte lacopo Sanvitale, di Pietro Martini, Prato, Tipografia Giachetti, 1875; e
la raccolta postuma: Poesie di Pietro Martini, pubblicate per cura del figlio Felice, Parma, L.
Battei, 1882.

38 Ci limitiamo qui a segnalare: Del pittore Domenico Teotcopulo e di un suo dipinto, di
Pietro Martini, Torino, Botta, 1862; Monumento a Gian Domenico Romagnosi in Piacenza
scolpito da Cristoforo Marzaroli, di Pietro Martini, Parma, Tip. Cavour, 1867; I disegni di
Francesco Scaramuzza illustrativi della Divina Commedia. Memoria di Pietro Martini, Parma,
Tipografia della Gazzetta di Parma, 1872.

59 La scuola parmense delle arti belle e gli artisti delle provincie di Parma e di Piacenza,
dal 1777 all’oggi. Memoria dettata dal segretario della R. Accademia di Parma Pietro Martini
nella occasione della esposizione universale di Londra, maggio 1862 (poi riedita con il seguente
titolo: La R. Academia Parmense di Belle Arti. Memoria di Pietro Martini segretario di quell’A-
cademia, Parma, G. Ferrari, 1873); e La pubblica pinacoteca di Parma. Memoria di Pietro
Martini segretario dell’Accademia di Belle Arti, Parma, G. Ferrari, 1872.

60 Guida di Parma per uso del forestiero, compilata da Pietro Martini, Parma, P. Grazioli,
1871.

61 Studi intorno al Correggio di Pietro Martini, Parma, Tipografia Carmignani, 1865 (2*
ediz.: Parma, Tipografia Grazioli, 1871); e L'arte dell’incisione in Parma. Memoria di Pietro
Martini, Parma, G. Ferrari, 1873.

62 P. Martini, La R. Academia Parmense di Belle Arti. Memoria, Parma, Tipografia G.
Ferrari, 1873, p. 3.

63 Discorsi di Pietro Martini agli Studenti di Belle Arti dell’Academia Parmense, Parma, coi
tipi di Pietro Grazioli, 1868, pp. 19-20.
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Pietro Martini inaugurava le sue lezioni sottolineando la vera e propria cen-
tralita, nella formazione del futuro artista, della «sana erudizione letteraria»
e degli studi di «estetica» e di «storia», gli uni e gli altri da lui giudicati indi-
spensabili per la maturazione dell’artista:

Ora - sottolineava Martini —, stringendomi alle cose delle quali ¢ indispensabile infor-
miate la mente, diro: ognuno di voi cerchi possedere istruzione letteraria (se gli manchi,
o sia tenue) quanta bisogna, [...] né lasci di erudirsi nella mitologia greca. [...] lo studiero
pertanto d’eleggere temi di ragione estetica, i quali mi paiano meno disproporzionati alle
mie forze, pit convenienti alle vostre. Sard quella parte di filosofia, teorica e pratica ad un
tempo, che, a mio giudizio, meglio si addice alla educazione artistica. Non vi affatichero
con soverchie astrazioni, cerchero di farvi profittevolmente meditare, di assistervi, quanto
mi sia dato, ad arricchire il patrimonio delle vostre idee®?.

E subito dopo aggiungeva:

Lo studio della storia, considerato filosoficamente, & per tutti di utilita suprema. E mestie-
ri pertanto seguirla nel gran cammino che Pumanita va percorrendo dal principio de’
secoli, nel sorgere o nel disperdersi, nell’aumentarsi o nel diminuire, nel disgiungersi o nel
mescolarsi delle stirpi; nelle varie vicende delle nazioni e dei popoli; nelle impronte dell’e-
poche diverse. [...] Dagli studi storici scaturisce una fonte di erudizione a cui gli artisti
devono attingere; alludo a quella che sguarda le foggie di vestimento, I’arme, gli utensili, le
suppellettili domestiche, la forma e il gusto degli edifizi; le quali nozioni essendo, nel piu,
di fatto, non importano difficili ragionamenti, non ispeculazioni metafisiche, e si confan-
no a qualunque eta, a qualunque misura d’intelletto non scemo, a qualunque maniera di
erudizione®™.

Come si evince dai Discorsi, il corso di Estetica e storia dell’arte di Martini
si articolava in due distinti cicli di lezioni. il primo s’incentrava sull’approfon-
dimento di talune categorie o concetti fondamentali dell’arte ed era condotto
dal docente attraverso una cospicua serie di riferimenti ad artisti e ad opere
d’arte dei vari secoli e a reminiscenze filosofiche e letterarie. Tra i concetti
approfonditi figuravano quelli di «Bellezza» («I’idea del bello»), «Grazia», «Va-
rieta», «Semplicita», «Armonia», «Nobilta» e «Sublimita».

Nel prosieguo delle lezioni del primo ciclo, il docente si soffermava ad illu-
strare una serie di argomenti ritenuti di una qualche importanza e utilita per
gli allievi, anche in questo caso facendo riferimento principalmente ad esempi
e riferimenti tratti dalla storia dell’arte antica e moderna e dalla biografia e
alle opere di pittori, scultori e architetti delle varie epoche storiche. I temi
approfonditi, come rivelano i Discorsi del Martini, erano i seguenti: «Facilita
e Fatica», «’Idea e la Forma», «Poeta ed Artista», «Arte e Scienza», «I’Eccel-
lenza e la Mediocrita nell’Arte», «Come siano da disporre i giovani al senti-
mento dell’Eccellenza», «Importanza morale dell’Arte, Arte e Moda», «[’Arte

64 Ibid., pp. 13-14.
65 Ibid., pp. 9-10.
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Classica e quella detta di Genere considerate negli argomenti contemporanei»,
«La scelta de’ subietti considerata nell’invenzione», «Le Esposizioni d’indu-
stria e PArti belle», «Le Arti liberali e le Arti meccaniche»®®.

I secondo ciclo di lezioni era incentrato sull’approfondimento delle «origini
e dei diversi periodi storici della Academia» e sull’«<importanza ch’essa ebbe
nel generale dell’Arte italiana»®’. Si trattava, in sostanza, di far conoscere
ai giovani allievi le «glorie del’Academia», ossia i principali artisti (pittori,
scultori, architetti, incisori ecc.) che avevano operato a Parma fin dal XVIII
secolo, delineando con rapidi ma efficaci riferimenti alle loro opere principali
i meriti e la perizia artistica di ciascuno e intervallando la narrazione con no-
tizie sull’attivita della «Scuola parmense di arti belle», sulla situazione politica
del Ducato e sulle principali vicissitudini cittadine®®. 1l tutto condotto con
Iausilio di fonti e testimonianze di prima mano, ossia «degli inestimabili tesori
d’Arte» conservati nella «nostra Pinacoteca» e nei musei, chiese e monumenti
della «citta nostra» («la patria collezione artistica»), per mezzo dei quali, come
raccomandava il docente di Estetica e storia dell’arte ai frequentatori delle sue
lezioni, «avete agio di fare studi importantissimi»®’.

Nel complesso, un insegnamento dai tratti fortemente originali, quello im-
partito a Parma da Pietro Martini, la cui impostazione didattica presentava
non pochi pregi e rifletteva il tentativo di rinnovare non solamente i contenuti
impartiti e le problematiche di carattere estetico e storico-artistico da appro-
fondire, ma anche I’approccio e il metodo di lavoro, come testimoniano lo
studio della tradizione artistica cittadina in rapporto a quella nazionale e,
soprattutto, 'utilizzo del patrimonio artistico locale quale strumento per il
recupero della memoria e per la formazione dei giovani artisti.

Nel corso del primo decennio postunitario, sulla cattedra di Estetica
dell’Accademia delle Belle Arti di Firenze si sarebbero avvicendati due studiosi
di diversa provenienza e formazione: lo storico della letteratura e del teatro e
critico d’arte siciliano Paolo Emiliani-Giudici (Mussomeli, Caltanissetta, 1812
— Tonbridge 1872), che sarebbe stato nominato nel novembre del 1859 e avreb-
be tenuto I'insegnamento per poco piu di un triennio, fino al 1863; e il celebre
poeta, letterato e uomo politico Aleardo Aleardi (Verona, 1812 — ivi, 1878), il
quale sarebbe subentrato a Emiliani-Giudici in quello stesso anno e avrebbe
conservato tale ufficio per circa un decennio, fino al 1874.

Entrato giovanissimo tra i Padri Domenicani del convento di S. Zita a Paler-
mo, Emiliani-Giudici vi concluse brillantemente gli studi e, a partire dall’anno
scolastico 1838-39, fu chiamato a tenere I'insegnamento della Filosofia nello
stesso convento. Matura in questo stesso periodo la sua vera e propria pas-

66 Ibid., pp. 23-190.

67 Martini, La R. Academia Parmense di Belle Arti. Memoria, cit., pp. 28-29.
68 Ibid., pp. 3-37.

6 Ibid., p. 9.
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sione per la pittura e Pincisione, che egli coltivera sotto la guida dei maestri
Vincenzo Riolo e Salvatore Lo Forte”.

Dismesso di i a poco l'abito religioso, Emiliani-Giudici lascio definitiva-
mente Palermo per trasferirsi a Firenze, dove nel 1844 diede alle stampe una
Storia delle belle lettere in Italia, ristampata un decennio piu tardi, nel 1855,
con il titolo Storia della letteratura italiana’. Lopera, frutto di lunghi anni di
studio e di meditazione sulle vicende letterarie della penisola negli ultimi seco-
li, gli avrebbe conferito una certa notorieta negli ambienti culturali fiorentini.
Si potrebbe aggiungere che, ad accrescere anche in ambito politico la stima e
I’apprezzamento per il letterato siciliano, contribui senza dubbio la sua con-
vinta adesione ai moti insurrezionali che, nel gennaio del 1849, portarono alla
caduta del governo e alla fuga da Firenze del Granduca Leopoldo 1172,

Nel febbraio di quello stesso anno, per volonta del governo provvisorio del-
la Toscana, Emiliani-Giudici fu chiamato a ricoprire la cattedra di Eloquenza
italiana presso I"Universita di Pisa, che dovette tuttavia abbandonare pochi
mesi piu tardi, nel maggio, a seguito della restaurazione del governo grandu-
cale in Toscana’3. Negli anni seguenti egli si dedico prevalentemente ai suoi
amati studi storici e letterari, dando alle stampe, fra I’altro, una Storia politica
dei municipj italiani (Firenze 1851-1855, 2 voll.), piu volte riedita, e una mo-
numentale Storia del teatro in Italia (Torino 1860)74.

Alla vigilia dell’annessione della Toscana al regno di Sardegna, con un de-
creto emanato il 2 novembre 1859 dal governo provvisorio istituito dopo il de-
finitivo abbandono del Granducato da parte di Leopoldo II, Emiliani-Giudici
fu chiamato, come si ¢ gia ricordato, a ricoprire la neoistituita cattedra di
Estetica presso ’Accademia di Belle Arti di Firenze”, della quale fu anche
nominato segretario’®.

Linsegnamento di Estetica, come stabiliva il decreto istitutivo di nuove

70 Cfr. E. Scolarici, Paolo Emiliani-Giudici: la vita e le opere. Con un’appendice di cento-
sessanta lettere inedite e brevi note, Palermo, Trimarchi, 1917, pp. 12-37.

71 P, Emiliani Giudici, Storia delle belle lettere in Italia, Firenze, Societa Editrice Fiorentina,
1844; 1d., Storia della letteratura italiana, Firenze, Le Monnier, 1855. Di quest’ultima versione
si contano diverse riedizioni nella fase postunitaria.

72 Siveda al riguardo E. Scolarici, Paolo Emiliani- Giudici: la vita e le opere, cit., pp. 78-111.

73 Cfr. G. Santangelo, Paolo Emiliani Giudici (1812-1872): nel centenario della nascita,
«Nuovi Quaderni del Meridione», vol. IX, n. 41, 1973, pp. 38-49.

74 P. Emiliani Giudici, Storia politica dei municipj italiani, 2 voll., Firenze, Poligrafia Ita-
liana, 1851-1855; e Id., Storia del teatro in Italia, Torino-Milano, Casa editrice italiana di M.
Guigoni, 1860.

7S Decreto 1° novembre 1859, n. 404 — Nomina a professori nell’Accademia di Belle Arti
di Ferdinando Ranaldi, gia dispensato dal servizio per titolo politico, Paolo Emiliani Giudici
e Olivo Gabardi, in Atti e documenti editi e inediti del Governo della Toscana dal 27 aprile in
poi. Parte Seconda, Firenze, Stamperia sopra le Logge del Grano, 1860, p. 332.

76 Sul peculiare ruolo esercitato dal segretario nel’Accademia fiorentina del periodo postu-
nitario si vedano i riferimenti contenuti in F. Petrucci, Cronaca di una crisi: I’Accademia negli
anni dell’'unita d’Italia, in C. Frulli, F. Petrucci (edd.), L’Accademia delle Belle Arti di Firenze
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cattedre nell’Accademia varato il giorno prima (1° novembre 1859), era aper-
to alla frequenza anche di cultori delle arti esterni all’Accademia e avrebbe
dovuto caratterizzarsi come uno strumento finalizzato «a erudire la mente ed
a svegliare il genio» degli alunni, ovvero a farne degli «egregi artisti»’’. Nel
regolamento interno dell’istituzione fiorentina introdotto in quello stesso pe-
riodo, erano altresi sinteticamente delineate la natura e le caratteristiche della
nuova disciplina: «Il professore di Estetica — si affermava al riguardo — da un
corso di Storia dell’Arte e desume principj di estetica dallo esame delle opere
dei grandi artisti»’%.

All’origine della decisione di attribuire a Emiliani-Giudici la cattedra di
Estetica e di chiamarlo a ricoprire il delicato e impegnativo ufficio di segre-
tario si poneva indubbiamente il grande lavoro da lui svolto fin dalla meta
del 1859 in qualita di segretario della commissione incaricata dal governo
provvisorio di riordinare ’Accademia di Belle Arti in vista del’imminente an-
nessione della Toscana al regno d’Italia”. Tale commissione, presieduta da
Gino Capponi, e della quale facevano parte anche Niccola Antinori, Emilio
De Fabbris, Emilio Santerelli e Luigi Mussini, procedette, com’¢ noto, ad una
vera e propria riforma dell’istituto, nell’ambito della quale allo studioso sici-
liano tocco il delicato e impegnativo compito di porre mano al riordinamento
dell’organizzazione didattica e del piano di studi®.

I recenti studi condotti da Cristina Frulli nell’archivio dell’Accademia fio-
rentina consentono di lumeggiare taluni fondamentali aspetti del magistero
esercitato da Emiliani-Giudici nell’Accademia fiorentina, anche se, come sot-
tolinea la studiosa, «la ricostruzione del suo insegnamento ¢ al momento ipo-
tetica, non restando documenti e scritti»®!. Egli, comunque, sulla scia di altri

negli anni di Firenze capitale 1865-1870. Atti del convegno (Firenze 2015), Firenze, Edizioni
dell’Assemblea, 2017, pp. 42-54.

77 Decreto 2 novembre 1859, n. 410 — Nuowve cattedre nell’Accademia di Belle arti, in Atti
e documenti editi e inediti del Governo della Toscana dal 27 aprile in poi. Parte Seconda, cit.,
pp. 377-378.

78 Si tratta del nuovo regolamento introdotto con il Decreto 6 gennaio 1860, n. 535 — Riordi-
namento dell’Accademia di Belle Arti di Firenze, in Atti e documenti editi e inediti del Governo
della Toscana dal 27 aprile in poi. Parte Seconda, cit., p. 618. Se ne veda il testo in Archivio
Storico dell’Accademia di Belle Arti di Firenze, fasc. 49 B, anno 1860, ins. 91, art. 43.

79 Decreto 7 giugno 1859, n. 153 - Istituzione di una Commissione per lo studio e la pro-
posta di un riordinamento dell’Accademia di Belle Arti di Firenze, in Atti e documenti editi e
inediti del Governo della Toscana dal 27 aprile in poi. Parte Seconda, cit., pp. 81-82.

80 Si veda al riguardo la lettera del presidente dell’Accademia di Belle Arti di Firenze Fer-
dinando Strozzi al ministro della Pubblica Istruzione Francesco De Sanctis, Firenze 21 ottobre
1861, in Archivio Storico dell’Accademia di Belle Arti di Firenze, fasc. 50 B, anno 1861, ins. 93.

81 Sivedano, in particolare, i due documentati contributi: C. Frulli, Notizie su Paolo Emilia-
ni Giudici, Camillo Jacopo Cavallucci e gli insegnamenti teorici nell’Accademia di Belle Arti di
Firenze 1860-1890, in C. Frulli, F. Petrucci (edd.), L’Accademia delle Belle Arti di Firenze negli
anni di Firenze capitale 1865-1870. Atti del convegno (Firenze 2015), cit., pp. 80-142; e Ead.,
Gli insegnamenti storico-artistici di Paolo Emiliani Giudici e di Camillo Jacopo Cavallucci
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grandi studiosi e maestri della disciplina come Pietro Estense Selvatico, dovet-
te dare un’impostazione pit moderna e accattivante alle sue lezioni, abbando-
nando del tutto la matrice speculativa e metafisica tradizionale e privilegiando,
al contrario, un approccio storico-artistico nutrito di confronti e riferimenti
letterari e caratterizzato da una concezione dell’opera d’arte come espressione
della cultura e della civilta di un popolo. Un approccio quest’ultimo, come ha
giustamente rilevato Frulli, caratteristico delle sue opere letterarie e che ritro-
viamo, ad esempio, nella gia ricordata Storia delle belle lettere in Italia del
1844, nella quale I'autore dedica un notevole spazio alla storia delle belle arti
nella penisola a partire dal Trecento e si sofferma «sulla pittura, da Cimabue
Raffaello a Pietro da Cortona; paragona Tiziano all’Ariosto e, di contro alla
fama di colorista, coglie il disegno severo delle sue opere»32.

Le lettere inviate in questo periodo da Emiliani-Giudici a familiari e colle-
ghi confermano una volta di piu Pefficacia e I'eccellente accoglienza suscitata
dal suo magistero nell’Accademia fiorentina. Cosi, mentre da un lato, nel giu-
gno del 1860, manifestava al fratello Giuseppe la propria soddisfazione per
un insegnamento che riteneva «assai utile» e che non lo impegnava in modo
eccessivo, essendo egli tenuto ad onorare 'impegno «di fare una sola lezione la
settimana», il sabato mattina; dall’altro confessava all’amico Gregorio Ugdu-
lena, professore di Letteratura greca nello Studio fiorentino, di essere «conten-
tissimo nella Biblioteca» e di essersi «rimesso a studiare» per corrispondere in
modo adeguato alle molteplici attese e alle elevate aspettative suscitate dal suo
insegnamento tra gli studenti dell’Accademia: «Mi pare anzi di avere operato
un miracolo introducendo i giovani artisti, nonostante il divieto degl’igno-
rantissimi vecchi, alle lezioni di Estetica, cattedra sui generis. Parmi di aver
trovato il modo di far intendere loro le cose piu astruse, e pero mi ascoltan con
un concentramento di spirito e una compiacenza, che ¢ il maggior compenso
ch’io possa aspettarmi»®3,

DL’insegnamento di Estetica al’Accademia delle Belle Arti di Firenze da par-
te di Paolo Emiliani-Giudici, come si € gia ricordato, era destinato a durare
poco piu di un triennio. Nel 1862, infatti, lo studioso sposava la gentildonna
inglese Ann Alsanger e decideva di lasciare I’Italia e di stabilirsi in Inghilterra,
a Silver Hill, pur mantenendo il suo domicilio legale a Firenze e continuando
ad occuparsi delle vicende della penisola. Negli anni seguenti, anzi, e precisa-
mente nel 18635, si presento candidato alle elezioni politiche per la Camera dei
deputati nel collegio di Serradifalco, in Sicilia, ma non venne eletto. Candida-

all’Accademia di Belle Arti di Firenze, «Ricerche di Storia dell’arte», n. 128, 2019, pp. 30-38 (la
cit. riportata nel testo ¢ a p. 31).

82 Frulli, Gli insegnamenti storico-artistici di Paolo Emiliani Giudici e di Camillo Jacopo
Cavallucci all’Accademia di Belle Arti di Firenze, cit., p. 32.

83 Entrambe le lettere sono riprodotte in appendice a Scolarici, Paolo Emiliani-Giudici: la
vita e le opere, cit., rispettivamente alle pp. XLIV (n. 1) e CXLIII (n. 45).
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tosi nuovamente nel marzo del 1867, riusci finalmente ad ottenere la vittoria
e ad entrare in Parlamento, dove sedette sui banchi della Sinistra. Mori in
Inghilterra nel 187284,

A succedere nel dicembre del 1863 ad Emiliani-Giudici sulla cattedra di
Estetica dell’Accademia fiorentina fu, come si ¢ gia ricordato, il patriota e
poeta veronese Aleardo Aleardi (Verona, 1812 — ivi, 1878), il quale, dopo aver
conseguito la laurea in Giurisprudenza a Padova, rientrato a Verona si era
dedicato essenzialmente agli studi letterari e alla poesia. Tra i piu attivi soste-
nitori della causa di Daniele Manin e dell’insurrezione di Venezia, nel 1848 era
stato nominato incaricato d’affari del governo provvisorio veneto a Parigi. Nel
1852 era stato arrestato dagli austriaci e imprigionato a Mantova. Arrestato
nuovamente nel 1859 e internato in Boemia, era rientrato in Italia alla fine
della seconda guerra d’indipendenza e, alla vigilia dell’unificazione nazionale,
si era stabilito a Brescia®’.

Eletto deputato nel 1862, dopo aver rifiutato, in quello stesso anno, l'offerta
da parte del ministro Carlo Matteucci della cattedra di Letteratura italiana
all’Accademia di Brera per «uno strano timore a parlare in pubblico e uno
stanco sentimento di scoratezza, di sfiducia», Aleardi accolse, ’'anno successi-
vo, la proposta del nuovo titolare della Pubblica Istruzione Michele Amari di
trasferirsi a Firenze per assumere I'incarico di professore di Estetica nell’Acca-
demia di Belle Arti del capoluogo toscano®®.

Due anni piu tardi, nel 1865, egli sarebbe stato nominato membro ordinario
del Consiglio Superiore della Pubblica Istruzione, ufficio questo che lo avrebbe
visto attivamente impegnato per circa un decennio, e infine, nel novembre del
1873, gli sarebbe giunta la nomina a senatore del regno per «i suoi meriti emi-
nenti» e per i « servizi resi alla patria», la quale avrebbe sugellato 'impegno di
un’intera esistenza divisa tra la tensione intellettuale e creativa in ambito lettera-
rio e artistico e la passione del patriota e del fedele servitore dello Stato®”.

A differenza di diversi altri professori di Estetica e storia dell’arte della pri-
ma generazione postunitaria, sull’insegnamento dei quali disponiamo sovente
di scarse notizie e di una carente documentazione, delle lezioni di Estetica
impartite nel capoluogo toscano dall’Aleardi per circa un decennio — preparate
«con cura e non senza fatica», come ricorda uno dei suoi biografi®® — possedia-

84 Cfr. Paolo Emiliani giudici «un’anima lealmente italiana» nel secondo centenario della
nascita. Atti del convegno (Mussomeli 2012), «Archivio Nisseno. Rassegna di storia, lettere,
arte e societa», vol. VI, n. 10, 2012, pp. 5-201.

85 Cfr. E. Caccia, Aleardi, Aleardo, in Dizionario Biografico degli Italiani, cit., 1960, Vol.
2, pp. 136-141.

86 Cfr. C. Del Vivo, Polemiche e successi di Aleardo Aleardi docente di Estetica, in Frulli,
Petrucci (edd.), L’Accademia delle Belle Arti di Firenze negli anni di Firenze capitale 1865-1870.
Atti del convegno (Firenze 2015), cit., pp. 144-182.

87 Si veda al riguardo F. Rosso, La vita e i canti di Aleardo Aleardi, Prato, Tipografia Edi-
trice Succ. Vestri, 1896, pp. 47-69.

88 Caccia, Aleardi, Aleardo, cit., p. 138.
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mo buona parte dei manoscritti originali, assieme agli sparsi appunti redatti
dallo studioso, alle schede di lettura delle opere consultate ai fini della prepa-
razione dei corsi e ad altri materiali e note ad uso didattico.

Si tratta di una preziosa raccolta di documenti inediti, attualmente con-
servati presso la Biblioteca Civica di Verona®’, i quali sono stati fatti oggetto,
alla meta degli anni Venti, di un organico e approfondito studio da parte
dello storico dell’arte Aldo Foratti, concittadino dell’Aleardi, incaricato di Sto-
ria dell’arte medievale e moderna nell’Universita di Pavia a partire dall’anno
accademico 1921-1922 e divenuto in seguito, negli anni Trenta e Quaranta,
insegnante di ruolo di Storia e storia dell’arte nel Liceo artistico di Firenze”°.

Proprio a tale studio riteniamo opportuno fare riferimento per lumeggiare
I'impostazione, i contenuti e le caratteristiche di fondo del magistero esercita-
to dal patriota e poeta veronese’!. Il quadro che esso fornisce non & tra i piu
brillanti, ma riflette adeguatamente, per certi versi, una modalita di declinare
'insegnamento storico-artistico nelle accademie da parte di quei docenti della
prima generazione postunitaria cooptati in tale ruolo non in virtu dei propri
studi e delle loro effettive competenze, ma per ragioni pressoché esclusivamen-
te politiche. Sotto questo profilo, il caso Aleardo Aleardi ¢ tutt’altro che unico
e particolare: esso riflette, al contrario, una tendenza ed un costume che, come
per altri casi gia esaminati in precedenza — quelli del Mercantini e dello Sca-
rabelli a Bologna, ad esempio, o quello dell’Asioli a Modena, per citare i piu
eclatanti — erano destinati a connotare questa fase storica.

Dai manuali di estetica maggiormente in voga nella sua epoca e dalla piu
autorevole riflessione filosofica italiana ed europea sull’arte «il poeta veronese
creato, di punto in bianco, professore nell’Accademia di Belle Arti di Firenze
crede di non dover attingere molto»:

Le belle signore che accorrevano ad udirlo, e che applaudivano la melliflua declamazione,
occupando le sedie, prima vuote di scolari e di pubblico, desideravano la melodia del
periodo e non lo sforzo del raziocinio. I’Aleardi seppe e volle essere il precursore dell’o-
dierno conferenziere; alla fama poetica e al suo patriottismo furono perdonate I'imprepa-
razione filosofica e la scarsa sensibilita critica®?.

Tra gli ultimi protagonisti della tendenza, ormai superata della lezione di
estetica, che «ricercava il bello con criteri empirici e con un certo soggettivi-
smo letterario», PAleardi

89 La documentazione alla quale facciamo riferimento & conservata in Biblioteca Civica di
Verona, Fondi manoscritti, Carteggi, Aleardo Aleardi (57 buste).

90 Cfr. Foratti, Aldo, in I professori dell’Universita di Pavia (1859-1961), <https://prosopo-
grafia.unipv.it/docenti/1335> (ultimo accesso: 10.10.2025).

91 A. Foratti, L'estetica e la critica d’arte di Aleardo Aleardi, «Rivista Letteraria delle Tre
Venezie», vol. I, n, 2, 1924, pp. 17-21.

92 Ibid., pp. 16-17.



| PROFESSORI DI STORIA DELL'ARTE NELLE ACCADEMIE E ISTITUTI DI BELLE ARTI DELL'ITALIA UNITA 99

meno padrone [di altri] della lingua e molto meno felice nell’architettura varia del periodo
e nella conoscenza degli accorgimenti oratorii, leggeva i suoi grandi fogli di carta a mano,
vergati currenti calamo, con espressive civetterie e con superficiali mollezze, nelle righe
monotone e raccogliticce, che il vellutato dicitore flautava fra il consenso delle persone
culte e gli applausi degli stranieri, contenti di sentire pitt che di capire il melologo”>.

Ma a rendere scarsamente utile ed efficace I'insegnamento teorico dell’Ale-
ardi contribui senz’altro la mediocre attenzione prestata nelle sue lezioni alla
grande tradizione della filosofia dell’arte europea dell’epoca moderna:

[’Aleardi — scrive al riguardo Foratti — si propone di tralasciare i “riboboli herderiani,
cantiani, hegeliani” per capire perfettamente lestetica; ma qui viene spontanea la doman-
da, cui rispondera lo scarso sugo delle sconnesse Lezioni: ¢ egli mai affacciato a’ sistemi
di que’ pensatori, de’ quali maltratta — con piu spirito che senno — le supposte ridondanze?
[...] Poveri riboboli aleardiani! Lo Herder riprovava i faciloni che osavano bandire canoni
estetici; il Kant riconosceva la perfezione insensibile della bellezza, distinta dall’arte, che
puo tutto sul sentimento, ed ¢ pari ad un prodotto naturale senza scopo e senza interesse;
e lo Hegel definiva il bello apparire sensibile dell’idea, e I’arte un’emanazione dello spirito
assoluto. Non sono queste “teorie nebbiose e vagabonde”, che si possano respingere senza
chiedere “qualche viatico di principii” spesso incoerenti nell’espositore che divertiva la
folla elegante”.

Anche per quel che concerne le lezioni relative alla storia dell’arte antica e
moderna, il magistero del poeta veronese non si distinse per rigore filologico,
profondita e autorevolezza delle fonti utilizzate e coerenza interpretativa, fa-
cendo leva, al contrario, anche in questo caso, sulla dimensione declamatoria
e sulle abilita retoriche, piuttosto che sul ricorso a quelli che erano i modelli
storiografici in auge in quel periodo:

Il vasto campo della storia artistica — ha sottolineato in proposito Foratti — fu percorso
dall’Aleardi, per lungo e per largo, in dieci anni accademici, le cui lezioni slegate cercano
Ieffetto, senza badare al contenuto, raccolto di qua e di la, da’ soliti repertorii neoclassici.
Per Iarchitettura non gli servi il modello di Amico Ricci, lodato a’ suoi giorni e lodevole
anc’oggi; per la scultura egli appiccica qualche trascurabile osservazioncella al Cicognara;
e per la pittura, quantunque il suo grande comprovinciale G.B. Cavalcaselle adottasse gia
un metodo di studio che avvantaggiava risolutamente la critica, non si dilungo dal vecchio
Lanzi e dal formalismo descrittivo delle opere; riusci, dunque, stucchevole, e in parecchi
argomenti. Un certo istinto pittoresco e la consuetudine con i pratici dell’arte gli consiglia-
rono di esporre con pit larghezza le vicende della pittura in Italia”.

Nel novero dei patrioti e «poeti della Patria» che, al’indomani dell’unifi-
cazione nazionale, furono chiamati a tenere gli insegnamenti storico-artistici
nelle Accademie della penisola si colloca anche Ieclettica personalita del conte

9 Ibid., pp. 17-18.

% Ibid., p. 18.

95 Ibid., pp. 18-19. Ma si veda ora anche la lettura proposta da Del Vivo, Polemiche e suc-
cessi di Aleardo Aleardi docente di Estetica, cit., pp. 144-182.
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Pompeo Gherardi (Fano, 1832 — Urbino, 1877), storico, epigrafista, letterato
e appassionato autore di componimenti poetici a tema patriottico, civile e ar-
tistico’®.

Considerato non a torto il «fondatore dell’Accademia stessa e restaurato-
re del culto di Raffaello in Urbino»*’, il Gherardi era stato tra i principali
promotori, all'indomani dell’annessione delle Marche al regno di Sardegna,
dell’Istituto di Belle Arti di Urbino, istituito nel gennaio del 1861 con decreto
del commissario generale straordinario delle Marche Lorenzo Valerio”®, suo
amico personale ed estimatore”, ed attivato a partire dall’a.a. 1863-641,
Per i buoni uffici dello stesso Gherardi, nel gennaio del 1872 I’Istituto avrebbe
assunto il titolo di «Regia Accademia di Belle Arti» e, ’'anno seguente, sarebbe
stato eretto a corpo morale!?!,

Chiamato, a partire dall’a.a. 1864-65, a ricoprire per oltre un decennio
la cattedra di Storia delle belle arti, Gherardi avrebbe rivestito, tra il 1869
e il 1877, anche la presidenza dell’Accademia di Belle Arti di Urbino, impe-
gnandosi in un’opera a vasto raggio tesa da un lato a rilanciare le belle arti e
Iistruzione artistica e a fare di Urbino uno dei grandi poli culturali e artistici
della regione, dall’altro a promuovere la conoscenza del «<sommo Urbinate» e
le ricerche e gli studi sull’arte rinascimentale!%?.

A questo scopo, all’instancabile attivita esercitata in qualita di docente e,
in seguito, anche di presidente dell’Accademia urbinate, Gherardi affianco, a
partire dall’aprile del 1869, quella di fondatore e primo direttore de «II Raf-

96 Si vedano al riguardo: Poesie popolari del conte Pompeo Gherardi, Ancona, Bastianelli,
1862; I martiri d’Italia. Iscrizioni del conte Pompeo Gherardi, Urbino, Rocchetti, 1865; La
storia d’Italia. Iscrizioni del conte Pompeo Gherardi, Urbino, Tipografia del Metauro, 1869;
Dodici capolavori dell’arte italiana moderna. Sonetti, Urbino, Rocchetti, 1873; I grandi artisti
d’Italia. Epigrafi, Urbino, Rocchetti, 1874; Guida di Urbino compilata da Pompeo Gherardi,
Urbino, Rocchetti, 1875.

97 Cfr. E. Gherardi, Della vita e degli scritti del Conte Cav. Pompeo Gherardi, in Guida di
Urbino, Urbino, Tipografia della Cappella, 1890, pp. IX-XXXII (la cit. riportata nel testo ¢ a
p. XVII).

98 Decreto 6 gennaio 1861, n. 740 — che fonda in Urbino un Istituto di Belle Arti per le Mar-
che, in Raccolta ufficiale degli Atti del R. Commissario Generale Straordinario nelle Provincie
delle Marche. Parte Terza dal n. 701 sino alla fine, Ancona, presso Gustavo Sartorj Cherubini,
1860-61, pp. 52-56. Sull’istituzione dell’Accademia di Urbino si veda Le Marche dal 15 settem-
bre 1860 al 18 gennajo 1861. Relazione a Ministero dell’Interno del R. Commissario Generale
Straordinario Lorenzo Valerio, Milano, Editori del Politecnico, 1861, pp. 67-69.

99 Cfr. Lorenzo Valerio. Cenni biografici, Urbino, Tipografia del Metauro, 1868, p. 6.

100 Cfr. Annuario della Istruzione pubblica del Regno d’Italia pel 1863-1864, Brescia, Ti-
pografia del Giornale La Sentinella Bresciana, 1864, p. 585.

101 R.D. 16 febbraio 1873, n. 1267 — Erezione in Corpo Morale dell’Accademia Raffaello di
Belle Lettere in Urbino, in <https://patrimonio.archivio.senato.it/inventario/archivio-centrale-
dello-stato/raccolta-ufficiale-leggi-e-decreti> (ultimo accesso: 20.05.2025)

102 Gherardi, Della vita e degli scritti del Conte Cav. Pompeo Gherardi, cit., pp. XVI-XXIX.
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faello. Periodico che si occupa solamente di cose d’arte»'%3, dalle colonne del
quale si propose di diffondere la conoscenza del «divino Pittore urbinate» e di
divulgare «gli studi d’arte» e «il culto del bello nelle contrade d’Italia».

Per quel che concerne, piu in particolare, 'insegnamento storico-artistico
da lui professato nell’Accademia delle Belle Arti di Urbino, d’indubbio inte-
resse sono la prolusione al primo corso tenuto dal Gherardi nell’a.a. 1864-65,
dalla quale si evincono I'impostazione tradizionale e il carattere essenzialmen-
te erudito della «storia artistica» illustrata nel corso delle lezioni dallo studio-
s0'%%; e, in particolare, gli studi e le ricerche sulla figura e I'opera di Raffaello
Sanzio, oggetto principale delle lezioni rivolte ai giovani allievi del’Accademia
urbinate, poi raccolti e dati alle stampe, un decennio piu tardi, nel volume
Della vita e delle opere di Raffaello Sanzio da Urbino'®.

Nel novembre del 1865, alla vigilia dell’annessione del Veneto al regno d’I-
talia (1866), il letterato ed erudito Antonio Dall’Acqua Giusti (Venezia, 1816
— ivi, 1896)'% era chiamato a ricoprire la cattedra di Storia dell’arte nell’Ac-
cademia di Belle Arti di Venezia, istituita nei mesi precedenti dal governo au-
striaco!?’. Essa, infatti, era stata introdotta con il nuovo Statuto approvato
nello stesso 1865'%% in conformita con quanto deliberato, in quello stesso an-
no, per ’Accademia di Belle Arti di Vienna'%,

La cattedra di Storia dell’arte andava a sostituire quella di Estetica, in-
trodotta con lo Statuto e Regolamento del 1842 e profondamente rinnovata,
nell’approccio e nei contenuti, da Pietro Selvatico, il quale, divenuto segretario
del’Accademia veneziana nel dicembre del 1849, ne aveva tenuto la titolarita
fino al 1859. Questi, come ha efficacemente sottolineato Alexander Auf der
Heyde, fin dalla primavera del 1848 aveva sottoposto all’allora ministro del-
la Pubblica Istruzione del governo della Repubblica di San Marco, Niccolo

103 A partire dal 1879 (anno XI), il periodico avrebbe mutato formato e periodicita e assunto
come sottotitolo: «Rivista d’Arte ufficiale per gli Atti della Regia Accademia Raffaello».

104 Le arti in Italia. Discorso letto dal conte Pompeo Gherardi segretario e professore di
storia nell’Istituto di Belle Arti delle Marche in Urbino I’'11 gennaio 1864 giorno della solenne
apertura, Urbino, Rondini, 1864.

105 Della vita e delle opere di Raffaello Sanzio da Urbino, Urbino, Rocchetti, 1874.

106 Cfr. Dall’Acqua Giusti Antonio, in G. Garollo, Dizionario biografico universale. Volu-
me . Aa (van der) — Haydn, Milano, Hoepli, 1907, p. 522.

107 Sulle origini dell’Accademia di Belle Arti di Venezia si vedano: A. Dall’Acqua Giusti,
L’Accademia di Belle Arti di Venezia. Relazione storica, Venezia, Tip. del Commercio, 1873;
e il piu recente E. Bassi, La R. Accademia di Belle Arti di Venezia, Firenze, Le Monnier, 1941.

108 Riforma degli Statuti di questa I.R. accademia Veneta di Belle Arti... approvata da Sua
Maesta I.R. Apostolica con Sovrana Risoluzione 10 gennaio 1865, comunicata dall’Eccelso
I.R. Ministero di Stato coll’ossequiato Dispaccio 23 detto mese, n. 425 e della I.R. Luogote-
nenza Lombardo-Veneta col riverito Decreto 10 febbraio 1865, n. 4336, riedito in appendice a
E. Bassi, La R. Accademia di Belle Arti di Venezia, cit., pp. 210-214.

109 Cfr. C.A. Auf der Heyde, Grammatica storica, storia della civilta, educazione visiva: tre
storie dell’arte nell’Accademia di Venezia nell’Ottocento, «Ricerche di Storia dell’Arte», 2019,
p. 24.
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Tommaseo, «un progetto di riforma dell’Accademia nel quale riprende([va] la
proposta (gia formulata nel 1842) di separare I'incarico di segretario dalla
cattedra di Estetica, riservando alla figura del direttore di tenere, una volta a
settimana lezioni di Estetica», nell’lambito delle quali si sarebbe dovuta svol-
gere «il piu diffusamente possibile, una storia dell’arte specialmente italiana,
comprovandola a mezzo dei monumenti che in appositi tipi disegnati od incisi,
dovrebbero venir disposti nella sala durante la lezione».

La proposta di «<abbandonare ’estetica speculativa a favore della sola storia
dell’arte condotta su casi concreti e quindi svincolata dall’insegnamento di
mitologia, simbolica ed allegoria», sarebbe stata rilanciata all’indomani della
nomina di Pietro Selvatico a segretario (30 dicembre 1849) e poi anche a presi-
dente dell’Accademia, a seguito della rinuncia del predecessore Francesco Gal-
vagna (1851), e approvata dagli ambienti ministeriali austriaci, come testimo-
niano il riordinamento della scuola di Estetica'' e ’'adozione quale manuale
della disciplina della Storia estetico-critica delle Arti del Disegno (1852-1856)
dello stesso Selvatico'!!.

Dopo le dimissioni di quest’ultimo (1859), la commissione interna chiama-
ta a dirigere ’Accademia di Belle Arti di Venezia, e rimasta in carica fino al
18662, aveva proposto di separare I'ufficio di segretario dell’istituzione da
quello di titolare della «Iscuola di Estetica» e di mutare questa in «Iscuola di
Storia dell’arte», decisione, quest’ultima, che, come s’¢ detto, era stata appro-
vata dal governo austriaco e recepita nel nuovo Statuto varato proprio alla
vigilia del passaggio dell’Accademia veneziana sotto il governo italiano'!3.

Linsegnamento di Storia dell’arte introdotto ex novo con lo Statuto del
1865 avrebbe dovuto caratterizzarsi per un’articolazione cronologica che
dall’antichita si estendesse fino ai tempi presenti e riservare particolare at-
tenzione ai «confronti e paralleli fra le varie persone, fra le varie scuole, e
soprattutto fra le varie epoche, in modo che I'insegnamento non risulti una
mera esposizione dei fatti, od un elenco dei nomi e di date, ma bensi una ra-
gionata e filosofica esposizione di cio che ebbe maggiore influenza sull’Arte e
sugli artisti»!!4,

10 Thidem, pp. 21-23. Ma si vedano anche i documentati contributi raccolti in C.A. Auf der
Heyde, M. Visentin, F. Castellani (edd.), Pietro selvatico e il rinnovamento delle arti nell’Italia
dell’Ottocento. Atti del convegno di studi (Venezia, 22-23 ottobre 2013), Pisa, Edizioni della
Normale, 2016.

11 P, Selvatico, Storia estetico-critica delle Arti del Disegno, ovvero I’Architettura, la Pit-
tura, la Statuaria considerate nelle correlazioni fra loro e negli svolgimenti storici, estetici e
tecnici. Lezioni dette nella I.R. Accademia di Belle Arti in Venezia, Venezia, co’ tipi di Pietro
Naratovich, 1852-1856.

12 Cfr. Bassi, La Regia Accademia di Belle Arti di Venezia, cit., pp. 93-95.

113 Dall’Acqua Giusti, L’Accademia di Venezia. Relazione storica per I’Esposizione di Vien-
na del 1873, cit., pp. 68-70.

14 Riforma degli Statuti di questa I.R. accademia Veneta di Belle Arti... approvata da Sua
Maesta I.R. Apostolica con Sovrana Risoluzione 10 gennaio 18635, cit., p. 213.
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Nel novembre del 1865, come si ¢ gia ricordato, Antonio Dall’Acqua Giusti
era chiamato a ricoprire la cattedra di Storia dell’arte nel’Accademia delle
Belle Arti di Venezia, ufficio, questo, che egli avrebbe conservato per quasi
un trentennio, fino all’a.a. 1892-93. Nel momento in cui assumeva tale uffi-
cio, lo studioso godeva gia di una certa fama quale autore di testi letterari e
per il teatro, nonché di opere erudite e di saggi di storia locale veneta''. Alla
meta degli anni Cinquanta, ad esempio, aveva dato alle stampe un saggio, La
letteratura italiana nel corrente secolo (1855)'¢, destinato ad incontrare di-
screti consensi negli ambienti culturali cittadini. Un certo successo aveva fatto
registrare, alcuni anni piu tardi, anche la raccolta di studi La Repubblica di
Venezia e la terraferma d’Italia. Frammenti storici e pensieri (1864)17.

Significativa testimonianza dell’insegnamento storico-artistico professato
da Dall’Acqua Giusti nell’Accademia veneziana sono le prolusioni relative ai
primi due corsi da lui tenuti nella seconda meta degli anni Sessanta: la Pri-
ma lezione di Storia dell’Arte detta il giorno 10 gennaio nell’l.R. Accademia
Veneta di Belle Arti da Antonio Dall’Acqua Giusti Prof. di Storia dell’Arte
(1866); e la Prima lezione di Storia dell’Arte per I'anno 1867-68 del Prof. An-
tonio Dall’Acqua Giusti (1867)"8, nelle quali lo studioso sottolineava con forza
la vera e propria centralita del rapporto tra arte e civilta:

o credo, o giovani — egli affermava al riguardo —, all’avvenire dell’arte, perché credo
all’avvenire della civilta. Arte e civilta non possono scompagnarsi. [...] L’arte risente le
vicende della civilta, ma non le risente di subito. Cosi nello scendere come nel salire. [...]
Sia che seguiamo le tre divisioni consuete della storia, antica, mezzana, moderna, sia
che consideriamo queste eta come una sola grande epoca e sotto un solo punto di vista,
le risultanze concorderanno con quelle che ci parve d’indurre dai tempi antistorici, e ne
saranno la continuazione. Ognuno da; ognuno riceve. Grecia ¢ discepola dell’oriente e
dell’Egitto; Etruria e Grecia sono maestre di Roma; Roma di tutti. Roma trasmette indi
all’oriente il suo stile basilicale, che si modifica, e poi comparisce in Europa con I’arco
acuto: questo, spintosi a portentosi ardimenti nel settentrione, invade tutta ’Europa. In
Italia peraltro sorge un altro stile che non si assomiglia ai precedenti, benché ne derivi.
Quivi architettura, pittura, scultura preparano l’eta artistica moderna. [...] Certo, se mai
¢ dato all’uomo d’intravvedere un qualche spiraglio di luce nel futuro, questa facolta visi-
va gli Vieﬁlg dallo studio della storia. Il corso della civilta & precursore infallibile di quello
dell’arte™ .

115 Piu tardi raccolte in A. Dall’Acqua Giusti, Alcuni scritti letterari e storici, Venezia, Tipo-
grafia Antonelli, 1878, 5 voll.

16 Lg letteratura italiana nel corrente secolo. Memoria di Antonio Dall’Acqua Giusti, Ve-
nezia, s.e., 1855.

17 La Repubblica di Venezia e la terraferma d’Italia. Frammenti storici e pensieri di Anto-
nio Dall’Acqua Giusti, Venezia 1864.

U8 Prima lezione di Storia dell’Arte detta il giorno 10 gennaio nell’l.R. Accademia Veneta
di Belle Arti da Antonio Dall’Acqua Giusti Prof. di Storia dell’Arte, Venezia, Tip. Antonelli Edi-
trice, 1866; Prima lezione di Storia dell’Arte per I'anno 1867-68 del Prof. Antonio Dall’Acqua
Giusti, Venezia, Tipografia del Commercio, 1867 [sul frontespizio porta la data 6 dicembre].

19 [bid., pp. S e 24-26.
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Le documentate ricerche condotte su tale personalita di letterato ed erudito
e sull’ambiente del’Accademia di Belle Arti veneziana nel corso del XIX seco-
lo dal gia ricordato Alexander Auf der Heyde ci consentono di lumeggiare la
personalita e Poperato di Dall’Acqua Giusti, nonché di cogliere le caratteristi-
che di fondo e la reale portata del suo magistero. «Leggendo la Prima lezione
di Storia dell’arte che egli tiene davanti alla platea degli studenti nel gennaio
1866», ha sottolineato innanzi tutto lo studioso, «non si pud non constatare
un cambiamento di rotta» rispetto all’insegnamento storico-artistico professa-
to precedentemente da Pietro Selvatico. E la ragione della sostanziale differen-
za tra i due risiede nel fatto che «Dall’Acqua non & uno storico dell’arte»: il te-
ma di un’arte nazionale, da lui «affrontato nel testo giovanile su La letteratura
italiana del corrente secolo (1855) con l'afflato tipico dell’idealismo romanti-
co, rimane una preoccupazione costante che egli, a differenza di Selvatico, non
trasformera mai in militanza critica oppure “insegnamento esplicito”. Il suo
giudizio critico rimane piu cauto».

In altre parole, si manifesta nell’insegnamento di Dall’Acqua Giusti una
sensibilita storica differente da quella del suo predecessore e la Storia dell’arte,
pur strettamente connessa da Dall’Acqua Giusti alle vicende della civilta, ri-
mane essenzialmente «uno strumento di crescita culturale e morale per I’aspi-
rante artista il quale, forte della consapevolezza storica del proprio agire, € in
grado di comprendere e interpretare i bisogni del proprio tempo»'.

Abbiamo lasciato per ultimo, in questa rapida rassegna della prima gene-
razione di professori di Estetica e storia dell’arte nelle Accademie, Istituti e
Scuole di Belle Arti dell’Italia postunitaria, il pittore, restauratore ed erudito
Raffaele Bova (Napoli, 1831 —ivi, 1899), e cio per un duplice ordine di ragioni:
innanzi tutto perché — come nel caso di Antonio Dall’Acqua Giusti a Venezia —
egli costituisce uno dei rarissimi casi di docenti delle accademie che erano stati
titolari del medesimo insegnamento sotto i governi preunitari e che furono
confermati, all’indomani dell’unificazione nazionale, nel loro ufficio; in secon-
do luogo, perché I'insegnamento storico-artistico da lui impartito nell’Istituto
di Belle Arti di Napoli per oltre un trentennio, dal 1851 al 1883, segna una
vera e propria svolta rispetto agli orientamenti e alle pratiche tradizionali, con-
figurandosi a tutti gli effetti come uno dei piu rigorosi e innovativi tra quelli
offerti nello stesso periodo nelle accademie della penisola.

Per valutare appieno le origini e le caratteristiche di fondo di tale inse-
gnamento ¢ opportuno prendere le mosse dalle vicende che contrassegnarono
I'Istituto di Belle Arti di Napoli al’indomani della decisione presa da Ferdi-
nando II di Borbone, con il R.D. 2 maggio 1848, di costituire una commis-
sione per la riforma del medesimo Istituto!?!. Tale commissione — della quale

120 Auf der Heyde, Grammatica storica, storia della civilta, educazione visiva: tre storie
dell’arte nell’Accademia di Venezia nell’Ottocento, cit., pp. 24-25.
121 R.D. 2 maggio 1848, n. 133 - col quale viene istituita una Commessione straordinaria e
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facevano parte letterati, filosofi e artisti del calibro di Francesco De Sanctis,
Francesco Saverio Baldacchini, Luca Cagnazzi De Samuele, Scipione Volpicel-
la, Camillo Minieri Riccio e Silvio Spaventa — era stata fortemente voluta dal
ministro della Pubblica Istruzione del governo costituzionale presieduto da
Carlo Troja, Paolo Emilio Imbriani'?2, il quale, molto critico nei riguardi della
dirigenza dell’Istituto, da lui accusata di «inefficienza e favoritismi», conside-
rava tra i piu gravi difetti del vigente ordinamento dell’Istituto «la mancanza
di Letteratura, Estetica e Storia dell’arte» tra gli insegnamenti impartiti, «con
la conseguenza che i ‘giovanili ingegni [degli allievi] rimangono spesso privi
affatto di ogni altra erudizione e cultura con gran detrimento delle loro facolta
intellettuali’»!23,

In realta, come ha giustamente sottolineato Sandro Morachioli, la commissio-
ne Imbriani, «compromessa dal fallimento dei moti» e dalla svolta reazionaria
impressa alla politica borbonica a partire dal 1849, non riusci a portare a termine
i suoi lavori e a dare corpo ad un’effettiva riforma dell’Istituto napoletano'?*.

A rilanciare con forza la vera e propria centralita degli insegnamenti di
carattere letterario, estetico e storico-artistico ai fini della formazione dei fu-
turi artisti contribui, in quello stesso periodo, il pittore Giuseppe Bonolis'?’,
fondatore di una delle piu apprezzate scuole private di Belle arti del capoluogo
campano, il quale, in un opuscolo dal titolo D’un nuovo ordinamento intorno
alle scuole di Belle Arti, fatto pervenire alla Commissione per la riforma dell’l-
stituto di Belle Arti di Napoli nel 1848, si pronunciava nettamente a favore
della creazione di un’apposita cattedra di Estetica e storia dell’arte, della quale
poneva in luce gli indubbi vantaggi:

Ai nostri tempi — egli scriveva — non si pu0 senza colpa gravissima trasandar lo studio
degli antichi. [...] Non si lascino ingannare gli artisti dalle fole degl’ignoranti che chia-
mano I’Estetica scienza vana e sottile. [...] I’Estetica giova ad arricchire la mente dell’ar-

temporanea per proporre riforme all’Istituto di belle arti, in Collezione delle leggi, de’ decreti e
d’altri atti riguardante la Pubblica Istruzione promulgati nel gia reame di Napoli dall’'anno 1806
in poi. Volume II. Dal 1821 al 1848, Napoli, Stamperia e Cartiere del Fibreno, 1862, pp. 445-
446. Sui lavori della Commissione si veda Della presente condizione del Real Istituto di belle arti.
Rapporto fatto al Ministro della Istruzione pubblica dalla Commissione incaricata della riforma
di esso Istituto e degli altri quattro stabilimenti di belle arti, 22 ottobre 1848, in Archivio di Stato
di Napoli, Ministero della Pubblica Istruzione 1848-1864, busta 485 11, fasc. 1.

122 Cfr. G. Brancaccio, Imbriani, Paolo Emilio, in Dizionario Biografico degli Italiani, cit.,
2004, vol. 62, pp. 272-276.

123 Due rapporti al Re del Ministro dell’[struzione Pubblica, decreto del 2 maggio 1848 e
rescritto del 31 maggio 1848 pe’ quali viene istituita una commissione per la riforma dell’ Istitu-
to di Belle Arti, del Pensionato di Belle Arti in Roma, della Scuola di Scenografia, delle Scuola
Elementare di disegno e del Lavoratorio delle Pietre Dure, Napoli, Nella Stamperia Reale,
1848, pp. 2-4.

124 S, Morachioli, I letterati in Accademia: storia e ‘cultura dell’arte’ nell’insegnamento
dell’Accademia di Napoli (1802-1878), «Ricerche di Storia dell’Arte», n. 128, 2019, pp, 42-43.

125 A M. Carlevaris Luzietti, Bonolis, Giuseppe, in Dizionario Biografico degli Italiani, cit.,
1971, vol. 12, pp. 296-297.
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tista di ottimi precetti e delle notizie della Storia dell’arte, e segnatamente a fecondarne e
snodarne 'ingegno'2°.

E ancora:

Or che resta a fare domandiamo noi? [...] Con largo e profondo concetto concepire e
abbracciar I’arte in tutti i tempi e in tutte le sue vicende; risuscitare negli animi il senti-
mento e 'idea della bellezza, senza di cui I’arte non puo spiccare alto il volo, giovando-
ci dell’Estetica; studiare attesamente, in che risegga la eccellenza della forma greca, e
con precetti desunti da questo studio arricchir di novelli pregi ’arte nostra; studiar l'arte
cristiana nella forma in tutte le sue vicende da’ primi tempi a> moderni, e escogitar di quali
precetti si giovassero i nostri padri nel colorire, nel disegno, nel comporre e consertare le
figure, nell’effetto della luce; innamorar la mente de’ giovani della vera bellezza, e fornirli
di que’ principi acconci e pratici, che fecondano il loro ingegno, educano I’animo all’ec-
cellenza dellarte'?’.

Negli anni immediatamente seguenti, nell’Istituto di Belle Arti di Napoli si
procedette ad un cauto e graduale rinnovamento dell’ordinamento didattico
e della proposta formativa. Ai fini del nostro discorso ¢ opportuno ricordare
che, con il R.D. del 3 giugno 1851 Ferdinando II di Borbone nominava «il pro-
fessore onorario con soldo D. Raffaele Bova come vice-segretario, con la futu-
ra al posto di segretario del Reale Istituto, addetto ad istruire gli alunni nella
estetica delle arti, nella letteratura e nella storia artistica»'?%. Tale incarico
sarebbe stato confermato dallo stesso sovrano nel successivo R.D. del 22 luglio
1852, con il quale, «nel nominarsi il professore D. Raffaele Bova a segretario
del Reale Istituto delle belle arti», mentre da un lato si dichiarava «abolito
I’ufficio di vice-segretario», dall’altro si ribadiva che spettava allo stesso Bova
oltre al compito d’impartire «le lezioni di storia, di mitologia, e della foggia di
vestir le figure attribuite col precedente decreto organico al posto di segreta-
rio», anche quello di «<ammaestrare gli allievi nella estetica e nella storia delle
arti, non meno che nella letteratura»'.

I1 22 febbraio 1852, «in una sala delle scuole di disegno destinata alle lezio-
ni», di fronte ai suoi studenti e ad uno scelto uditorio composto «dal Direttore
dell’Istituto, dal Presidente e Soci della R. Accademia di belle arti e dal Presi-
dente generale della Societa R. Borbonica [...] uniti a molte altre ragguardevoli

126 D’un nuovo ordinamento intorno alle scuole di Belle Arti. Discorso di Giuseppe Bono-
lis, Napoli, Stabilimento Tipografico di Fr. Azzolino, 1849, pp. 7, 17-18 e 36.

127 [bid., pp. 43-47.

128 R.D. 3 giugno 1851, n. 2206 — col quale il professore D. Raffaele Bova ¢ nominato vice-
segretario del reale Istituto di belle arti in Napoli, in Collezione delle leggi e de’ decreti reali
del Regno delle Due Sicilie. Anno 1851. Semestre I. Da gennajo a tutto giugno, Napoli, dalla
Stamperia Reale, 1851, pp. 166-168.

129 R.D. 22 luglio 1852, n. 3216 - col quale nel nominarsi il professore D. Raffaele Bova
a segretario del reale Istituto di belle arti si abolisce I'uffizio di vice-segretario, in Collezione
delle leggi e de’ decreti reali del Regno delle Due Sicilie. Anno 1852. Semestre I1. Da luglio a
dicembre, Napoli, dalla Stamperia Reale, 1852, pp. 52-54.



| PROFESSORI DI STORIA DELL'ARTE NELLE ACCADEMIE E ISTITUTI DI BELLE ARTI DELL'ITALIA UNITA 107

persone», Raffaele Bova presentava la Prolusione al corso di Istoria delle arti
del disegno'" — questo era Poriginario nome scelto per indicare la disciplina
di cui egli era titolare'3' — inaugurando ufficialmente il suo magistero storico-
artistico a Napoli.

In essa, dopo aver ricordato come fosse da ascrivere a precipuo merito del-
la «Sovrana Munificenza» I’aver «aggiunto alle scuole di questo R. Istituto
'insegnamento di una novella facolta, giovevole ai coltivatori di belle arti»,
le cui «mirabili finalita» erano «la conoscenza delle regole del bello» e 'indi-
spensabile approfondimento «della storia delle arti dipendenti dal disegno», si
soffermava ad illustrare impostazione, caratteristiche e contenuti del «novello
insegnamento»:

Per ben estimare i pregi di questa istituzione — egli affermava - [...] giova ricordare che
il fondamento dell’arte del disegno, a cui si congiungono tutte quelle insegnate in questo
Istituto, consiste in una solida scienza, senza la quale & assai malagevole arrivare ad eccel-
lenza in esse; perciocché non & da sperare poter produrre opera perfetta, ove il lavoro
della mano non venga guidato dal lume della mente. Di che ne convincono la storia, le
teoriche dei piu chiari maestri, e la giornaliera esperienza; le quali ci mostrano che solo
professata in siffatto modo Iarte si leva alto a dignita ed onore, e diviene capace a mettere
in esercizio e sublimare le facolta dell’anima, ad ornare la mente di utili verita, ed a nutrire
il cuore di pure ed elette affezioni. Laonde [...] &€ importante esaminare gli elementi che
le dettero vita e nutrimento nel suo progresso, non che conoscere le cagioni che la fecero
talora cadere, e talora levare ad alto splendore: ¢ utilissimo, infine considerare i prodigi
del genio e del valore di quei sommi artisti, che nobilitarono 'uomo, ne perfezionarono il
gusto, lo elevarono al di sopra dei bassi piaceri, e con la presenza del bello diedero alle sue
facolta un nobile avviamento. Le quali cose tutte costituiscono per I'appunto il subbietto
dell’insegnamento, che ora a pro vostro, giovani ornatissimi, s’inaugura >,

Piu in particolare, 'insegnamento di Istoria delle arti del disegno si sarebbe
caratterizzato per il suo approccio rigorosamente storico, nella convinzione
che solo il confronto con i principali e piu rinomati artisti del passato e la
conoscenza dei metodi e delle tecniche artistiche che ne avevano decretato la
fortuna avrebbe realmente giovato ai giovani che s’incamminavano «sulla via
delle arti belle»:

130 Prolusione delle Lezioni d’Istoria delle arti del disegno per Raffaele Bova, socio corri-
spondente della R. Accademia, professore e vice-segretario dell’ Istituto R. di belle arti, Napoli,
da’ Tipi di Saverio Giordano, 1852.

131 Tstituita nel 1851, per deliberazione di Ferdinando I di Borbone, come cattedra di Isto-
ria delle arti del disegno, la cattedra napoletana di Raffaele Bova sarebbe stata ridenominata,
all’indomani dell’Unita, Letteratura artistica (cfr. Annuario della Istruzione pubblica per I'anno
scolastico 1861-62, cit., p. 453); in seguito, a partire dall’a.a. 1873-1874, avrebbe assunto la
titolazione di Critica e storia d’arte (cfr. Annuario della Istruzione pubblica del Regno d’Italia
pel 1873-74, cit., p. 461).

132 Prolusione delle Lezioni d’Istoria delle arti del disegno per Raffaele Bova, cit., pp. 5-7.
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Le lezioni, che verrd esponendovi — affermava ancora Bova —, verseranno innanzi a tutto
sulla storia dell’arte. Questa, che ¢ la parte piu vasta, amena e giovevole della letteratura
dell’arte, vuol esser riguardata come la piu bella scuola per Partista. Essa ci ammaestra di
tutto cio che all’arte da vita ed incremento; e ci mostra le cagioni per cui talora travolge e
decade. Da essa abbiamo le notizie dei piu chiari artisti che nei vari rami dell’arte si rendet-
tero illustri. In essa si apprendono i metodi usati dalle diverse scuole; e si conoscono gli
stili che a ciascuna di esse appartengono. Si ha in ultimo, per la storia, la esposizione delle
opere piu ragguardevoli prodotte dall’arte in ogni eta e da ogni nazione. Da questo studio
raccoglierete ricca copia di ammaestramenti. Vedrete qual sia stato il cammino offerto
agli uvomini dalla stessa natura nell’inventare e far procedere I’arte, e nel formarsi un tipo
di perfezione, a cui deve tendere chiunque intende a professarle. Vedrete per quanti studi
salirono ad eccellenza i sommi artisti; e sul loro esempio sosterrete con coraggio i travagli
e le cure inevitabili per procacciarvi quella fama e quella gloria ch’essi si guadagnarono.

E ancora:

Conoscerete per quali vie i solenni maestri salirono al’ammirazione e benevolenza delle
nazioni; e Voi sulle loro orme, raggiungendo la virtu e la vera ed incorrotta bellezza,
acquisterete ugual valore e stima appo I'universale. Conoscerete i principi e le massime
state cagione di quei risultamenti che nelle loro opere si ammirano; e stabilirete meglio
i pratici procedimenti del vostro operare, acciocché con maggior sicurezza vi sia dato
raggiungere il vero bello. Vedrete queste loro opere come schierate innanzi agli occhi
vostri; ed apprenderete a studiarne i pregi, a paragonarle fra loro, a conoscerne le attinen-
ze, ovvero le differenze che offrono; e quindi le saprete lodare con fondamento, studiare
con giudizio, ed imitare con discernimento. Insomma, per una scelta ed ordinata disposi-
zione di fatti e d’idee, sarete ammaestrati dalla esperienza dei secoli passati, e scoprirete
vie non calcate, per le quali 'ingegno vostro slanciandosi, sapra procedere con bella origi-
nalita nel sentiero della perfezione!33.

Quanto al metodo che avrebbe utilizzato nelle sue lezioni, Bova mostrava
di avere le idee chiare riguardo alle peculiari esigenze formative dei giovani
aspiranti artisti dell’Istituto napoletano e alla necessita di voltare pagina sia ri-
spetto alle tradizionali e ormai desuete forme e modalita che avevano assunto,
in passato, gli insegnamenti di Estetica nella penisola, sia con riferimento ai
piu aggiornati, ma non meno parziali e riduttivi approcci di carattere erudito
o ispirati da istanze di natura archeologica:

Nello esporvi intanto la storia dell’arte — concludeva Bova —, mi terro lontano da erudite
disquisizioni e da archeologiche controversie, onde sono sparse le opere di questo argo-
mento: ma ridurro in compendio tutto cio che ho raccolto, e che ho spartito in tre sezioni.
Nella prima vi mostrero Porigine e le vicende dell’arte presso i diversi popoli. Nella secon-
da vi esporro le vite degli artisti piu ragguardevoli, i metodi da essi adoperati, ed i canoni
professati dalle loro scuole. Nella terza ed ultima parte esaminerete le opere d’arte piu
considerevoli, e dal bello ch’esse offrono, agfrenderete le regole estetiche piu necessarie
all’artista, sceverate da metafisica acutezza'>*.

133 Ibid., pp. 22-23.
134 Ibid., pp. 24-25.
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E a tale approccio lo studioso napoletano si sarebbe mantenuto fedele fino
alla fine del regno delle Due Sicilie e all’annessione di Napoli e del Meridione
al nuovo Stato unitario. A questo riguardo, se si esaminano i contenuti dei
corsi da lui tenuti in epoca borbonica, cosi come emergono dai verbali degli
esami di Storia dell’arte e mitologia, il quadro che se ne ricava & quello di una
sostanziale coerenza e continuita con le indicazioni e i proponimenti formulati
nella Prolusione del 26 febbraio 185213,

Il nuovo Statuto organico dell’Istituto di Belle Arti di Napoli approvato
con il D. Luog. 30 aprile 1861, n. 166, il quale procedeva al riordinamento del
medesimo Istituto e alla sua collocazione tra le istituzioni di alta formazione
artistica del neonato regno d’Italia, stabiliva tra le cattedre o «scuole» interne
quella di Letteratura artistica, la quale, intrattenendo «gli alunni sulla Storia
Critica e su’ principii generali dell’arte. Le costumanze, le fogge dell’eta e de’
popoli diversi», avrebbe dovuto mirare a «fecondare la mente dei giovani arti-
sti, ad innalzarla al concetto dell’arte, alle intime sue ragioni, al vero suo fine,
il quale ¢ storia ad un tempo e missione di civilta»'3°,

Sia pure con una titolazione differente rispetto a quella adottata in epoca
borbonica, 'insegnamento storico-artistico — ora appellato Letteratura artisti-
ca'3” — era riproposto nel nuovo ordinamento dell’Istituto e definito, dal punto
di vista dei contenuti e delle finalita, in modo non difforme rispetto a quello
impartito fin dal 1852.

Nonostante il parere contrario dell’allora ministro della Pubblica Istruzio-
ne Francesco De Sanctis, che nel 1861 avrebbe voluto assegnare la cattedra
di Letteratura artistica al neo direttore dell'Istituto di Belle Arti di Napoli,
il letterato ed ex funzionario ministeriale borbonico Cesare Dalbono, da lui
stesso posto al vertice dell’istituzione nel medesimo anno'*%, Raffaele Bova fu
riconfermato a pieno titolo nel suo ruolo docente. Egli, inoltre, in esecuzione
del nuovo Statuto organico introdotto nell’aprile del 1861, che stabiliva la se-
parazione delle funzioni, era sollevato dal gravoso ufficio di segretario e pote-
va quindi dedicarsi completamente agli studi e all’insegnamento.

Dal punto di vista dell’impostazione e dei contenuti, il magistero eserci-

135 Tali verbali sono stati resi noti e utilizzati meritoriamente per la prima volta da Sandro
Morachioli nel gia citato lavoro I letterati in Accademia: storia e ‘cultura dell’arte’ nell’insegna-
mento dell’Accademia di Napoli (1802-1878), del quale condividiamo pero solo parzialmente
linterpretazione del ruolo esercitato da Raffaele Bova nell’Istituto napoletano.

136 D. Luog. 30 aprile 1861, n. 166 — Riforma dell’Istituto di Belle Arti in Napoli, in Atti
governativi per le Provincie Napoletane raccolti dall’avv. Giuseppe D Ettore, 1861, 1° gennaio
a 30 giugno, Napoli, Stamperia del Fibreno, 1862, pp. 489-498.

137 Su tale titolazione, dal sapore antico e dal significato solo in parte riferibile ad un moder-
no insegnamento di carattere storico-artistico, si veda il classico lavoro di J. Schlosser Magnino,
La letteratura artistica, Firenze, La Nuova Italia, 1977, pp. 604-606.

138 Si veda al riguardo la lettera del ministro della Pubblica Istruzione Francesco De Sanctis
al direttore dell’Istituto di Belle Arti di Napoli Cesare Dalbono datata 19 settembre 1861 (in
Archivio Storico dell’Accademia di Belle Arti di Napoli, Professori, f. Cesare Dalbono.
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tato nella stagione postunitaria dal Bova si pose, come si € gia ricordato, in
sostanziale continuita con quello della fase precedente. Lo testimoniano, fra
Ialtro tre Prolusioni alle Lezioni di Letteratura Artistica date alle stampe dal-
lo studioso tra il 1867 e il 1869'%, nelle quali, oltre a ribadire nelle loro linee
essenziali le caratteristiche dei corsi, i periodi storici affrontati e gli argomenti
che sarebbero stati oggetto di approfondimento nel corso delle lezioni, Bova
richiamava con forza le finalita del suo magistero, non mancando di sottoline-
are come la «scuola di Letteratura artistica» mirasse principalmente:

Ad ammaestrarvi in tutto cio che serve a comprendere la storia delle arti dipendenti dal
disegno; che stabilita, com’¢ al presente, |...] costituisce essa sola la piu vasta, la piu
amena e la piu giovevole parte dell’artistica coltura; onde va meritatamente riguardata
da tutti gl’Istituti ed Accademie di arti, come la pit convenevole scuola per l’artista. [...]
Da essa abbiamo le notizie de’ piu chiari artisti, che nei varii rami dell’arte si rendettero
illustri. In essa si apprendono i metodi usati dalle diverse scuole e si conoscono gli stili, che
a ciascuna appartengono. Si ha, in ultimo, per essa, la esposizione delle opere piu ragguar-
devoli prodotte dall’arte in ogni eta e da ogni nazione. Da questo studio pertanto qual
ricca copia di ammaestramenti non raccoglie il giovane studioso? Egli vede qual sia stato
il cammino offerto agli uomini dalla stessa natura nell’inventare e far progredire le arti, e
nel formarsi un tipo di perfezione, a cui deve tendere chiunque intende a professarle. [...]
Ma a giovarsi di tutto cio € d’uopo che lo studioso sia fornito di non ordinarie notizie
sulla storia generale, e sappia de’ popoli e dell’eta diverse i costumi, le usanze e quelle
istituzioni, che influiscono notabilmente sulle condizioni e sulle vicende delle belle arti'*°.

Largamente partecipate dagli studenti'*!, le lezioni di Letteratura artistica
tenute a Napoli da Raffaele Bova incontrarono un crescente successo, tanto da
essere a piu riprese lodate nelle relazioni presentate dal segretario Napoleone
Altamura in occasione delle tornate accademiche annuali dell’Istituto'*?. E
trova spiegazione, forse, proprio alla luce di tali apprezzabili risultati il fatto
che, con il Regolamento per le scuole di disegno elementare nell’Istituto di
Belle Arti di Napoli, approvato con il R.D. 1° agosto 1869, n. 5215, I’inse-
gnamento di Letteratura artistica veniva esteso a «tutte le classi»'*>. Ne dava

139 Prolusione alle lezioni di Letteratura artistica per l'anno 1867 letta dal professore Raf-
faele Bova nel R. Istituto di belle arti di Napoli, Napoli, Tip. G. Nobile, 1867; Prolusione alle
lezioni di Letteratura artistica per 'anno 1868 letta dal professore Raffaele Bova nel R. Istituto
di belle arti di Napoli, Napoli, Tip. G. Nobile, 1868; e Prolusione alle lezioni di Letteratura ar-
tistica per 'anno 1869 letta dal professore Raffaele Bova nel R. Istituto di belle arti di Napoli,
Napoli, Tip. G. Nobile, 1869.

140 Prolusione alle Lezioni di Letteratura Artistica per 'anno 1869 letta dal professore Raf-
faele Bova nel R. Istituto di Belle Arti in Napoli, cit., pp. 8-10.

141 Cfr. Regio Istituto di Belle Arti in Napoli. Concorsi e premiazioni dell’anno scolastico
1865-1866, Napoli, Stabilimento Tipografico G. Nobile, 1866, pp. 14-15.

142 Relazione del Segretario Napoleone Altamura, in Atti del R. Istituto di Belle Arti di
Napoli. Anno 1870-71, Napoli, Stabilimento Tipografico G. Nobile, 1871, pp. 4-6.

143 Cfr. Morachioli, I letterati in Accademia: storia e ‘cultura dell’arte’ nell’insegnamento
dell’Accademia di Napoli (1802-1878), cit., p. 45. Ma si veda anche Relazione sulle origini e
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notizia agli studenti lo stesso Bova nella gia ricordata Prolusione alle Lezioni
di Letteratura Artistica per 'anno 1869, laddove sottolineava:

E che [tale insegnamento] sia di sommo giovamento a chiunque si dedica alle belle arti il
possesso di quelle conoscenze, che valgono ad ingrandire il suo ingegno, e renderlo capace
di concepire con giustezza ed operare con sicurta di metodo, niuno al certo vorra fra voi
menomamente dubitare. Ché ove fosse d’'uopo vederlo chiaramente, bastera considerare
quanta parte tiene Pintelletto e lattivita mentale dell’artista nelle sue produzioni. [...] Ma
¢ certo per la storia, che quelle arti che hanno a scopo la bellezza, non si levano a perfezio-
namento, se non quando vengono professate da uomini culti e capaci d’indirizzarle al vero
uffizio loro. [...] Per siffatte considerazioni d’indole, di progresso e di dignita dell’arte,
nelle quali tutte cose predomina I’ingegno e la coltura dell’artista, il Consiglio de’ Profes-
sori stimo che questa coltura, o Giovani, non fosse da voi trascurata. [...] E per questo che
il Consiglio de’ Professori ha decisivamente voluto che tutti voi, o Giovani studiosi, foste
tenuti a frequentare con assiduita la scuola di lettere applicate alle arti, e senza mostrare
aver voi tratto profitto da essa, vi fosse impedito passare alle scuole superiori. Ed il R.
Governo, nel convertire in legge il voto de’ Professori, & concorso al medesimo fine'**.

Di li a qualche anno, forte del consenso suscitato non solamente tra gli
allievi che frequentavano i suoi corsi, ma anche in seno alla dirigenza dell’Isti-
tuto — sempre piu convinta, come notava il segretario Altamura, che «la lette-
ratura e particolarmente la storia dell’arte concorre[va] potentemente a formar
lartista»'* — Bova riusciva finalmente a fare adottare, per la sua cattedra, la
gia ricordata titolazione di Critica e storia d’arte, da lui ritenuta piu coerente
con le tematiche affrontate nei suoi corsi rispetto a quella tradizionale di Let-
teratura artistica'*®.

Lo stesso programma dei suoi corsi registrava, a partire dalla fine degli
anni Sessanta, un crescente ampliamento dei temi trattati e taluni importan-
ti aggiornamenti, non ultimo, come ha ricordato ancora Morachioli, quello
relativo all’introduzione, a partire dal 1878, dello studio delle «vicende della
pittura italiana» piu recente!’.

riforme diverse del R. Istituto di Belle Arti di Napoli, Napoli, Tipografia Italiana, 1872, pp.
11-12.

144 Prolusione alle Lezioni di Letteratura Artistica per 'anno 1869 letta dal professore Raf-
faele Bova nel R. Istituto di Belle Arti in Napoli, cit., pp. 5-6 € 8.

145 Relazione del Segretario Napoleone Altamura, in Atti del R. Istituto di Belle Arti di
Napoli. Anno 1870-71, cit., pp. 7-8.

146 Si veda supra, alla nota n. 131. In realta, nel 1878, per ragioni che non siamo riusciti a
chiarire, la cattedra tenuta da Bova mutava nuovamente titolazione. Cfr. D.M. 25 novembre
1878 — Bova Raffaele, gia professore di critica e storia dell’arte, ¢ nominato professore di lette-
ratura e storia dell’arte, in BUMPI, vol. V, n. 1, gennaio 1879, p. 127.

147 Morachioli, I letterati in Accademia: storia e ‘cultura dell’arte’ nell’insegnamento
dell’Accademia di Napoli (1802-1878), cit., p. 46.
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2. Gli anni Settanta e Ottanta del secolo XI1X: una nuova generazione di
docenti di Storia dell’arte in un’epoca di transizione

La generazione di studiosi chiamati a ricoprire le cattedre di Estetica e Sto-
ria dell’arte nelle Accademie di Belle Arti della penisola tra i primi anni Set-
tanta del secolo XIX e la fine del decennio successivo presenta caratteristiche
e profili culturali solo in parte affini a quella precedente. Se anche in questa
nuova fase, infatti, tra i titolari della disciplina ¢ dato di ritrovare un discreto
numero di letterati, poeti ed eruditi dalla formazione eclettica e dagli interessi
molteplici, non sempre adeguatamente forniti di una specifica preparazione sul
versante storico-artistico e di un’effettiva passione per insegnamento profes-
sato, non mancano tuttavia le figure di studiosi provvisti di solide competenze
in materia, capaci con i loro studi e il loro magistero di far compiere un vero
e proprio salto di qualita alla Storia dell’arte professata nelle Accademie e di
prefigurare gia in sommo grado quella figura altamente specialistica dello sto-
rico dell’arte con elevata qualificazione che si affermera nella penisola soprat-
tutto a partire dagli anni Novanta, in concomitanza con Iavvio dei primi corsi
universitari di Storia dell’arte e con il delinearsi di percorsi formativi altamen-
te specializzati e di una specifica tradizione di studi e di ricerca nel settore. Si
tratta in genere di studiosi formatisi all’interno delle stesse Accademie di Belle
Arti o che, comunque, hanno potuto affinare le loro conoscenze e competenze
attraverso il contatto con artisti e con specialisti del ramo.

Alla schiera dei letterati, poeti e intellettuali eclettici appartiene indubbia-
mente Enrico Panzacchi (Orzano dell’Emilia, 1840 — Bologna, 1904), il quale
nel 1872 era chiamato a ricoprire la cattedra di Storia e critica d’arte all’Ac-
cademia di Belle Arti di Bologna che avrebbe tenuto fino al 1895, allorché
assunse la carica di direttore-presidente di tale istituzione e, contemporanea-
mente, fu nominato professore ordinario di Estetica e storia dell’arte moderna
all’Universita di Bologna. Dal 1891 al 1896, inoltre egli tenne anche l'incarico
di direttore della Pinacoteca cittadina'#®,

Laureatosi nel 1865 in Lettere all’Universita di Pisa, ove ebbe come maestri
Pasquale Villari e Alessandro D’Ancona, Panzacchi intraprese la carriera d’in-
segnante. nel 1866 fu nominato professore di Storia al Liceo Azuni di Sassari,
’anno successivo passo a insegnare Filosofia al Liceo Salvator Rosa di Poten-
za, per essere poi trasferito con lo stesso incarico pochi mesi piu tardi al Liceo
Galvani di Bologna'®.

Ottenuto nel 1872, come si ¢ gia ricordato, I'incarico di professore nell’Ac-

148 A, Merci, Panzacchi, Enrico, in Dizionario Biografico degli Italiani, cit., 2014, Vol. 81,
in <www.treccani.it/enciclopedia/enrico-panzacchi_(Dizionario-Biografico)/> (ultimo accesso:
10.10.2025).

149 Cfr. E. Lamma, Enrico Panzacchi: 16 dicembre 1840-5 ottobre 1904. Ricordi e memo-
rie, Bologna, Zanichelli, 1905, pp. 42-65.
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cademia di Belle Arti della sua citta, egli «<non sempre poté dedicarsi con la
necessaria diligenza» all’insegnamento. Dal 1868, infatti, fu eletto piu volte
consigliere comunale a Bologna, e tra il 1868 e il 1872 tenne I'incarico di as-
sessore all’Istruzione.

Eletto per la prima volta deputato nelle elezioni del 1882, con la costituzio-
ne del governo Saracco (1900-1901) fu nominato sottosegretariato all’Istru-
zione'®*, Tra i provvedimenti da lui stabiliti nel’ambito di tale ufficio merita di
essere ricordata la circolare ministeriale con la quale, nel novembre del 1900,
introdusse I'insegnamento della Storia dell’arte facoltativo e a titolo sperimen-
tale nei Licei, affidandone la titolarita ai professori di Lettere e di Storia'’!.

La sua vasta produzione letteraria, ricca di opere in prosa e poesia, com-
prende un’ampia sezione di saggistica attinente alla letteratura, alla critica
musicale e a quella artistica (si veda al riguardo la raccolta di scritti: Nel
campo dell’arte. Assaggi di critica, Bologna 1897'%2), della quale sono sta-
ti giustamente posti in luce i «toni amabilmente divulgativi»!>® e I’«elegante
eclettismo»'3*, Sul versante propriamente artistico, accanto all’ambigua e iro-
nica etichetta di «buongustaio d’arte» attribuitagli da Benedetto Croce, merita
di essere richiamato il giudizio formulato da Aldo Foratti sull’insegnamento
impartito dal Panzacchi nell’Accademia di Belle Arti di Bologna, secondo il
quale lo studioso emiliano, lungi dall’essere portatore, in campo estetico e
storico-artistico, di una propria originale lettura e interpretazione, € stato, di
fatto, I'ultimo rappresentante, in Italia, della «tendenza, ormai superata della
lezione di estetica, che ricercava il bello con criteri empirici e con un certo
soggettivismo letterario»'°,

Sulla stessa linea del Panzacchi si poneva Alberto Rondani (Parma, 1846
—ivi, 1911), anch’egli letterato, poeta e intellettuale eclettico, chiamato a rico-
prire la cattedra di Letteratura e storia applicata alle belle arti nel’Accademia
di Parma dal 1877 al 1911. Ammesso giovanissimo tra gli allievi dell’Accade-
mia di Belle Arti della sua citta, mentre contemporaneamente frequentava le
scuole classiche, conseguita la licenza liceale si iscrisse alla Facolta di Lettere

150 Cfr. R. Sani, La Storia dell’Arte come disciplina scolastica. Dal primo Novecento al
secondo dopoguerra, Macerata, eum, 2022, pp. 16-17; € S.A. Meyer, Cenerentola a scuola. Il
dibattito sull’insegnamento della storia dell’arte nei licei (1900-1943), Macerata, eum, 2023,
pp- 17-23 e 25-29.

151 C.M. 20 novembre 1900, n. 86 — Insegnamento della storia delle belle arti, «Bollettino
Ufficiale del Ministero della Pubblica Istruzione», vol. I, n. 47, 22 novembre 1900, pp. 1981-
1982.

152 E. Panzacchi, Nel campo dell’arte. Assaggi di critica, Bologna, Zanichelli, 1897.

153 Cfr. B. Croce, Enrico Panzacchi, «La Critica», vol. IV, n. 1, 1906, pp. 7-12.

154 Cfr. E. Sormani, Eclettismo borghese e disponibilita di Enrico Panzacchi, in La lettera-
tura italiana. Storia e testi VIII/2, Roma-Bari, Laterza, 1975, pp. 556-562 (il giudizio riportato
nel testo & a p. 557).

155 A. Foratti, L'estetica e la critica d’arte di Aleardo Aleardi, «Rivista Letteraria delle Tre
Venezie», vol. I, n. 2, 1924, p. 17.
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dell’Universita di Parma (1865), che sei mesi piu tardi abbandono per entrare
nella Reale Accademia militare di Torino, in seguito abbandonata anch’essa di
li a poco per riprendere e completare gli studi letterari'*.

Laureatosi in Lettere all’Universita di Padova nel 1869, nei mesi seguenti il
Rondani intraprese una vivace attivita pubblicistica, dando alle stampe arti-
coli di carattere letterario e cronache e recensioni su mostre d’arte. Divenuto
nel settembre del 1871 insegnante di Lettere presso I’Istituto tecnico di Parma,
avvio in questa stessa fase un’intensa collaborazione con talune prestigiose
riviste di cultura e critica d’arte, come nel caso della fiorentina «La Nuova
Antologia» e del periodico francese «’Art»!7,

A partire dal 1877, come si ¢ gia ricordato, pur continuando ad insegnare
nel locale Istituto tecnico, ottenne I'incarico di professore nell’Accademia di
Belle Arti cittadina'®® e s'impegno anche politicamente in difesa di tale isti-
tuzione, a piu riprese minacciata di soppressione'>”. Nei primi anni Ottanta
gli venne offerta la cattedra di Eloquenza nella Regia Universita di Parma,
che egli rifiuto, preferendo dedicarsi alla poesia'®® e agli scritti di letteratura,
estetica e critica letteraria'®!.

Anche Corrado Corradino (Torino, 1852 — ivi, 1923) e Andrea Frediani
(Carrara, 1861 —ivi, 1920), chiamati, rispettivamente, il primo sulla cattedra
di Letteratura e storia applicata alle belle arti nel’Accademia Albertina di Bel-
le Arti di Torino dal 1888 al 1923, e il secondo su quella di Storia, geografia,
mitologia e storia dell’arte nel’Accademia di Belle Arti di Carrara dal 1890
al 1920, possono essere ascritti a pieno titolo nel novero dei letterati, poeti e
cultori di storia approdati all’insegnamento storico-artistico in accademia per
ragioni meramente occasionali, il cui magistero era destinato a non lasciare
una traccia significativa e duratura.

Poeta, critico letterario, storico e dirigente sportivo, il torinese Corrado
Corradino aveva compiuto gli studi dapprima nel Collegio vescovile di Mon-
dovi e poi nel Collegio Nazionale del capoluogo piemontese. Conclusi gli studi

156 J. Bocchialini, Alberto Rondani e il suo tempo, Parma, Battei, 1922.

157 Cfr. Rondani Alberto, in E. Bonora (ed.), Dizionario della letteratura italiana, 2 voll.,
Milano, Rizzoli, 1977, Vol. 11, pp. 606-614.

158 Sj veda il R.D. 30 dicembre 1877 — con il quale Rondani Alberto é nominato professore
di Letteratura e storia applicata alle belle arti e bibliotecario nell’Istituto di Belle Arti di Parma,
«Bollettino Ufficiale del Ministero della Pubblica Istruzione», vol. IV, n. 2, febbraio 1878, p.
224.

159 Si veda A. Boselli, Commemorazione di Alberto Rondani. Con appendice bibliografica
dei suoi scritti, Parma, Deputazione di Storia Patria, 1913, pp. 27-32.

160 A. Rondani, Versi, Parma, Tipografia G. Ferrari, 1871; Id., Affetti e meditazioni: sonet-
ti, Parma, Tipografia di G. Ferrari e figli, 1875; Id., Voci dell’Anima: nuovi sonetti, Parma, L.
Battei, 1883.

161 Scritti d’Arte di Alberto Rondani, Parma, Tipografia di Pietro Grazioli, 1874; A. Ron-
dani, Saggi di critiche d’arte, Firenze, Tipografia Editrice della Gazzetta d’Italia, 1880; Id., La
filosofia positiva e la critica dell’arte, Parma, L. Battei, 1888; Id., Per gli Istituti di Belle Arti,
Roma, Officina Poligrafica, 1907.
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liceali, si era iscritto alla Facolta di Medicina dell’Universita di Torino, trasfe-
rendosi in seguito in quella di Lettere, nella quale nel novembre del 1876 aveva
conseguito la laurea'®?. L’anno precedente, intanto, aveva cominciato a pubbli-
care i suoi componimenti poetici sulla rivista politico-letteraria cremonese «Il
Preludio», diretta da Arcangelo Ghisleri'®3. Nel 1878 vedeva la luce a Torino,
per i tipi dell’editore Casanova, la raccolta di poesie Primi Versi, destinata a
riscuotere un discreto successo'®4.

A partire dalla fine degli anni Settanta, ottenuta la libera docenza in let-
teratura italiana e chiamato a ricoprire la cattedra di Lingua e letteratura
italiana al Politecnico di Zurigo, Corradino si dedico con particolare impegno
alla critica letteraria'® e alla manualistica storica di carattere scolastico'®®. Suc-
cessivamente, rientrato a Torino, passo ad insegnare prima materie letterarie
al Liceo Gioberti e poi, dal 1888 come si € gia accennato, Letteratura e storia
applicata alle belle arti nel’Accademia Albertina di Belle Arti'®”.

Quest’ultimo incarico d’insegnamento, che pure lo impegnera per oltre un
trentennio fino alla morte, rivestira per lui un significato del tutto marginale,
al punto che di esso non si fa neppure memoria nella maggior parte dei profili
biografici dedicati allo studioso. Di gran lunga piu rilevante, in realta, fu I’at-
tivita svolta da Corradino in qualita di socio e dirigente sportivo del Foot-Ball
Club Juventus, la squadra di calcio torinese fondata nel 1897, per la quale egli
comporra nel 1915 il primo inno ufficiale'®®.

Alunno dell’Accademia di Belle Arti di Carrara, e poi professore di Lettere
e Storia nella R. Scuola tecnica della stessa citta, Andrea Frediani, come si ¢
gia ricordato, fu nominato al principio degli anni Novanta segretario della
stessa Accademia e titolare, al suo interno, dell’insegnamento storico-artisti-

162 M. Vigilante, Corrado, Corradino, in Dizionario Biografico degli Italiani, cit., 1983,
Vol. 29, pp. 410-412.

163 Cfr. D. Lanza, Corrado Corradino, Torino, Tipografia Fedetto, 1937, pp. 23-24.

164 Cfr. C. Corradino, Primi versi, Torino, F. Casanova, 1878. Sull’opera poetica del Corra-
dino si veda A.M. Regis, Un poeta modernista: Corrado Corradino, Roma, Tipografia dell’U-
nione editrice, 1910.

165 Cfr. C. Corradino, Poeti contemporanei: Prati, Aleardi, Carducci, Praga, Giacosa, To-
rino, F. Casanova, 1879; Id., Il secentismo e I’Adone del cavaliere Marino. Considerazioni cri-
tiche, Torino, F. Casanova, 1880; Id., I canti dei goliardi o studenti vaganti nel Medioevo. Ver-
sione poetica e studio storico, Torino, Roux, 1892; Id., Dell’arte dello scrivere, 2 voll., Torino,
F. Casanova, 1897-1898.

166 Si vedano, ad esempio, C. Corradino, Storia d’Italia dei tempi moderni (1495-1870),
Torino, F. Casanova, 1881; Id., Storia d’Italia del Medio evo (476-1492), Torino, F. Casanova,
1885; 1d., La storia d’Italia per via di racconti e biografie, per le scuole secondarie conforme ai
programmi governativi, 4 voll., Torino, F. Casanova, 1899-1901.

167 Corradino Corrado, in Letterati e giornalisti italiani contemporanei. Dizionario bio-
bibliografico, Seconda edizione rifatta e ampliata, Napoli, T. Rovito Editore, 1922, p. 112; ¢ il
pit recente M. Tomiato, Corrado Corradino, in P. Dragone, Pittori dell’Ottocento in Piemonte,
1895-1920, Torino, Unicredito, 2004, p. 325.

168 Vigilante, Corrado, Corradino, cit., pp. 411-412.
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co'®. In realta, eccezion fatta per alcuni discorsi commemorativi, tenuti in
qualita di segretario in occasione delle periodiche adunanze dell’istituzione
carrarese, non risulta che il Frediani abbia mai trattato nelle sue ricerche e nei
suoi studi temi e questioni attinenti alla storia artistica!’’. Appassionato culto-
re di letteratura e di storia patria, egli diede alle stampe, nel 1889, un’ampia
raccolta di Studi di storia politica e letteraria'’?, la quale gli assicurod una certa
notorieta in ambito locale!”?.

Del tutto differenti, rispetto a quelli sin qui richiamati, risultano essere la
personalita e 'operato di Vincenzo Pitini Piraino (Palermo, 1853 — ivi, 1925),
professore di Letteratura e storia dell’arte nell’Istituto di Belle Arti di Palermo
per oltre un trentennio, dal 1888 al 192173, Letterato, erudito e, al contempo,
appassionato cultore di estetica, la produzione artistica di Pitini Piraino ci
restituisce, come ha efficacemente sottolineato Marafon Pecoraro, «una figura
eclettica, autore, non a caso, di scritti sia di Letteratura italiana sia di Storia
dell’arte»'".

Dopo essersi lasciato alle spalle una serie di giovanili studi eruditi, infatti,
egli s’impegnava in raffinate ricerche di storia letteraria, poi confluite nelle
monografie su Vittorio Alfieri e la civilta latina (1875), Ugo Foscolo e le sue
lezioni di eloquenza (1877), Vincenzo Monti. Studio critico (1880), La lirica
italiana nel secolo XV (1886) e in altri importanti lavori'”>, per approdare infi-
ne, in eta matura, agli studi sull’estetica e sulla critica artistica — in particolare
L’'Umanesimo nell’arte italiana del secolo XV (1896) e 1l classicismo nell’arte
italiana al principio del secolo XIX (1898)'7¢ — nei quali egli si rivela uno

169 Cfr. Annuario ufficiale del Ministero della Pubblica Istruzione 1892, Roma, Stabilimen-
to di E. Sinimberghi, 1892, p. 266.

170 Cfr. A. Scarzella, A. Bizzarri, La R. Accademia di Belle Arti di Apuania Carrara, Firen-
ze, Le Monnier, 1941, pp. 44-45.

171 A. Frediani, Studi di storia politica e letteraria, Carrara, Tipografia Sanguinetti, 1889.

172 Sj veda al riguardo la brillante recensione al saggio Studi di storia politica e letteraria
del Frediani apparsa sulle colonne della popolare «Rivista Illustrata Settimanale», vol. XIV, n.
36, 1889, p. 6.

173 F. Meli, La Regia Accademia di Belle Arti di Palermo, Firenze, Le Monnier, 1941, p.
132.

174 M. Marafon Pecoraro, L'insegnamento della Storia dell’arte nell’Accademia di Belle Arti
di Palermo dalla sua fondazione al secondo conflitto mondiale (1886-1941), «Ricerche di Storia
dell’Arte», n. 128, 2019, p. 50.

175 V. Pitini Piraino, Vittorio Alfieri e la civilta latina, Palermo, Tipografia Barcellona, 1875;
Id., Ugo Foscolo e le sue lezioni di eloquenza. Studio critico, Palermo, Tipografia Barcellona,
1877; 1d., Vincenzo Monti. Studio critico, Roma, Tipografia del Progresso, 1880; Id., La lirica
italiana nel secolo XV, Palermo, Tipografia F.lli Vena, 1886.

176 'V, Pitini Piraino, L'Umanesimo nell’arte italiana del secolo XV, Palermo, Tipografia F.1li
Vena, 1896; e Id., Il classicismo nell’arte italiana al principio del secolo XIX, Palermo, Tipo-
grafia F.1li Vena, 1898.
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«strenuo difensore dell’estetica neoclassica, nonostante che questa corrente ar-
tistica fosse ormai in procinto di tramontare definitivamente»!””.

Con la sua cultura eclettica, che pero si rivela tutt’altro che estranea o in-
differente alle questioni di estetica e alle problematiche artistiche, lo studioso
e docente palermitano sembra rappresentare una sorta di trait d’union tra la
realta dei letterati, poeti ed eruditi “prestati” all’insegnamento della Storia
dell’arte nelle Accademie dell’Italia unita e i veri e propri cultori e specialisti
dei saperi storico-artistici che proprio in questa fase, come si dira in seguito,
si avviano in numero significativo a conquistare le cattedre della disciplina.

A conferma di un tale stato di cose, vale la pena di soffermarsi sullo stesso
magistero esercitato da Pitini Piraino nell’Istituto di Belle Arti di Palermo,
quale risulta dalla prolusione al corso di Letteratura e storia dell’arte da lui
tenuto nell’anno accademico 1886-1887, dal titolo Della dignita dell’arte nova
d’Italia'”®. In essa lo studioso, lungi dal dare spazio alla vera e propria rievoca-
zione storica, si soffermava pressoché esclusivamente ad illustrare le diverse te-
orie e concezioni estetiche e le finalita dell’arte, riproponendo, nella sostanza,
un approccio alla disciplina di stampo essenzialmente filosofico e dal carattere
decisamente tradizionale:

Piu volte — egli affermava rivolgendosi ai suoi alunni — avete sentito parlare dei fini dell’ar-
te: ¢’e chi li ha considerati in rapporto alla morale: ¢’¢ chi li ha elevato sino ad un concetto
educativo della umanita. Piti volte avete sentito a parlare di varie scuole: idealista, realista,
verista, e che so io, e vi si sono dette teorie e leggi. Sono forme oziose del razionamento.
D’arte & morale, ¢ educativa, ¢ bella per sua natura. Proporle un fine vale lo stesso che non
concepirla come un’assoluta necessita del nostro spirito; le teorie e le leggi sono sorte solo
a negare la piu cosciente liberta dell’uomo. S’¢ pensata una umanita pericolante nei vizi, e
nulla potendo la scienza pel rigorismo del linguaggio e delle formule, ci s’¢ rivolti all’arte
con i suoi vezzi, con le sue grazie per questa salvezza del mondo: a quest’egro fanciullo,
che & 'uomo, aspergiamo di soavi licori gli orli del vaso in cui stanno i succhi amari della
medicina’’”.

Tra i docenti della seconda generazione provvisti di solide competenze in
ambito storico-artistico e capaci, con i loro studi e il loro magistero, di far
compiere un vero e proprio salto di qualita alla Storia dell’arte professata nelle
Accademie occorre innanzi tutto annoverare Camillo Jacopo Cavallucci (S.
Leolino in Val d’Ambra, Firenze, 1827 — Firenze, 1906), il quale succedette
nel 1874 ad Aleardo Aleardi sulla cattedra di Estetica, ora ridenominata di

177 Marafon Pecoraro, L'insegnamento della Storia dell’arte nell’Accademia di Belle Arti di
Palermo dalla sua fondazione al secondo conflitto mondiale (1886-1941), cit., p. 51.

178 'V, Pitini Piraino, Della dignita dell’arte nova d’Italia. Prolusione al Corso di letteratura
e storia dell’arte, Palermo, Tip. Fratelli Vena, 1886.

179 Ibid., p. 14.
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Letteratura e storia applicata alle belle arti'®°, del’Accademia di Firenze, della
quale avrebbe conservato la titolarita fino al 190681,

Storico, filologo ed erudito, Cavallucci manifesto fin da giovanissimo
un’autentica passione per lo studio dell’arte, in particolare per quella toscana
del Rinascimento, alla quale dedico ampie ricerche e studi eruditi. Basterebbe
qui far cenno, fra gli altri, ai saggi La Madonna di Vallombrosa di Raffaello
da Urbino (1870), S. Maria del Fiore. Storia documentata dall’origine fino
ai nostri giorni (1881), Les Della Robbia. Leur vie et leur oeuvre d’apres des
documents inedits (1884) e Vita ed opere di Donatello (1886).

E che gli studi e le ricerche dello storico dell’arte toscano si distinguessero,
anche agli occhi dei contemporanei, per il rigore filologico ed il vero e proprio
respiro internazionale, risulta attestato da piu parti. Significativo, al riguardo,
¢ il giudizio formulato da uno specialista del calibro di Peleo Bacci, ispettore
alle Gallerie fiorentine (1907) e poi reggente della Soprintendenza ai monu-
menti di Pisa (1910), dal 1923 al 1941 soprintendente ai monumenti, gallerie
e scavi archeologici a Siena, secondo il quale «[’aggiornamento sugli studi
specialistici internazionali andava in lui di pari passo con le ricerche d’archivio
che forniva ai piti importanti storici dell’arte»'82.

Collaboratore del quotidiano «La Nazione» di Firenze con lo pseudonimo
Pier d’Ambra, a partire dalla meta degli anni Cinquanta Cavallucci diresse il
«Bullettino delle arti del disegno», fondato nel dicembre del 1853 nel capoluo-
go toscano da Giovanni Boschi'®3.

Legato fin dai primi anni Sessanta al Cavalcaselle da un solido rapporto di
amicizia e di collaborazione scientifica, lo studioso toscano esercitd un ruolo
di primo piano nelle vicende postunitarie del’Accademia di Belle Arti di Fi-
renze, dapprima in qualita di ispettore delle Scuole e poi, come si ¢ gia ricor-
dato, nelle vesti di docente di discipline storico-artistiche. A lui si debbono, in
particolare, due contributi particolarmente significativi ai fini dell’approfondi-
mento della storia dell’istituzione fiorentina. Intendiamo riferirci alle Notizie
storiche intorno alla R. Accademia delle arti del disegno in Firenze (1873), e

180 Cfr. Annuario della Istruzione pubblica del Regno d’Italia pel 1874-75, Roma, Regia
Tipografia, 1875, p. 458.

181 SullPoperato di Cavallucci quale docente di Storia dell’arte nell’Accademia di Belle Arti
di Firenze si vedano ora i pregevoli contributi di C. Frulli, Notizie su Paolo Emiliani Giudici,
Camillo Jacopo Cavallucci e gli insegnamenti teorici nell’Accademia di Belle Arti di Firenze
1860-1890, in L’Accademia di Belle Arti di Firenze negli anni di Firenze capitale. Atti del conve-
gno (Firenze 2015), cit., pp. 81-143; e Ead., Gli insegnamenti storico-artistici di Paolo Emiliani
Giudici e di Camillo Jacopo Cavallucci all’Accademia di Belle Arti di Firenze, cit., pp. 30-38.

182 P, Bacci, C.J. Cavallucci, «Atti del Collegio degli Accademici della Accademia di Belle
Arti di Firenze», 1906. p. 7.

183 Fondato nel 1853 a Firenze da Giovanni Boschi, il settimanale «Bullettino delle arti del
disegno», a partire dal 1855 muto parzialmente il titolo, divenendo, sotto la direzione di Atto
Vannucci, la «Rivista di Firenze e Bullettino delle arti del disegno. Pubblicazione mensile di
scienze, Lettere ed Arti», la quale continuo ad uscire fino al 1859.
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alla Notizia storica intorno alle gallerie di quadri antichi e moderni della R.
Accademia delle arti del disegno in Firenze (1873)'84,

Per quel che concerne I'insegnamento di Letteratura e storia applicata alle
belle arti da lui impartito in Accademia, Cristina Frulli ha giustamente ri-
cordato che «non si hanno documenti su come egli preparasse le lezioni, né
su come svolgesse la didattica». La stessa studiosa, tuttavia, ha riportato la
suggestiva testimonianza di un alunno entrato nell’Accademia di Belle Arti di
Firenze nel 1874, Alfredo Melani, secondo il quale il «rigore di studioso corri-
spondeva anche al piano della didattica»'83,

In effetti, se si guarda ai due importanti manuali redatti dallo studioso to-
scano, ovvero il Manuale di storia della scultura, dato alle stampe nel 1884, e
il Manuale di storia dell’arte italiana (1895-1898) in 4 voll., pubblicato tra il
1895 e il ’98, e poi nuovamente riedito tra il 1905 e il 1907, emergono spunti
di notevole interesse non soltanto per quel che concerne il metodo e i contenuti
proposti da Cavallucci in ambito didattico, ma anche in ordine agli autori e
agli indirizzi di fondo della storiografia artistica italiana ed europea dalla qua-
le lo studioso toscano traeva principalmente ispirazione.

Nel caso del Manuale di storia della Scultura, incentrato sull’evoluzione
di tale disciplina dall’epoca degli egizi fino all’eta contemporanea, esso com-
prendeva, come precisava lo stesso autore nell’introduzione, «parte delle cose
esposte nei Corsi delle lezioni da me date» in Accademia ed era rivolto agli
«studenti negli Istituti di Belle Arti e nei Licei», nonché a tutti coloro che la
scultura «amano di conoscerla e di saperne quanto occorre per parlare con
nozioni esatte e convincimenti propri».

L'opera traeva ispirazione diretta dal celebre Manuale della storia dell’arte
di Franz Theodor Kugler, ampliato da Burkhardt, nell’edizione italiana del
1852, sebbene Cavallucci fosse consapevole dei limiti del suo compendio ri-
spetto al testo del Kugler, in quanto caratterizzato da un «procedimento [...]
monco», perché del tutto carente «[del]le attinenze fra scultura e pittura e [del]
le deduzioni per via di comparazione»!8.

Proprio allo scopo di fornire attraverso la sua opera un quadro organico
e completo dell’evoluzione delle arti nelle varie epoche storiche, lo studioso
toscano diede in seguito alle stampe il pit complesso e articolato Manuale di
storia dell’arte italiana in quattro volumi, il quale, diviso per periodi (arte an-
tica, arte medioevale, risorgimento in Italia e arte moderna) e con sezioni de-
stinate a fornire puntuali riferimenti all’arte europea, era destinato a costituire

184 C.J. Cavallucci, Notizie storiche intorno alla R. Accademia delle arti del disegno in
Firenze, Firenze, Tipografia del Vocabolario, 1873; e Id., Notizia storica intorno alle gallerie di
quadri antichi e moderni della R. Accademia delle arti del disegno in Firenze, Firenze, Tipogra-
fia del Vocabolario, 1873.

185 Frulli, Gli insegnamenti storico-artistici di Paolo Emiliani Giudici e di Camillo Jacopo
Cavallucci all’Accademia di Belle Arti di Firenze, cit., p. 38.

186 C.J. Cavallucci, Manuale di Storia della Scultura, Torino, Loescher, 1884, pp. V-VI.
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un ampio affresco della vita artistica dai tempi antichi fino alla contempora-
neita, i cui rimandi bibliografici, come ha efficacemente sottolineato ancora
Frulli, erano «gli scritti di Vasari, il Cicerone (1855) di Burkhardt, i volumi di
Cavalcaselle e di Crowe, gli studi di Miintz, la Storia estetico-critica delle arti
del disegno (1852) di Selvatico, Il Rinascimento in Italia (1879) di John Ad-
dington Symonds e i contributi di Charles Perkins sulla scultura toscana»'®’.

Lo straordinario impegno e la qualita dei risultati raggiunti da Camillo Ja-
copo Cavallucci tanto sul piano della ricerca storico-artistica, quanto su quel-
lo dell’insegnamento della disciplina nell’Accademia di Belle Arti di Firenze
sono molto probabilmente all’origine del positivo giudizio formulato nei suoi
riguardi da Adolfo Venturi, secondo il quale lo storico dell’arte toscano ope-
ro con estremo rigore, rifuggendo da declamazioni e da vane pose retoriche,
preferendo impegnarsi per la crescita e il rinnovamento della ricerca e della
didattica del settore: egli, sottolineava lo studioso modenese, «studio, lavoro,
preparo la rigenerazione degli studi di storia artistica»'58.

Compiuti entrambi gli studi in un’Accademia di Belle Arti — il primo in
quella di Brera e il secondo a Venezia — e provvisti anch’essi, al pari di Caval-
lucci, di solide competenze sul versante storico-artistico, Giuseppe Mongeri
(Milano, 1812 - ivi, 1888) e Luigi Archinti (Milano, 1825 — ivi, 1902) sareb-
bero subentrati ad Antonio Caimi sulla cattedra di Storia dell’Arte della stessa
istituzione milanese, il primo dal 1879 al 1888, e il secondo dal 1888 al 1901.

Pittore e appassionato cultore di memorie artistiche locali, tra il 1855 e il
’59 Mongeri aveva ricoperto I'incarico di presidente facente funzioni, segre-
tario e professore di Estetica nel’Accademia delle Belle Arti di Brera, nonché
quelle di conservatore della locale Pinacoteca e di componente della commis-
sione austriaca per i monumenti (1856)'%.

Collaboratore attivo di periodici culturali prestigiosi, quali la «Rivista Euro-
pea», «Il Crepuscolo», la «Nuova Antologia», «La Perseveranza» e I’«Archivio
Storico Lombardo», lo studioso diede alle stampe, in questi anni, una serie di
saggi e articoli di notevole spessore critico sui monumenti milanesi e lombardi
e attorno alla pittura italiana dei secoli passati, i quali contribuirono ad ac-
crescere la sua notorieta e la sua autorevolezza di specialista in campo storico-
artistico in ambito locale e nazionale!®°.

187 Frulli, Gli insegnamenti storico-artistici di Paolo Emiliani Giudici e di Camillo Jacopo
Cavallucci all’Accademia di Belle Arti di Firenze, cit., p. 34.

188 1. Folli, In memoria del prof. C.J. Cavallucci, «<La Nazione», 3 maggio 1913.

189 Sulla biografia e 'operato di Giuseppe Mongeri si vedano i documentati lavori di F. Valli,
Storia dell’arte in Accademia, prima della riforma, in G. Pozzi, G. Bindi (edd.), L'accademia
oltre 'accademia. Atti del convegno Formazione, conservazione e comunicazione dell’arte. Fi-
renze, Accademia di Belle Arti, 14-16 marzo 2007, Firenze, Regione Toscana — Accademia di
Belle Arti, 2009, pp. 176-180; Ead., Una volta Alessandro nella bottega di Apelle... Estetica e
storia dell’arte a Brera nell’Ottocento, «Ricerche di Storia dell’Arte», n. 128, 2019, pp. 5-20.

190 Cfr. A. Squizzato, Note per Giuseppe Mongeri scrittore d’arte: la collaborazione all’Ar-
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Allindomani dell’unificazione nazionale fu nominato commissario per I’E-
sposizione Universale di Londra (1862) e membro delle commissioni parlamen-
tari di belle arti e dei musei (1862). In quest’ultima veste, Mongeri collaboro
con Giovanni Morelli alla messa a punto di una serie di progetti e di proposte
di legge per il riordinamento delle pinacoteche e dei musei nazionali. Ma 'ami-
cizia e la collaborazione scientifica con Giovanni Morelli sarebbe andata ben
al di 1a delle vicende parlamentari e dell'impegno in ambito legislativo, perme-
ando lintera personalita e lo stesso profilo di storico dell’arte del Mongeri'”!.
Nello stesso periodo, lo studioso fu chiamato a far parte della consulta arche-
ologica di Milano (dal 1863 al 1882) e della commissione conservatrice dei
monumenti d’arte e d’antichita per la provincia di Milano (dal 1877 al 1881).

Divenuto nel 1874 socio della Societa Storica Lombarda e ’anno seguente
membro dell’Istituto Lombardo di Scienze Lettere ed Arti, Mongeri partecipo
attivamente ai vivaci dibattiti registratisi in questi anni sulle trasformazioni
urbanistiche di Milano e prese posizione su taluni grandi interventi architet-
tonici realizzati nel capoluogo lombardo, come nel caso della vecchia Stazione
Centrale, della sistemazione di Piazza Duomo e della Galleria, del Cimitero
Monumentale!®?.

Risale al 1879, come si ¢ gia ricordato, la sua nomina a professore titolare
di Storia dell’arte nell’Accademia delle Belle Arti di Brera'®3. In tale veste Mon-
geri, oltre a continuare gli studi gia intrapresi in precedenza sui monumenti
milanesi e lombardi e sull’antica pittura italiana, dedico una sempre maggiore
attenzione alle istituzioni museali'®*.

Notevole fu anche il suo impegno sul versante dell’affinamento delle me-
todologie d’indagine in ambito storico-artistico e del rinnovamento della di-
dattica della disciplina professata in Accademia. Persuaso della necessita di
lasciarsi definitivamente alle spalle "approccio tradizionale e, al contempo, di

chivio Storico Lombardo (1874-1888), in R. Alessandro, C. Rosanna (edd.), Le riviste d’arte in
Italia tra Otto e Novecento. Percorsi di ricerca, Milano, Vita & Pensiero, 2007, pp. 218-240.

191 Sj vedano, al riguardo, i numerosi riferimenti all’importanza di tale collaborazione con-
tenuti nei contributi accolti in G. Agosti, M.E. Manca, M. Panzeri (edd.), Giovanni Morelli e la
cultura dei conoscitori. Atti del Convegno internazionale (Bergamo, 4-7 giugno 1987), 3 voll.,
Bergamo, P. Lubrina, 1993.

192 Cfr. E. Visconti Venosta, Giuseppe Mongeri: necrologio, «Archivio Storico Lombardo»,
vol. XV, 1888, pp. 201-213.

193 TIn realta il decreto di nomina porta la data del 18 gennaio 1880. Cfr. D.M. 18 gennaio
1880 — Mongeri Giuseppe e nominato, per un biennio, professore di Storia dell’arte nell’Acca-
demia di Belle Arti di Milano, in BUMPI, vol. VI, n. 1, gennaio 1880, p. 56.

194 Sj vedano ad esempio: G. Mongeri, La Pinacoteca di Brera e il suo nuovo orientamento,
«Bollettino della Consulta archeologica del Museo storico artistico di Milano», vol. IV, 1877,
pp- 3-11; Id., Il nuovo museo artistico municipale, «Archivio Storico Lombardo», vol. V, 1878,
pp- 517-535; Id., Museo Patrio d’Archeologia, in Gli istituti scientifici, letterari ed artistici di
Milano. Memorie pubblicate per cura della Societa Storica Lombarda in occasione del secondo
Congresso storico italiano, 2 di settembre 1880, Milano, Tipografia G. Pirola, 1880, pp. 685-
695.
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respingere ogni forma di dilettantismo e d’improvvisazione nel campo della
storia dell’arte, lo studioso s’impegno nella messa a punto di quello che, a
suo avviso, avrebbe dovuto costituire un vero e proprio metodo scientifico
da utilizzare nell’indagine storico-artistica, ossia uno studio condotto sulle
fonti archivistiche che, unito a una lettura formale e visiva dell’opera d’arte,
oltrepassasse la ristretta prospettiva erudita per fornire una valutazione piu
scrupolosa e autentica dell’opera d’arte stessa e della sua storia.

Un metodo, quest’ultimo, che avrebbe trovato una significativa applicazio-
ne nel manuale di storia dell’arte dato alle stampe da Mongeri nel 1884, per i
tipi dell’editore milanese Hoepli, con il titolo 1l libro dell’arte'®, al quale fara
seguito, nel 1887, un secondo manuale dedicato a Gli stili architettonici, que-
sta volta pubblicato dal Vallardi e destinato agli studenti dei nuovi corsi di arti
applicate!?®.

Il libro dell’arte, diviso in cinque parti, corrispondenti alle diverse eta della
storia («’antichita, il medioevo, il rinascimento in Italia, il rinascimento ol-
tr’Alpi, I’eta contemporanea»), si proponeva di approfondire «tutte le diverse
espressioni manifestate dell’arte, da’ suoi piu rozzi principii fino ai nostri gior-
ni», ed era arricchito da ben «duecentocinquanta tavole portanti oltre duemila
disegni». Suddiviso in due distinte parti o sezioni — «la prima consistente in
un testo breve, ma succoso, la seconda nel ricco corredo di tavole, che hanno
il grande pregio di porgere 'immagine sensibile di quanto € genericamente
accennato nel testo» —, il manuale costituiva a tutti gli effetti un’applicazione
del metodo messo a punto dallo studioso milanese, secondo il quale «a farsi un
concetto chiaro di quanto concerne 'argomento proposto vale di piu la sempli-
ce immagine grafica dell’oggetto, che non le piu compite descrizioni in parole».

Si potrebbe aggiungere che il testo, senza perdere il suo carattere di com-
pendio di carattere divulgativo scritto con linguaggio piano e fruibile anche da
parte di un pubblico di non specialisti, si faceva apprezzare per la ricchezza dei
riferimenti bibliografici e il rigore della ricostruzione proposta.

Pur destinato principalmente ai giovani allievi del’Accademia di Brera, pe-
raltro, Il libro dell’arte avrebbe trovato lettori anche al di fuori della cerchia
degli artisti e del mondo accademico, tra i semplici appassionati d’arte e negli
ambienti della borghesia colta: «Un’opera siffatta — si affermava, ad esempio,
in una recensione apparsa anonima sul periodico «Arte e Storia» nel genna-
io del 1884 — si raccomanda da sé in ogni famiglia che aspiri a mettersi al
pari con quanto concerne la cultura generale secondo le esigenze dei tempi
moderni»'?’.

195 G. Mongeri, Il libro dell’arte, Milano, Hoepli, 1884.

196 1d., Gli stili architettonici, Milano, Vallardi, 1887.

197 Si veda al riguardo 'anonima ma efficace recensione dell’opera data alle stampe su una
delle piu prestigiose riviste del settore: Il libro dell’arte, diviso in cinque periodi storici, con
250 tavole portanti oltre due mila disegni ordinati e spiegati da Giuseppe Mongeri, Professore
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Del fecondo e innovativo magistero esercitato da Mongeri tra le mura
dell’Accademia di Belle Arti di Brera si ritrova una significativa testimonianza
nel discorso pronunciato nel gennaio del 1888 da Giulio Carotti, che sarebbe
poi divenuto a sua volta professore di Storia dell’Arte a Milano a partire dal
1902, in occasione della morte dello studioso milanese. Nel delineare i grandi
meriti di quello che egli definiva «il Nestore dei critici d’arte lombardi», Ca-
rotti sottolineava come Mongeri avesse «contribuito a diffondere una critica
e una storia dell’arte del tutto moderne, fondate su un procedimento positivo
e filologico», e come egli fosse stato il vero e proprio iniziatore, nel capoluogo
lombardo, di uno «studio razionale, essenzialmente scientifico» della storia
dell’arte!®8.

Anche la riflessione storiografica successiva avrebbe ribadito a piu riprese
gli indubbi meriti del magistero storico-artistico di Mongeri. Nella sua docu-
mentata storia dell’Accademia di Belle Arti di Milano, ad esempio, Eva Tea
sottolineava come lo studioso, «entrato in Brera come segretario e professo-
re di Estetica nel 1854, fu uno dei piu insigni studiosi d’arte lombarda; al-
la quale diede contributi utili ancor oggi per copia di erudizione e sagacita
d’indagine»'?’.

Pittore anch’egli, al pari del Mongeri, nonché letterato e critico d’arte, Luigi
Archinti, come si € gia ricordato, aveva compiuti gli studi nell’Accademia di
Belle Arti di Venezia tra il 1842 e il 48 ed era stato uno dei precettori dei figli
del governatore austriaco di Venezia. Fervente patriota, all’indomani della co-
stituzione della Repubblica di S. Marco non aveva esitato ad arruolarsi come
volontario e a partecipare alla battaglia di Sorio nell’aprile del 1848 presso
Montebello e Vicenza.

La sua dedizione alla causa risorgimentale lo avrebbe spinto a combattere
ancora, nonostante gli avversi esiti di questa prima fase della lotta per I'indi-
pendenza:

Quando il 22 agosto 1849 la repubblica cade e Venezia ritorna sotto il dominio asburgi-
co, Archinti si trasferisce a Parigi dove studia per un breve periodo con il pittore Thomas
Couture. Approfitta di quel periodo per viaggiare e visita anche la Svizzera, il Belgio e
I’Olanda. Successivamente, nel 1850 decide di recarsi per un anno a Torino presso ’Ac-
cademia Albertina. Nel 1859, con Pinizio della seconda guerra d’Indipendenza decide di
arruolarsi presso il Battaglione Bersaglieri Volontari di Vignola. Partecipera anche alla

all’Accademia di Belle Arti in Milano ecc. ecc. Milano, Ulrico Hoepli, libraio-editore, 1884,
«Arte e Storia», vol. III, n. 2, 13 gennaio 1884, pp. 13-14.

198 G. Carotti, Discorso pronunciato in occasione della solenne distribuzione dei premi per
I’Anno scolastico 1886-1887, in Atti della R. Accademia di Belle Arti in Milano. Anno MDCC-
CLXXXVII, Milano, Tipografia P. Faverio, 1888, p. 6; € Relazione del Segretario Carotti dott.
Giulio, in Atti della R. Accademia di Belle Arti in Milano. Anno MDCCCLXXXVIII, Milano,
Tipografia P. Faverio, 1889, pp. 56-58.

199 E. Tea, L’Accademia di Belle Arti a Brera — Milano, Firenze, Le Monnier, 1941, p. 105.
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terza guerra d’indipendenza, e sara in occasione della battaglia di Custoza (1866) che gli
sara riconosciuta la medaglia d’argento al valor militare?°.

Solamente nel 1871 Archinti dara le dimissioni dall’esercito e riprendera la
sua attivita di pittore, avviando altresi una serie di collaborazioni con «Il Cor-
riere della Sera», «’Illustrazione italiana», la «Rassegna italiana», la «Rivista
europea» e I’«Arte italiana decorativa e industriale» in qualita di critico d’arte.
Divenuto in seguito membro del consiglio accademico dell’Accademia di Belle
Arti di Milano, nel 1888, come si € gia ricordato, previo superamento di appo-
sito concorso, lo studioso fu chiamato a succedere al Mongeri sulla cattedra di
Storia dell’Arte della stessa Accademia, incarico che avrebbe conservato fino
al 1901. Contemporaneamente, egli divenne anche membro della commissione
per la conservazione dei monumenti in Lombardia2®!,

Nel 1878, intanto, con lo pseudonimo di «Luigi Chitarni» aveva dato alle
stampe per I’editore milanese Treves un testo, Larte attraverso i secoli, cor-
redato da oltre cinquecento incisioni???, il quale sarebbe divenuto il manuale
di riferimento per gli allievi dell’Accademia che frequentavano il suo corso.
In esso, lo studioso sviluppava una nuova teoria storica applicata alle arti, da
considerarsi «non piu sotto il concetto ontologico del bello, ma sotto quello
del sentimento umano della storia, manifestato per mezzo dell’arte, concetto
che permette al’Archinti di comprendere nella storia artistica tutte le manife-
stazioni artistiche, anche quelle dell’arte brutta»2%3.

Destinato a circolare anche al di fuori dell’Accademia e dei circoli degli
studiosi e degli specialisti, il testo, nuovamente riedito nel 1891, incontro una
discreta fortuna anche come opera di divulgazione artistica per la borghesia
colta milanese, al punto da essere recensito dalle principali riviste di attualita
e di costume dell’epoca. Sulle pagine de «’Illustrazione Italiana», ad esempio,
nell’autunno del 1878 veniva sottolineato come, nonostante esso costituisse a
tutti gli effetti «un trattato di estetica, di filosofia dell’arte, scritto con ingegno,
con dottrina, con garbo», la sua lettura avrebbe appassionato anche il sempli-
ce lettore fornito di buona cultura e interessato ad approfondire I’evoluzione
dell’arte e i «fenomeni sociali ai quali, attraverso i secoli, si € accompagnatan»:
«Il magnifico tomo vi presenta ben cinquecento incisioni. Potete, senza affati-

200 A.M. Comanducci, Dizionario illustrato dei pittori, disegnatori e incisori italiani mo-
derni e contemporanei, a cura di L. Pelandi e L. Servolini, Milano 1962, p. 69.

201 Cfr. Archinti (Luigi), in A. De Gubernatis (dir.), Dizionario biografico degli scrittori
contemporanei ornato di oltre 300 ritratti, Firenze, coi tipi dei Successori di Le Monnier, 1879,
p- 50.

202 1. Chitarni [pseud. di L. Archinti], L'arte attraverso ai secoli, con 552 incisioni e 68
tavole staccate dal testo, Milano, Treves, 1878.

203 Archinti (Luigi), cit., p. 50.
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carvi, ma anzi con gran diletto, passare in rassegna tutte le meraviglie dell’arte
di ogni epoca, d’ogni paese»>"4.

Forse proprio la buona accoglienza suscitata anche tra i non specialisti da
Larte attraverso ai secoli avrebbe spinto Archinti, qualche anno piu tardi, a
dare alle stampe, sempre per i tipi dell’editore milanese Treves, l'opera di ca-
rattere divulgativo Le meraviglie delle arti (1881-82)%%%.

Nel 1895, infine, ’Archinti pubblicava con I'editore milanese Vallardi un
nuovo manuale destinato precipuamente agli allievi dei corsi di arti applicate,
dal titolo Degli stili nell’architettura®°®, il quale rappresentava la prima parte
di un trittico di testi di stampo manualistico su «[’Architettura nella storia e
nella pratica» che annoverava tra gli autori, oltre all’Archinti, anche Francesco
Malaguzzi Valeri e Alfredo Melani.

Nella Prefazione al primo dei tre tomi che costituivano il testo, quello de-
dicato all’«Antichita Pagana», lo studioso sottolineava come in tale opera si
proponesse di applicare alla storia dell’arte e dell’architettura lo stesso metodo
«introdotto da Darwin nella storia naturale», ossia «risalire dalle variazioni
anche leggiere di individui in date condizioni d’ambiente, alla cognizione delle
leggi e delle forze che determinano la variazioni di specie, le quali per I’arte
sono variazioni degli stili». E ¢io in quanto solo il «metodo darwiniano [...],
gia applicato da insigni scienziati ad altri rami dello scibile», costituiva a suo
avviso «l’unico metodo scientifico per la storia dell’arte», quello che piu di
ogni altro poteva lumeggiare le tappe e le caratteristiche della sua evoluzione
nel corso del tempo:

Appena gettati alle ortiche gli arcaici postulati della vecchia estetica — concludeva Archin-
ti — per affidarmi esclusivamente alla polare di Darwin, ne provai I’efficacia, trovando la
massima evidenza dei nessi di transizione da un periodo storico all’altro, da uno all’al-
tro stile nelle serie secolari delle successive evoluzioni. Una evidenza pari a quella dei
nessi, delle sovrapposizioni, degli strati geologici e delle successioni delle specie vegetali e
animali della storia naturale. Come in questa, massime per le modificazioni delle eta pit
remote, si presentano delle soluzioni di continuita anche nella catena delle modificazioni
degli stili nell’arte, causate dalla scomparsa di esemplari degli stili piu transitorii, ma,
come avviene per la storia naturale, tali lacune non distruggono ’evidenza di quel proces-
so evolutivo continuo, che & uno dei pit ammirabili portati dalla scienza moderna, dovuti

207

al genio di Darwin“"".

Come sottolineava Eva Tea nella sua gia ricordata storia dell’Accademia di
Belle Arti di Milano, Luigi Archinti, «consacratosi agli studi storico-artistici»

204 J’Arte attraverso i secoli di L. Chirtani, «’lllustrazione Italiana», vol. V, n. 43, 27 ot-
tobre 1878, pp. 266.

205 L. Archinti, Le meraviglie delle arti descritte da Andrea Lefevre e Luigi Viardot, con
numerose note ed aggiunte, 2 voll., Milano, Treves, 1881-82.

206 L. Archinti, Degli stili nell’architettura, 3 voll., Milano, Vallardi, 1895.

207 Ibid., Vol. 1, pp. V-VI.
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dopo aver combattuto a lungo nelle guerre risorgimentali, «porto nell’insegna-
mento una competenza approfondita dalla cognizione diretta dei monumenti,
sebbene meno erudita di quella del Mongeri»28.

A conclusione di questa nostra rassegna, ¢ il caso di soffermarci sulla figura
e l'opera di Basilio Magni (Velletri, 1831 — Roma, 1925), certamente la per-
sonalita piu emblematica e autorevole della generazione di studiosi chiamati
ad insegnare la Storia dell’arte nelle Accademie di Belle Arti della penisola nel
corso degli anni Settanta e Ottanta del secolo XIX.

Giurista, letterato e storico dell’arte, dopo aver compiuto, tra il 1839 e il
1848, gli studi nel seminario diocesano della natia Velletri ed avere poi ottenu-
to, nel 1854, la laurea in Giurisprudenza all’Universita di Roma, esercito per
circa un quindicennio la professione di avvocato, pur senza mai tralasciare
gli amati studi di letteratura e d’arte. Nella capitale frequento la bottega del
pittore romagnolo Giovanni Battista Bassi e la scuola di Eloquenza latina e
italiana diretta da Francesco Massi.

Risale a questo stesso periodo la scelta del Magni di applicarsi in modo
sistematico agli studi storico-artistici sotto la guida di Gaetano Milanesi, ce-
lebre per la sua edizione delle Vite del Vasari (1865), e per la pubblicazione
delle Lettere di Michelangelo (1875)%%. 1 suoi primi lavori di carattere storico-
artistico, dati alle stampe a partire dai primi anni Settanta su giornali e riviste
(in particolare quelli apparsi sulle colonne de «Il Buonarroti. Scritti sopra le
Arti e le Lettere», il periodico fondato da B. Gasparoni e continuato poi da E.
Narducci che dagli anni Sessanta animava il panorama storico-artistico roma-
no), sarebbero poi stati raccolti e pubblicati nel volume Prose d’arte, apparso
nel 1875 e nuovamente riedito nel 190621,

A partire dal 1870, abbandonata la professione forense, lo studioso si de-
dico completamente agli studi letterari e artistici. Autore di varie prose e di
diverse tragedie?!!, a cavallo tra gli anni Settanta e Ottanta pubblico anche due
raccolte poetiche, I vignaiuoli. Idilli (1878) e Versi (1882), destinate ad incon-

208 Tea, L’Accademia di Belle Arti a Brera — Milano, cit., p. 105.

209 Carlo Milanesi (Siena, 1816 — ivi, 1867), letterato, storico, paleografo e archivista. Nel
marzo 1848 fu nominato Ispettore nelle scuole dell’Accademia di Belle Arti di Firenze, incarico
che tenne per poco meno di un decennio. Editore delle lettere di Michelangelo Buonarroti, in
collaborazione, fra gli altri, con Jacopo Cavallucci, curo la ristampa del trattato di pittura di
Cennino Cennini (Il Libro dell’Arte, o Trattato della Pittura di Cennino Cennini, Firenze 1850);
assieme ad altri, inoltre, tra il 1846 e il 1857, curd ledizione in 14 volumi delle Vite del Vasari
per i tipi dell’editore fiorentino Le Monnier. Su di lui: G. Fazzini, Milanesi, Carlo, in Dizionario
Biografico degli Italiani, cit., 2010, Vol. 74, pp. 418-420.

210 B, Magni, Prose d’arte, Roma, Tipografia Barbéra, 1875 (2* ed., Torino, F.lli Bocca,
1906).

211 Sivedano, ad esempio, B. Magni, Imelda Lambertazzi. Tragedia, Roma, G. Aureli, 1865;
Id., Romolo. Tragedia, Roma, Coi tipi di Mario Armanni, 1890; Id., Debora e Giaele. Tragedia,
Roma, E. Mantegazza, 1891; Id., Boezio. Tragedia, Roma, E. Mantegazza, 1892; Id., Tragedie
e poesie, Torino, F.1li Bocca, 1909.
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trare una certa fortuna®!2. Dopo essere divenuto, nei primi anni Settanta, inse-

gnante di Lettere presso la Scuola tecnica del Liceo Ennio Quirino Visconti?!?,

e poi presso la Scuola normale femminile, nel 1873, a seguito del superamento
del relativo concorso, Magni era chiamato a ricoprire la cattedra di nuova
istituzione di Storia dell’Arte nell’Accademia di Belle Arti della Capitale, della
quale avrebbe conservato la titolarita per quasi quarant’anni, fino al luglio del
1912214,

A partire dall’anno accademico 1882-83, e per ben 14 anni, ossia fino al
1896-97, inoltre, egli sara incaricato di tenere la «Lettura scientifica di Storia
dell’arte», nella Facolta di Lettere della Sapienza di Roma, ossia una sorta
di corso integrativo e non obbligatorio, rivolto anche ai non iscritti ai corsi
regolari della Facolta, il quale prevedeva una lezione pubblica di un’ora a set-
timana?!'’.

Il 10 novembre 1884, due anni dopo l'avvio delle sue lezioni nell’Ateneo
romano?!'®, Magni presentava domanda alla Facolta di Lettere per ottenere la
libera docenza, ossia «I’abilitazione all’insegnamento libero, con effetti lega-
li, della Storia dell’Arte presso questa universita». Tra i titoli presentati dallo
studioso veliterno c’erano indubbiamente la gia ricordata raccolta Prose d’arte
e qualche altro contributo apparso successivamente su riviste: un po’ poco,
forse, per convincere la commissione nominata dalla Facolta — della quale fa-
cevano parte il titolare della cattedra di Antichita greche e romane Ettore De

212 B. Magni, Sonetti, Imola, Tipografia Galeati e figlio, 1871; Id., I vignaiuoli. Idilli, Roma,
Tipografia del Senato, 1878 (4* ed., Roma, F. Failli, 1905); Id., Versi, Roma, A. Paolini, 1882.

213 Cfr. M. Nocca, Fare gli Italiani. Ettore Novelli e Basilio Magni. Biblioteche e storia
dell’arte a Roma nel processo nazionale unitario dopo il 1870, in L. Ciocca (ed.), Storie d’archi-
vio. Contributi recati alla storia di Velletri, Roma, Gruppo Editoriale Tab, 2023, pp. 213-226.

214 Cfr. R.D. 5 agosto 1912 — con il quale, dal 1° agosto 1912, Magni comm. Basilio, pro-
fessore di Storia dell’arte nell’Istituto di Belle Arti di Roma, ¢ collocato a riposo, per avanzata
eta ed anzianita di servizio, in BUMPI, vol. XL/I, n. 7, 13 febbraio 1913, p. 657.

215 D’Annuario della Regia Universita di Roma «La Sapienza». Per I'anno scolastico 1885-
1886, Roma, Tipografia F.lli Pallotta, 1886, informa che, oltre ai 27 corsi d’insegnamento uffi-
ciali erogati ogni anno dalla Facolta di Filosofia e Lettere dell’Ateneo, erano previste anche quat-
tro «Letture Scientifiche», impartite per un’ora, una volta alla settimana, e relative alle seguenti
discipline integrative: Lingua francese, inglese, russa e Storia dell’arte.

216 Nella Notizia biografica dell’Autore, ispirata dallo stesso Magni e firmata Gli Editori,
premessa alla sua Storia dell’arte italiana dalle origini al secolo XX edita nel 1900, lo studioso
avrebbe cosi motivato la scelta di portare I'insegnamento della Storia dell’arte, fino a quel mo-
mento confinato nelle sole Accademie di Belle Arti, anche tra le mura della Sapienza: «Mal sof-
frendogli Panimo che nella R. Universita di Roma si spiegasse soltanto la storia dell’Arte antica
dal professore di Archeologia in cio che a questa avesse attinenza, ebbe il felice concetto nel 1882
che fosse ampiamente dichiarata anche I’arte medioevale e moderna insino ad oggi; ed egli mede-
simo ivi la svolse con eloquente parola per lo spazio di quattordici anni: cosicché se questa nuova
cattedra venne poi ufficialmente istituita, a lui ne spetta il merito, per averla egli primo fondata
di fatto» (Gli Editori, Notizia biografica dell’Autore, in B. Magni, Storia dell’arte italiana dalle
origini al secolo XX. Nuova edizione riveduta e accresciuta dall’Autore, 3 voll., Roma, Officina
Poligrafica Romana, 1905, Vol. I, pp. V-VI).
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Ruggiero, quello di Storia moderna Carlo Belviglieri e quello di Letteratura
italiana Fabio Nannarelli — dell’assoluta legittimita della richiesta e dell’indi-
scussa qualita scientifica del candidato, alla luce, peraltro, delle diffuse dif-
fidenze nutrite dalle schiere di letterati, classicisti, storici e membri di altri
importanti ambiti scientifici dell’universita italiana nei riguardi della storia
dell’arte considerata come disciplina scientifica a sé, con un proprio e autono-
mo statuto epistemologico®!”.

Non a caso, la commissione istituita dalla Facolta di Lettere non ritenne di
poter accordare la libera docenza allo studioso, pur manifestando un generico
apprezzamento per I'insegnamento da questi impartito nelle aule della Sapien-
za: «La Facolta — si legge nella relazione finale — ¢ lieta dell’insegnamento che
fa il Prof. Magni, con tanto successo, ma non crede che egli possegga i titoli
scientifici sufficienti, perché se ne possa proporre il pareggio»>!8.

Basilio Magni non ripresentera piu domande di libera docenza, neppure
dopo la pubblicazione della sua monumentale Storia dell’arte italiana dalle
origini al secolo XX (1900) in piu volumi, sulla quale torneremo fra poco. Egli
conservera, tuttavia, I'incarico della «Lettura scientifica» di Storia dell’arte, il
quale sara abolito, come si € gia ricordato, solo nel 1897.

Sul finire degli anni Ottanta, comunque, Pesperienza di Basilio Magni
all’Universita di Roma s’intreccera con quella di Adolfo Venturi. Nel novem-
bre del 1888 quest’ultimo, gia da un decennio divenuto ispettore della Galleria
Estense di Modena e ora incaricato della catalogazione degli oggetti d’arte
dello Stato, presentava a sua volta domanda per ottenere la libera docenza in
Storia dell’arte alla Sapienza. Della commissione insediata dalla Facolta di
Lettere allo scopo di valutare tale richiesta facevano parte I’archeologo Ro-
dolfo Lanciani e i gia ricordati Ettore De Ruggiero (poi sostituito dal latinista
Onorato Occioni) e Fabio Nannarelli. In questo caso, com’ noto, a differenza
di quanto era accaduto con Basilio Magni, la commissione si espresse unani-
memente in modo favorevole nei riguardi del candidato, accordando nel mag-
gio del 1889 al Venturi la libera docenza?'.

Da questo momento, e fino al 1897 come vedremo, Magni e Venturi co-
abiteranno tra le mura dell’Ateneo capitolino occupandosi sostanzialmente
dell’insegnamento della stessa disciplina, ma, per quello che ne sappiamo, sen-

217 Si vedano, in particolare, i riferimenti al tema contenuti nella prima parte dell’ampio e
documentato lavoro di G. Agosti, La nascita della storia dell’arte in Italia. Adolfo Venturi dal
museo all’'universita (1880-1940), Venezia, Marsilio, 1996. Alcuni spunti di grande interesse su
tale questione si ritrovano anche in S.A. Meyer, Cenerentola a scuola. Il dibattito sull’insegna-
mento della storia dell’arte nei licei (1900-1943), Macerata, eum, 2023.

218 Cfr. Verbali 1882-1889, 13 giugno 1885. Merita di essere sottolineato che Adolfo Venturi
e Basilio Magni lavorarono negli stessi ambienti universitari per piu di sette anni, fino al 1897,
ma non risulta traccia di contatti e di rapporti di collaborazione scientifica e culturale tra i due.

219 Cfr. Agosti, La nascita della storia dell’arte in Italia. Adolfo Venturi dal museo all’uni-
versita (1880-1940), cit., pp. 131 e ss.
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za avere contatti diretti e senza sviluppare nessuna forma di collaborazione. A
partire dall’anno accademico 1890-1891, infatti, mentre Basilio Magni conti-
nuava a svolgere regolarmente nelle aule della Sapienza la sua «Lettura scien-
tifica» di Storia dell’arte, Adolfo Venturi vi teneva il suo primo corso libero, il
quale, due anni piu tardi, sarebbe stato trasformato, per volonta della Facolta,
in un incarico vero e proprio di Storia dell’arte medievale e moderna. Una
forzata convivenza destinata a durare, come si € gia accennato, fino al 1897,
allorché con I’elevazione da parte della Facolta di Lettere dell’insegnamento di
Storia dell’arte medievale e moderna del Venturi a «corso ufficiale»??, la «Let-
tura scientifica» di Storia dell’arte di Basilio Magni sarebbe stata cancellata e
il suo titolare costretto a lasciare definitivamente I’Universita di Roma.

In realta, nel momento in cui era costretto a lasciarsi alle spalle I'insegna-
mento universitario, Basilio Magni stava portando a termine la sua impresa
culturale e scientifica di maggiore rilevanza in ambito storico-artistico. Tra il
1890 e il *98, infatti, ormai ultrasessantenne (era nato nel 1831), egli avrebbe
attraversato tutta |’Italia, compiendo ben sei viaggi in treno e visitando centi-
naia di localita d’arte, operando sulla scia delle grandi imprese di inventaria-
zione e catalogazione dei beni artistici della penisola compiute all’indomani
dell’'unificazione nazionale da Giovanni Morelli e da Giovanni Battista Caval-
caselle e dei viaggi di studio realizzati in seguito da Adolfo Venturi per portare
a compimento la sua monumentale Storia dell’arte italiana (1901-1940, 11
voll.).

DLintento dello studioso veliterno era quello di «conoscere direttamente i
musei piu importanti della penisola, che dagli anni Ottanta vedono una prima
riorganizzazione per la neonata amministrazione delle Belle Arti dello Stato
unitario, ma anche verificare direttamente sul territorio la presenza delle opere
d’arte raccontate dal Vasari»??!: come si evince dalle note a matita raccolte
nei suoi sei quaderni di viaggio, o vergate a margine delle guide a stampa dei
musei e delle localita visitate??2.

Tali viaggi di studio e ’'enorme mole di appunti, informazioni e dati da essi
ricavati avrebbero costituito la base documentaria della sua monumentale Sto-
ria dell’Arte Italiana dalle origini al secolo XX, pubblicata per la prima volta
a Roma nel 1900 per i tipi dell’Officina Poligrafica Romana, e poi piu volte
riedita fino al 1922223; nonché degli altri importanti lavori dati alle stampe dal

220 Sj veda il D.M. 8 ottobre 1896 — che nomina Venturi Adolfo per I'anno scolastico 1896-
97, dal 16 ottobre 1896, incaricato di Storia dell’arte medioevale e moderna nell’ Universita di
Roma, con la retribuzione di L. 1250, «Bollettino Ufficiale del Ministero della Pubblica Istru-
zione», vol. XXIII/II, n. 43-44, 22-29 ottobre 1896, pp. 1617-1618.

221 Nocca, Fare gli Italiani. Ettore Novelli e Basilio Magni. Biblioteche e storia dell’arte a
Roma nel processo nazionale unitario dopo il 1870, cit., pp. 212-213.

222 Sj vedano al riguardo I quaderni di viaggio manoscritti del Magni, conservati nella Bi-
blioteca “Antonio Sarti”, Accademia di San Luca, Miscellanea Magni, 26.

223 B, Magni, Storia dell’arte italiana dalle origini al secolo XX, 3 voll., Roma, Offici-
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Magni successivamente, come nel caso del saggio Della pittura di paese in Ita-
lia (1906)?** e della raccolta di testi dal titolo Prose letterarie, morali e civili
(1912)225,

Condotta nel solco della lezione del suo maestro Gaetano Milanesi, e dun-
que incentrata sui «legami delle opere con la letteratura, con le vicende biogra-
fiche degli artisti narrate dalle fonti», la Storia dell’Arte Italiana dalle origini
al secolo XX del Magni, che vedeva la luce in singolare concomitanza con I’u-
scita dei primi volumi di quella del Venturi??®, era destinata a costituire, com’@
stato giustamente rilevato, «il contributo piu importante a quel tema di ‘fare
gli Ttaliani’ attraverso la divulgazione scientifica, in questo caso con lallesti-
mento di un panorama completo ed esauriente di tutta I’arte italiana, e che ha
origine dalle prime manifestazioni di una civilta figurativa che, a buon diritto,
possiamo considerare progenitrice della nostra: la civilta etrusca»??’.

Nel ripercorrerne la genesi e nel delineare 'impostazione e le caratteristiche
di fondo della sua Storia dell’Arte Italiana dalle origini al secolo XX, l'auto-
re sottolineava nel Proemio dell’opera come essa costituisse, innanzi tutto, il
frutto di vaste ricerche condotte sul campo:

A tener desto in Italia il vivo senso del bello — scriveva Magni —, imprendiamo ad ordinare
appunto in un corpo solo ben organato e connesso e a dare, per cosi dire, tutta d’un pezzo
la storia dell’architettura, scultura e pittura italiana dalle prime origini a tutto il secolo
decimonono, il cui materiale con accurate e amorose indagini abbiamo in pit anni appa-
recchiato. Convinti poi che le opere d’arte bisogna osservarle, abbiamo visitato I'Italia
per lungo e per traverso nell’ultimo decennio del secolo, senza perdonare né a spese, né
a fatiche, né a disagi, notando quanto v’ha di pregevole ne’ monumenti, nelle chiese, ne’
palazzi, ne’ musei e nelle pinacoteche~°.

Dopo avere altresi ricordato come, pur incentrando naturalmente l’atten-
zione sulla produzione artistica della penisola, 'opera non avrebbe mancato
di richiamare «ne’ luoghi opportuni» i «piu eccellenti pittori delle scuole eu-
ropee, specialmente della olandese, fiamminga, tedesca, francese e spagnuola,
derivate o ringiovanite dalla grande scuola italiana»?2°, l’autore si soffermava

na Poligrafica Romana, 1900-1902; Id., Storia dell’arte italiana dalle origini al secolo XX.
Nuova edizione riveduta e accresciuta dall’Autore, 3 voll., Roma, Officina Poligrafica Romana,
1905; 1d., Storia dell’arte italiana dalle origini al secolo XX. 3° edizione riveduta e accresciuta
dall’Autore, 4 voll., Roma, P. Maglione e C. Strini successori Loescher, 1922-1924.

224 B, Magni, Della pittura di paese in Italia, «Nuova Antologia», serie V, vol. CXXII, 1906,
pp. 240-268.

225 1d., Prose letterarie, morali e civili. Con autobiografia, Torino, F.lli Bocca, 1912.

226 Cfr. Agosti, La nascita della storia dell’arte in Italia. Adolfo Venturi dal museo all’uni-
versita (1880-1940), cit., pp. 155-157.

227 Nocca, Fare gli Italiani. Ettore Novelli e Basilio Magni. Biblioteche e storia dell’arte a
Roma nel processo nazionale unitario dopo il 1870, cit., pp. 219-220.

228 Magni, Storia dell’arte italiana dalle origini al secolo XX. Nuova edizione riveduta e
accresciuta dall’Autore, cit., Vol. 1, Proemio, p. VIIIL.

229 Tra i quali «il Rembrandt, il Rubens, il Van Dyck, I"'Holbein, il Durero, il Poussin, il
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a delineare il peculiare approccio che aveva inteso conferire alla sua ricostru-
zione, la quale si poneva in totale controtendenza con le storie artistiche ap-
parse in quello stesso periodo (e qui era evidente il chiaro riferimento polemico
all’opera di Adolfo Venturi) ed ispirate, a suo avviso, ad una superficiale con-
cezione erudita di chiara matrice positivistica, del tutto estrinseca all’esperien-
za artistica:

Alla parte estetica miriamo innanzi tutto — sottolineava Magni —, che si riferisce all’as-
soluta bellezza; non dilungandoci in certe minute disquisizioni, anche archeologiche, le
quali con tutto 'esame e gli argomenti della critica e con tutte le ragioni della storia,
lasciano sempre qualche oscurita e dubbiezza; onde torna a vuoto di cio disputare. [...] 11
che facciamo, persuasi ancora che poco o nulla se ne avvantaggia ’Arte considerata nella
sua intrinseca bellezza; ed ¢ piuttosto un andazzo di coloro che fan la storia dei quadri e
degli artisti, anziché dell’Arte, e vogliono esser tenuti critici, eruditi, storiografi. Infinita &
la turba di costoro anche nel campo delle lettere: poiché non si richiede ingegno, e riesce
facile a tutti frugando nelle biblioteche, rovistando negli archivi inesplorati, e spogliando
registri, inventari, necrologi, cronache, annali ed effemeridi a forza di pazienza e di fati-
ca, accozzar notizie e spargervi sopra un po’ di gelata e minuziosa analisi alla tedesca, ed
acquistare cosi una cotal rinomanza; mentre non appare ne’ loro scritti né comprensione
sintetica italiana, né sapore di lingua, né un soffio di vita, né una favilla di sentimento.

E ancora:

Oltreché e da considerare che le continue ricerche di cotesti moderni studi analitici reche-
ranno un ampio contributo alla maggior precisione nella parte estrinseca della storia
dell’arte, ma nulla aggiungono o detraggono alla intrinseca natura di essa arte, né rinno-
vano la sua faccia, vale a dire la sua sintesi; e quindi la storia ne rimane qual era. [...] Tali
indagini adunque si in voga oggigiorno riguardano gli artisti e le loro opere non Iarte;
e per questo non ¢ da rifare tutta la sua storia, non avendosi a confondere la disgregata
erudizione di cose artistiche con la storia dell’arte?3.

Allo scopo di meglio precisare il suo punto di vista, nel seguito del Proemio
posto in apertura della sua Storia dell’Arte Italiana dalle origini al secolo XX,
Iautore ribadiva:

La critica e la storia dell’arte non si fa con la semplice erudizione e co’ documenti d’ar-
chivio: questi in genere potranno servire a provare l'autenticita d’un dipinto e d’una scul-
tura, o a chiarire un punto biografico, ma senza penetrare nel magistero dell’arte, non si
puo essa degnamente ponderare, stimare e conoscere; e percio una arida storia solo ben
documentata quanto ai fatti, potra soddisfare la curiosita degli eruditi, ma non puo esser
feconda d’ispirazioni, né appagare P'intelligenza degli artisti, né ridestare in essi la scintilla
dell’ingegno e le energie individuali per rendersi utile nella pratica dell’arte?3!.

Lesueur, il Velasquez, il Murillo, ed altri che risplendettero sovranamente in alcun magistero
dell’arte, apprezzarono assai la maniera italiana e i nostri artefici» (ibid., p. VII).

230 [bid., pp. VIII-XI e XIII-XIV.

231 [bid., p. XVIIL.



132 ROBERTO SANI

In diretta contrapposizione con la «nuova e fallace scienza dell’arte» d’im-
pronta erudita, dunque, Magni sottolineava come la sua opera fosse stata con-
cepita:

Obiettivamente e senza preconcetti con larghi criteri e massime molto liberali, ispirata
dal pensiero moderno e da sana dottrina estetica, la quale vergine delle dottrine e del
trascendentalismo alemanno, si attiene ai piu solidi principi della scuola italiana. Abbia-
mo insomma avuto in mira non lerudizione e la bibliografia di cose artistiche, né la nuova
e fallace scienza dell’arte a fine d’imparare a giudicare le opere, immigrata a noi dalla
Germania, ma si ’arte medesima considerata in tutta la sua intrinseca virt che rampolla
dall’immaginazione e dal sentimento, e appunto per esser tale non ¢ scienza, e quindi non
puod esaminarsi col rigore scientifico; metodo tedesco che vuol ridurre ed elevar tutto a
dignita di scienza, e che non si confa col movimento e indirizzo intellettuale italiano?32.

In sostanziale continuita con 'impostazione sopra delineata si poneva an-
che la scelta di non seguire «l’'usanza d’oggidi» e di non corredare la Storia
dell’Arte Italiana dalle origini al secolo XX di tavole e illustrazioni:

Non abbiamo creduto — concludeva Magni — di arricchire di tavole riprodotte co’ vari
metodi derivati dalla fotografia la nostra istoria secondo I'usanza d’oggidi, per cagio-
ne che ne sarebbe occorso un numero infinito a dar conto di ciascun artefice (e di tutti
bisognava darlo per vedere le diverse maniere), da interrompere di continuo e soffocare
il testo co’ volumij il che ci parrebbe un Album di fotografie illustrate, anziché un ragio-
nare serrato delle Arti», evitando in tal modo di «allettare il gusto delicato e nauseante
del 5652%130, come scriveva da Napoli il 20 di gennajo 1726 Giambattista Vico al P. Vitri a
Roma“~”.

Ci siamo a lungo soffermati sul Proemio della Storia dell’Arte Italiana dal-
le origini al secolo XX in quanto tale scritto documenta la netta e radicale
opposizione di Basilio Magni nei riguardi della nuova concezione della Storia
dell’arte che animava Adolfo Venturi e del tentativo avviato da quest’ultimo,
proprio a partire dalla fine del secolo XIX, di conferire uno statuto scientifico
alla disciplina attraverso il ricorso alla fotografia.

Relativamente a quest’ultimo aspetto, ribattendo nella nuova edizione delle
sue Prose d’arte edita nel 1906 alle critiche ricevute dagli allievi di Venturi
riguardo alla scelta di pubblicare un’opera monumentale come la sua Storia
dell’Arte Italiana dalle origini al secolo XX senza l’ausilio di alcun corredo fo-
tografico, Magni si limitava a rilevare, sprezzante, che «le 2236 pagine di puro
testo, uscite dalla mia mente» non erano «impinguate con una infinita d’illu-
strazioni, che ciascuno puo acquistare a suo piacimento dal fotografo», non
mancando altresi di sottolineare ironicamente che, al contrario, «la ‘grande’
storia dell’arte del ‘gran maestro’», ossia quella intrapresa nel 1901 da Adolfo

232 Ibid., p. XXI.
233 Thid., pp. XXI-XX.
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Venturi, sebbene fosse circoscritta «alla sola arte medievale (arte cristiana del-
le origini), [...] nel 1905 non e[ra] ancora giunta a Giotto»234,

In realta, la Storia dell’arte italiana (1901-1940) del Venturi, ispirata ai
nuovi indirizzi della storiografia artistica di lingua tedesca (Karl Schnaase,
Franz Kugler, Anton Springer ecc.) era destinata ad affermarsi e ad imporre
un nuovo paradigma e un vero e proprio cambio di passo alla disciplina, pri-
vilegiando un metodo nel quale «all’apprezzamento estetico si doveva stretta-
mente accompagnare il criterio storico, anch’esso fondato sempre non su dati
esteriori, ma sull’essenza dell’arte»>3.

L’esistenza di una radicale e insuperabile contrapposizione tra la «tradi-
zionale» concezione della storia dell’arte di Magni e quella piu recentemente
fatta propria e propugnata da Venturi sarebbe stata lucidamente sottolineata
dall’autorevole rivista capitolina della Compagnia di Gesu «La Civilta Catto-
lica», la quale, recensendo la seconda edizione del 1905 della Storia dell’Arte
Italiana dalle origini al secolo XX del primo, si mostrava estremamente sor-
presa nel riscontrare «quanta diversita di criteri nel comporre opere sul mede-
simo argomento o di argomenti affini!» rivelassero la lettura e il confronto tra
le opere dei due studiosi:

Il Venturi — esordiva "anonimo recensore della Compagnia di Gesu —, nei tre volumi fino-
ra pubblicati, della sua Storia dell’arte italiana, ha fatto stordire con la copia delle figure,
tanto che il testo non puo tenere con loro il passo e si perde a distanza sconfinata. Il prof.
Basilio Magni invece ha condensato in tre volumi una moltitudine di notizie, di giudizii,
di descrizioni personali, senza interrompere mai le sue fitte pagine pure d’un abbozzo di
pitture, di statue o di monumenti. Una storia dell’arte senza figure, lo diro francamente,
¢ un x, che non s’intende cosi alla prima. [...] Il Magni ha per sé il successo della prima
edizione, che senza figure anch’essa fu tuttavia spacciata in brevissimo tempo, e giustifico
la stampa di questa nuova, ampliata, arricchita, e condotta dalle origini dell’arte italiana
fino alle soglie del secolo XX.

La questione delle immagini, tuttavia, rinviava ad una ben piu profonda
diversita d’intenti e di metodo da parte dei due storici dell’arte:

Il programma ch’egli [Magni] s’¢ proposto non consiste nel fare la storia dei quadri né
degli artisti, accumulando dati storici o biografici, o dilungandosi in minute ricerche d’at-
tribuzioni, o simile erudizione. Il Magni intese invece di porre in luce soprattutto la nota
qualitativa di ciascun artista, i caratteri personali di lui e quelli della scuola cui appar-
tiene, di scrivere cosi la storia dell’arte studiata direttamente nell’opere degli artisti: ex
visceribus causae.

234 B, Magni, Del come si estima una storia dell’arte italiana, in 1d., Prose d’arte, cit., pp.
360-364.

235 Cfr. S. Valeri, Adolfo Venturi all’Universita di Roma. Regesti e annotazioni sui primi
anni di vita della scuola venturiana (1890-1931), in G. Agosti (ed.), Incontri venturiani. Atti
del Convegno (Pisa, 22 gennaio — 11 giugno 1991), Pisa, Scuola Normale Superiore, 1995, pp.
103-106.
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E questo giustificava indubbiamente, a detta del recensore, «le severe pa-
role ch’egli [Magni] pronuncia sul valore degli studii critici, storici, analiti-
ci, sull’erudizione archeologica relativa all’opere tramandate a noi dall’eta
precedente»23¢, Pur non condividendo fino in fondo un tale drastico giudizio
(«Legregio professore ci consentira che interpretiamo con qualche indulgenza
le [sue] severe parole»), e anzi guardando con una certa simpatia all’approccio
erudito e al nuovo modus operandi che sembrava ispirare ’indagine storico-
artistica del Venturi, «La Civilta Cattolica» finiva tuttavia per dare il proprio
convinto assenso al metodo fatto proprio dal Magni:

Mi guarderei bene pero — concludeva il recensore della rivista romana - dal contestare al
Magni Putilita del criterio estetico da lui prescelto e seguito nel suo corso storico al R.
Istituto di belle arti in Roma; minute ed erudite disquisizioni sarebbero gravi e inoppor-
tune a giovani pittori e scultori. Né i suoi tre poderosi volumi saranno inutili agli eruditi:
che anzi la ricchezza straordinaria di notizie, di nomi d’artisti, antichi e moderni, pittori
massimamente e dell’opere loro, sparse da un capo all’altro d’Italia, visitate in molti viaggi
dall’A., esaminate di presenza e descritte, registrate poi in indici ordinati e copiosi, forma-
no di quest’opera coscienziosa uno de’ pitt ampii repertorii da consultare.

E ancora:

L’osservazione personale, i giudizii proprii, fondati, indipendenti, il buon gusto educato
al lungo studio de’ classici e per la consuetudine divenuto loro familiare, costituiscono
il merito specifico proprio al dotto e serio lavoro del Magni e gli assicurano un posto
onorato nella letteratura artistica contemporanea. Ne rendono la lettura piu gradevole, il
maschio e forbito linguaggio dello scrittore, la nitidezza della stampa e la degna eleganza
delledizione®”.

In realta, come sappiamo, la nuova concezione della storia dell’arte pro-
pugnata da Adolfo Venturi era destinata a prevalere irrevocabilmente sugli
approcci e sulle impostazioni metodologiche di carattere tradizionale, ivi com-
preso quello vigorosamente sostenuto tra le mura dell’Accademia di Belle Arti
di Roma da Basilio Magni. A conferma di tale esito, bastera ricordare che, non
solo il riconoscimento ufficiale dell’insegnamento di Storia dell’arte medievale
e moderna tenuto da Adolfo Venturi alla Sapienza di Roma avrebbe compor-
tato per Basilio Magni il forzato abbandono, nel 1897, dell’Universita, ma
anche che sulla cattedra di Storia dell’arte del’Accademia di Belle Arti della
capitale, della quale era titolare quest’ultimo in Accademia, all’indomani della
sua giubilazione, nel 1913, sarebbe subentrato Pietro D’Achiardi (Pisa, 1879
— Roma, 1940), uno dei primi e piu brillanti allievi di Adolfo Venturi, il quale

236 Rassegna Artistica. 3. Recensione a B. Magni, Storia dell’arte italiana, «La Civilta Cat-
tolica», vol. 11, fasc. 1316, 1905, pp. 221-222 (la recensione prende in esame, naturalmente, la
seconda edizione dell’opera, apparsa nel 1905).

237 Ibid., pp. 223-224.
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avrebbe tenuto tale incarico per circa 25 anni, fino alla vigilia della seconda
guerra mondiale?38,

E tuttavia, il ruolo di primo piano svolto per circa un quarantennio da
Basilio Magni nell’Accademia di Belle Arti di Roma e indubbia importanza
esercitata della sua Storia dell’Arte Italiana dalle origini al secolo XX sulla
formazione degli aspiranti artisti dell’istituzione capitolina erano destinati a
rimanere vivissimi, per lunga pezza, nella memoria dei posteri:

Basilio Magni [...] — ricordava ad esempio Fausto Vagnetti nel suo saggio su La Regia
Accademia di Belle Arti in Roma — offri agli studiosi la sua voluminosa storia dell’arte:
una miniera inesauribile di notizie preziose per tutti, frutto di indagini accurate fatte negli
archivi, nelle collezioni pubbliche e private, nei monumenti, e di osservazione e analisi
compiute dinanzi alle opere durante lunghi viaggi che fece per oltre un ventennio in Italia
e fuori. Di quest’opera si sentiva il bisogno, e la sua divulgazione fu di grande utilita.
Alcune considerazioni critiche, sparse con opportunita qua e la nei tre volumi e rispec-
chianti un sapere non comune, contribuirono, per quanto fu possibile, a tenere alto il
concetto dell’arte in patria.

E a conferma dell’importanza rivestita dal peculiare approccio allo studio
della storia dell’arte fatto proprio dal Magni:

Non si dimentichi che questo uomo di lettere coltivo amorosamente anche la pittura di
paesaggio, educatovi dal Bassi, alla quale dette i suoi entusiasmi quale complemento agli
studi storici e letterari. Cio gli servi a dire talvolta, con esperta cognizione, cose proprie
dell’artista che spesso sono estranee al solo critico?>’.

238 Si veda M.G. Branchetti Buonocore, D’Achiardi, Pietro, in Dizionario Biografico degli
Italiani, cit., 1985, Vol. 31, pp. 575-578.

239 F. Vagnetti, La Regia Accademia di Belle Arti in Roma, Roma, Le Monnier, 1943, pp.
98-99.
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Introduccion

La historia de la renovacion pedagogica espafiola, alberga un legado de
iniciativas que conforman una crénica que discurre paralela al momento his-
torico, politico y social. A finales del siglo XIX la actitud de permanente de
critica, por la mejora e innovacion de la escuela, gener6é un rico legado de
iniciativas que se alejaban total o parcialmente del modelo escolar tradicio-
nal, constituyendo un modelo escolar alternativo. Un nimero considerable de
experiencias se imponian como cuestion socio-pedagogica urgente. Desde las
escuelas normales se lideraban algunas iniciativas como el caso de las confe-
rencias pedagogicas.

Con la aprobacion de Ley de Instruccion Publica de 1857 se regul6 la for-
macion inicial del magisterio, se sentaron las bases pedagogicas y metodolo-
gicas para su formacion. La creacion de las Escuelas Normales representé la
puesta en marcha de una politica pensada en la formacién de profesionales
que, establecidos en todo el pais, pudieran formar a las futuras generaciones.
La formacion inicial no abarcaba toda la preparacion necesaria, y a ello afiadir
el acceso a la titulacion a través de la modalidad de ensefianza libre, razén por
la que hubo tentativas por regular la formacién permanente. Los diferentes
gobiernos, unos mds que otros, mostraron interés y preocupacion por la prepa-
racion didactica. Las propuestas para la renovacion pedagogica han sido una
constante a través de la historia del magisterio. Desde las propias instituciones
educativas se han promovido iniciativas y, desde los propios docentes, se ha
impulsado con mas o menos acierto. El campo educativo junto a sus actores,
portadores de un discurso modernizador, con una impronta normalista, desde
la 6ptica del positivismo en la que la educacion, se constituy6é en un instru-
mento de progreso. Promocionar la educacion para extender la alfabetizacion
contaba con dos instituciones impulsoras, las escuelas normales y las escuelas
publicas.

El panorama educativo no era muy favorable. En las ultimas décadas del
siglo XIX la escuela espafiola experimentaba un considerable retardo peda-
gogico en comparacion con otros paises europeos. El profesorado se hallaba
poco retribuido, debido a la desconsideracion social y laboral. Anadido a las
practicas pedagbgicas con tono autoritario y memoristico, con escasez de es-
cuelas para cubrir la totalidad de poblacion en edad escolar, la ausencia de de-
mocracia educativa, etc. Las ideas de modernidad pedagdgica y cambio sobre
los métodos, contenidos, los avances en el concepto de la infancia y la relacion
con la naturaleza que venian recorriendo Espafna durante la centuria, unido
a diferentes sensibilidades politicas y/o religiosas, lograron cristalizar en la
aparicion de diferentes experiencias innovadoras. Las innovaciones educativas
eran reflejo de las inquietudes de los docentes por las ideas reformistas.

El establecimiento, por Decreto Ley de 6 de mayo de 1882, del Museo de
Instruccion Publica en 1882, mas conocido como Museo Pedagogico Nacional
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a partir de 1894, cumplia con la accion educativa, organizando publicaciones
y conferencias sobre la ensefianza. Como centro activo de formaciéon y de in-
vestigacion educativa, con introduccion de nuevas metodologias, influyo en la
renovacion pedagégica espafiolal. De tal manera que contribuy6 a la redefini-
cion del modelo magisterial y a la atencion de la educacion, poniendo el acento
en las problematicas y deficiencias del magisterio y de la escuela primaria,
incluso considerando las desigualdades entre las escuelas del area urbana y las
escuelas de las zonas rurales.

El 18 de julio de 1887 se publicaron las directrices contenidas en una Real
Orden por las que se debian regir las Conferencias Pedagogicas. Establecer un
debate pedagbgico con formas académicas enriqueceria a los docentes, permi-
tia la puesta en comun de la problematicas vivenciadas y buscar soluciones a
diversas cuestiones educativas®. En este contexto, las reuniones pedagogicas
eran el foro adecuado para la renovacion, actualizacion y perfeccionamiento
docente en los dltimos lustros de la centuria, con el propésito de superar la
precaria preparacion que recibian en las Escuelas Normales. Participaron pro-
fesores de Escuelas Normales, maestros y maestras, en menor medida, pero
sus voces fueron un reclamo para mejorar la instruccion publica. Con temas
heterogéneos, los disertantes, abordaban diferentes cuestiones. Los temas de
exposicion eran tan importantes como las propias manifestaciones, en las que
quedaba reflejado el nivel cultural y el dominio de la tematica.

La realidad de la escuela espafiola, en este periodo, se agravaba en el caso
del archipiélago canario. En un ambito geografico con escasa urbanizacion,
una zona mayoritariamente rural con dispersion de la poblacion, incidia en
los indices de matricula y de asistencia escolar siendo inferiores con respecto
a la poblacion escolarizable, hecho acentuado en la poblacion escolar del sexo
femenino. Las tasas de escolarizacion eran de las mds bajas del estado espafiol.
Una escolaridad fragmentada e incompleta por la insuficiente red escolar y
por el trabajo infantil. Ademads, los nifios y nifias acudian a escuelas de peor
calidad pedagogica que el conjunto de los nifios espafioles que habitaban en
territorio peninsular. El analfabetismo, en concreto de la poblacion femenina,
era también especialmente mas grave. A todo ello debemos unir el irregular
funcionamiento de las Juntas Locales de Instruccion Publica. Otra de las ca-
racteristicas era la reducida vitalidad de las acciones formativas del magisterio
activo, en contraste con los dictados legislativos, la precariedad y discontinui-

L J. Mateo de Castro, El museo: un espacio educativo para la Igualdad social. El caso pio-
nero del Museo Pedagdgico Nacional en Espana (1882-1941), «El Futuro del Pasado: revista
electronica de historia», n. 8, 2017, pp. 83-120; E. Otero Urtaza, El maestro, la escuela y el
material de ensefianza y otros escritos, Madrid, Ministerio de Educacién y Ciencia & Biblioteca
Nueva, 2007, p. 134.

2 A. Avila Fernandez, J. Holgado Barroso, Las conferencias pedagégicas un instrumento
para la formacion permanente del magisterio espaiiol (Siglos XIX y XX), «Revista Historia de
la Educacién Latinoamericana», n. 6, 2004, pp. 23-38.
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dad en las experiencias impulsadas por la Administracion en contraste, junto
al abandono de las cuestiones didacticas y metodologicas. La legislacion y
las recomendaciones oficiales, resultaban por lo general desacertadas, dada la
problematica educativa e deficiencias formativas en el territorio insular. Las
propuestas y medidas adoptadas, al estar planteadas desde una 6ptica cen-
tralista, desconocian la realidad y las peculiaridades educativas islefias. En
la cualificacion profesional, en Canarias no hubo comportamiento semejante
al del resto de los colectivos de profesores de otras provincias espafiolas. Se
celebraron Conferencias Pedagogicas pero no con regularidad, una Asamblea
pedagdgica y una exposicion pedagogica. También junto a estas iniciativas de
formacion permanente, hubo publicaciones de libros pedagogicos y de prensa
profesional.

El objetivo de la presente investigacion es estudiar diacronicamente la reno-
vacion pedagodgica desarrollada en Espaiia en el siglo XIX. Pretendemos estu-
diar la primera tentativa de la formacion permanente del magisterio a través
de las Conferencias Pedagogicas y su concrecion en Canarias. Asi mismo, nos
detendremos en la participacion de las maestras en los Congresos Pedagogi-
cos, destacando su interés por la renovacion pedagogica y la educacion de las
mujeres.

En la metodologia aplicamos el método de analisis historico educativo con
perspectiva de género, que entrafia el estudio de género como categoria critica.
Partimos de la concepcion del género como uno de los elementos vertebradores
de las relaciones sociales en el contexto de la época. En la etapa histérica anali-
zada, la ideologia imperante hizo que la diferencia derivase en desigualdad, en
cada una de las estructuras, como un proceso lleno de obstaculos. La metodo-
logia seleccionada para este estudio ha sido cualitativa a partir de una revision
original sistematica de la literatura siguiendo el protocolo PRISMA (Preferred
Reporting Items for Systematic reviews and Meta-Analyses) que pronostica
la captacion de toda la informacion recomendada y la replicacion del proceso.
Para ello se ha realizado una seleccion de informacion de fuentes bibliografi-
cas, es decir, de publicaciones existentes sobre las Conferencias Pedagogicas
para otras zonas estudiadas de la geografia espafiola, con una revision de las
principales investigaciones y aportes relevantes sobre el tema. Teniendo co-
mo eje las Conferencias Pedagogicas en Canarias se han empleado fuentes
primarias (documentos de archivo) y hemerograficas (leyes y reales decretos
de educacion, prensa educativa). Para el analisis y estudio critico consulta-
mos las fuentes primarias procedentes del fondo de magisterio de La Laguna,
conservadas en el Archivo de la Universidad de La Laguna (AULL) y el fondo
de magisterio de las Palmas conservadas en la Biblioteca de la Universidad de
Las Palmas de Gran Canaria (ULPGC). En ambos casos, la documentacion se
halla inventariada, en proceso de catalogacion, y no esta digitalizada. Hecho
que ha obligado a realizar una consulta manual en los respectivos fondos. En-
tre los documentos consultamos libros de actas de las reuniones del claustro y
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actas de las Conferencias, asi como prensa educativa y boletines oficiales de la
provincia de Canarias.

En las paginas siguientes pretendemos hacer una modesta aportacion al
conocimiento de la formacion permanente del magisterio insular en las dé-
cadas finales del siglo XIX. Se hace especial referencia a la celebracion de
conferencias y a la dindmica desarrollada, asi como su proyeccion en el colec-
tivo docente. La estructura del texto gira en torno a tres nucleos principales:
Tentativas de renovacion, las Conferencias Pedagogicas en Canarias asi como
las maestras en los Congresos Pedagdgicos, finalizando con las conclusiones.

1. Tentativas de renovacion. Las conferencias pedagdgicas

En el siglo XIX se crearon unas instituciones nuevas, las Escuelas Norma-
les, que preparaban al magisterio. Estas instituciones innovadoras se desa-
rrollaron modestamente en un contexto provinciano. Ni la cualificacion de
los profesores, ni las caracteristicas sociales de su alumnado les permitian ser
unos centros académicamente exigentes para dotar a los maestros de la prepa-
racién cientifica, pedagégica o técnica que precisaban?. La normativa dispuso
que se organizaran actividades formativas para el magisterio en ejercicio, con
el objeto de que los maestros se reunieran para debatir y estudiar los proble-
mas de la ensefianza. Se trataba de un aprendizaje regulado, que pretendia
ilustrar a maestros y maestras en su oficio de ensefiar. El antecedente lo en-
contramos en el Reglamento de 23 de noviembre de 1878 que, en el articulo
19, establecia la celebracién de conferencias pedagdgicas una vez al mes*. Los
maestros auxiliares, los maestros regentes y el profesor de Pedagogia especial
se reunirian con cardcter mensual para dar cuenta de los resultados de la en-
sefianza y de las posibles mejoras. Segtin el pedagogo Pedro de Alcantara este
modelo formativo tenia amplias repercusiones para la formacién permanente
de los maestros y maestras.

Las conferencias pueden contribuir a dar cohesién al cuerpo docente primario, a apretar
los lazos hoy bastantes flojos en el de nuestro pais, que deben unir a todos los miembros,
mediante el trato frecuente que establecen entre los profesores de una comarca y entre los
de varias de éstas, que fomentan insensiblemente el espiritu de cuerpo, y, poco a poco,
logran que la confraternidad entre los maestros no sea una palabra vana, cuando no una
paradoja desesperante, sino un hecho real que en todas partes palpita, se refleje en todos

3 M.R. Berruezo Albéniz, Las Conferencias Pedagdgicas de Navarra, 1887-1901. La dificil
puesta en marcha de la formacion permanente de maestros, «Huarte de San Juan. Geografia e
Historia», n. 18, 2011, pp. 415-439.

4 V. Fernandez Ascarza, Diccionario de legislacion de primera ensenanza, Madrid, El Ma-
gisterio espafiol, 1924, p. 16. Vid. Articulo 19 del Reglamento.
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los semblantes y se manifieste en todas las acciones que se manifiesten en el magisterio,
lo que por muchos conceptos es de suma necesidad: que a nadie se oculta que gran parte
de los males que aquejan al profesorado de primera ensefianza, proviene del olvido en que
en éste tiene la maxima de que la union es la fuerza. Las Conferencias pedagdgicas, bien
organizadas y dirigidas, son, indudablemente, un medio fecundo y excelente de conseguir
la union entre los Maestros>.

Atendiendo a la precaria preparacion que recibian los maestros y maestras
se plante6 la necesidad de complementar la formacion. Asi se debati6 en algu-
nos foros, como los Congresos Pedagogicos, por parte de los sectores profe-
sionales conocedores de la realidad educativa, de la precariedad de la escuela
publica y de sus maestros, asi como del abandono de las Escuelas Normales
por parte de la administracién publica. Durante el Congreso Pedagogico de
1882 se reclama la organizacién de las Conferencias, y en sus conclusiones
se sefialaba la conveniencia de organizarlas por provincias, y en combinacion
con las vacaciones de verano. Inmediatamente, y sin marco legal, se ponen en
marcha en algunas zonas como Madrid, Zaragoza y Galicia®. Sin embargo,
hasta 1887, no se determiné que las vacaciones del magisterio era el periodo
apropiado para su formacion cultural y pedagogica. En ese ano se fijaron las
fechas del 18 de julio al 31 de agosto como periodo de las vacaciones de los
maestros y maestras, y se establecio la celebracion de las Conferencias Pedago-
gicas en las capitales de provincia, organizadas por la Escuela Normal”. Casi
diez afios después de aprobar el Reglamento de 23 de noviembre de 1878, se
organizaron las Conferencias Pedagdgicas, en el periodo de vacaciones para el
magisterio, con el objeto de analizar las diferentes situaciones que se plantea-
ban en la educacion. Estas reuniones, creadas por la Ley de 16 de julio de 1887,
articulo 1°, reguladora de las vacaciones de verano, tenian como objetivo pro-
mover la cultura general y profesional de los maestros y maestras. En cuanto
a la reglamentacion que regulaba el funcionamiento no se publicé hasta 1888.

La Real Orden de 6 de julio de 1888 regulé las conferencias, aprobo el
Reglamento, y mantuvo las fechas de vacaciones entre el 18 de julio y el 31 de
agosto®. Se celebrarian entre los diez primeros dias de vacaciones o en los diez
ultimos dias de vacaciones, segun la fecha que fijara cada provincia. Las Con-
ferencias Pedagdgicas fueron un instrumento importante para la formacion

5 P. de Alcantara Garcia, Teoria y prdctica de la educacion y la enseiianza, Madrid, Gras y
Compania Editorial, 1879, tomo I1, p. 191.

6 A. Costa Rico, Instituciones para la formacién de los maestros gallegos en los finales del
siglo XIX, «Historia de la Educacién», n. 2, 2010, pp. 189-198.

7 Real Orden dictando reglas para la ejecucion de la ley de vacaciones y celebracion de
conferencias pedagogicas en 1887. Coleccion Legislativa de Primera Ensenianza, Madrid, Imp.
y Fundiciéon de Manuel Tello, 1889, pp. 137-138; Real Orden designado la época de vacaciones
en las escuelas y aprobando el Reglamento para las conferencias pedagdgicas. Coleccion Legis-
lativa de Primera Ensenianza, Madrid, Imp. y Fundicién de Manuel Tello, 1889, pp. 163-167.

8 Fernandez Ascarza, Diccionario de legislacion, cit., p. 234.



LAS CONFERENCIAS PEDAGOGICAS, UNA ALTERNATIVA DECIMONONICA 143

permanente del magisterio espafiol. Constituyen el primer intento sistematico

de aprendizaje continuo, de perfeccionamiento, ampliacién y especializacion

de conocimientos, destinado a cubrir dreas temadticas de interés aprovechando
las vacaciones estivales’. A través de estas conferencias, se abordaban temas
eminentemente pedagdgicos y de practica educativa, permitiendo reflexionar

y tomar decisiones respecto al futuro de la ensefianza y de los profesionales

del magisterio'?. A las Conferencias debian concurrir la directora y profesoras

de escuelas normales femeninas donde las hubiera. Tenian caracter publico,
presididas por el director de la Escuela Normal de Maestros y como vicepresi-
denta la directora de la Escuela Normal de Maestras. Estaban perfectamente
organizadas y planificadas, se dedicaba una parte del tiempo a la disertacion

y la otra a debate. Normalmente en dos tiempos, dedicaban media hora para

presentar el tema y a continuacion un turno de intervenciones. La convocato-

ria debia publicarse en el correspondiente boletin oficial de la provincia con la
suficiente antelacion.

Al abrigo de la legislacion se organizaron en las Escuelas Normales las
Conferencias Pedagogicas, que pretendian mejorar la formacion de las maes-
tras y maestros, eran organizadas por los directores de las escuelas normales
de acuerdo con los claustros. Estas conferencias abordaban temas pedagogicos
y practicas educativas. Las Conferencias Pedagogicas constituian una propues-
ta para mejorar la situacion escolar, con intencionalidad de mejorar la edu-
cacion, desafiando el abandono en el que estaba inmersa. De acuerdo con el
Reglamento para la celebracion de las Conferencias Pedagogicas (1888) tenian
caracter oficial, eran publicas y con asistencia voluntaria para el magisterio.
Los temas a tratar se planteaban desde la Escuela Normal de Maestros, la
direccion de estas instituciones era organizadoras de las conferencias, aunque
también los maestros y maestras podian hacer propuestas. Las cuestiones a
abordar versarian sobre aspectos referentes al programa de primera ensefian-
za, métodos de ensefianza, procedimientos de ensefianza aplicables a la escue-
la o sobre la educacion en general. Las Conferencias Pedagogicas en el siglo
XIX abordaban una variedad de temas relacionados con la educacién y la for-
macion de los maestros. Algunos de los temas comunes propuestos incluyeron:
— Meétodos de Ensenanza: Se discutian diferentes enfoques pedagogicos, es-

trategias de ensefianza y métodos para mejorar la eficacia en el aula.

— Curriculo y Contenidos: Los conferenciantes exploraban los contenidos
curriculares, la seleccion de materias y la relevancia de los temas para la
formacion de los estudiantes.

— DPsicologia Educativa: Se trataban aspectos relacionados con el desarrollo
cognitivo, la motivacion, la atencion y la disciplina en el contexto escolar.

— Formacién del Profesorado: Las conferencias se centraban en la capacita-

9 Berruezo Albéniz, Las Conferencias Pedagdgicas, cit., p. 416.
10 Fernandez Ascarza, Diccionario de legislacion, cit., articulo 1.
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cién y actualizacion de los maestros, incluyendo temas como la formacion

continua, la ética profesional y la actualizacion de conocimientos.

— Educaciéon Moral y Civica: Se debatia sobre la formacion en valores, la ciu-
dadania y la responsabilidad social de los educadores y sus alumnos.

- Higiene y Salud Escolar: Dada la importancia de la salud en el entorno
educativo, se trataban temas como la higiene, la nutricién y la prevencion
de enfermedades.

— Organizacion Escolar: Se analizaban aspectos administrativos, la gestion
de las escuelas y la relacion entre docentes, alumnos y padres.

Estos temas reflejaban las preocupaciones y desafios de la época, sin em-
bargo, contribuyeron al desarrollo de la pedagogia en Espafa durante el siglo
XIX. Si bien, tuvieron gran relevancia hasta el primer tercio del siglo XX, los
problemas internos de organizacion y las malas condiciones del magisterio
condicionaron su decadencia y desaparicion. Sin embargo, su legado siguid
siendo importante para comprender la evolucion de la educacion en Espaiia.
Estas Conferencias fueron de gran interés y se llevaron a cabo hasta el pri-
mer tercio del siglo XX, durante casi medio siglo. Estas reuniones reflejaron
el mal estado en que se encontraba el magisterio de ensefianza primaria en
Espaiia, por lo que su realizacion fue necesaria como instrumento para la di-
namizaciéon pedagogica y revitalizacion de la ensefianza!l. No obstante, pese
a la proposicion de alternativas educativas, tuvieron una vida limitada. Los
problemas internos de organizacion, las malas condiciones del magisterio y
la escasa relevancia social durante los altimos afios posibilitaron su desapari-
cién!?, Pese a todo fueron el primer modelo sistematico para la actualizaciéon
del magisterio que se organizaron en Espafia. Aunque tuvieron un desarrollo
desigual en las diferentes provincias, en unas alcanzaron mayor repercusion
que en otras, sobre todo, en aquellas que estaban en dreas mas ricas cultural y
econoémicamente.

La dinamica organizativa la desarrollaban los centros masculinos y los fe-
meninos quedaban en segundo plano. Es cierto que las Conferencias Pedago-
gicas no se centraban en la instruccion y educacion de las mujeres, sin embar-
go, contribuyeron al debate sobre la educacion femenina. En el siglo XIX, la
educacion de las mujeres en Espafia experimentd cambios significativos y se
abrieron oportunidades para su formacion. En la primera mitad del siglo XIX

11 P, Davila Balsera, La honrada mediania. Génesis y formacion del magisterio espanol,
Barcelona, PPU, 1994, pp. 157-158.

12 A. Avila Fernandez y J. Holgado Barroso, Las conferencias pedagégicas un instrumento
para la formacion permanente del magisterio espaniol (Siglos XIX y XX), «Revista Historia de
la Educacién Latinoamericana», n. 6, 2004, pp. 23-38; A. Avila Ferndndez, Las conferencias
pedagdgicas en Sevilla a finales del siglo XIX estudio sobre su contribucion en la formacion
del magisterio primario, «Cuestiones pedagogicas: Revista de ciencias de la educacion», n. 12,
1996, pp. 309-320; L. Batanaz Palomares, Contenido doctrinal de los congresos pedagdgicos
del siglo XIX, «Revista espafiola de pedagogia», n. 10, 1978, pp. 111-116.
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se enfrentaron a muchas restricciones, como el acceso limitado a la educaciéon
formal, fundamentalmente religiosa y moral, una instruccion centrada en ha-
bilidades bésicas y tareas domésticas. Los avances a partir de la Ley Moyano
(1857) se reflejaron en la segunda mitad del siglo XIX, con el establecimiento
de la escolaridad obligatoria y la formacion de maestras.

2. Las Conferencias Pedagdgicas en Canarias

Las Conferencias Pedagdgicas se pueden considerar como uno de los ante-
cedentes de las Escuelas de Verano o Cursos de Verano. De acuerdo con la nor-
mativa, se celebran en cada provincia conferencias y reuniones encaminadas a
favorecer la cultura general y profesional de maestros y maestras!3. Se trataba
de un ciclo de conferencias, de cardcter oficial, eran publicas y de caricter
voluntario para los maestros, organizadas por la Escuela Normal de Maestros
en colaboracion con la Inspeccion, que debia desarrollarse preferentemente en
las sedes de la Escuela Normal de Maestros en La Laguna (Tenerife) o en Las
Palmas de Gran Canaria'*. Se debe puntualizar que en el siglo XIX no habia
una Escuela Normal de Maestras. Desde sus inicios el periddico de ensefian-
za «El Auxiliar» daba cuenta de las Conferencias Pedagdgicas celebradas en
otras provincias, asi como su realizacién en Canarias. Disponemos de escasa
informacion sobre las Conferencias Pedagogicas, a pesar de encontrar publi-
cadas las convocatorias en el Boletin Oficial de la provincia de Canarias, in-
cluso anuncios en prensa. Al no localizar todas las actas correspondientes en
las Escuelas Normales de La Laguna y de Las Palmas, todo hace indicar que
no se llegaron a realizar de forma regular por la falta de maestros y maestras
inscritos. Con toda probabilidad se programaron Conferencias Pedagdgicas,
pero no siempre llegaron a celebrarse por la escasa o nula participacion. Con-
taron con la participacién de maestros y maestras de las islas, sin embargo,
no se trataba de una némina amplia. Con irregularidad y con intermitencias
en las posibles respuestas a las convocatorias, apenas tenemos constancia de
su celebracion. No obstante, destacamos la participacion decisiva, tanto en la
programacion como en las conferencias, de profesionales directamente vincu-
lados al ejercicio de la docencia en las Escuelas Normales, en la escuela publica
o la inspeccion educativa. En un contexto en el que el control de la ensefianza
primaria estaba encomendado a las Juntas Locales de Instruccion Publica, en
realidad, eran meros instrumentos manejados por los alcaldes. Las Juntas Lo-
cales carecian de autoridad moral y de competencia para controlar y dirigir la

13 «El Auxiliar», Santa Cruz de Tenerife, 6 de agosto de 1887.
4 AULL, Fondo de Magisterio, Libro de Actas del Claustro; AULPGC, Fondo de Magiste-
rio, Libro de Actas del Claustro.
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ensefianza. Los intereses de la ensefianza y la persona del maestro quedaron, la
mayor parte de las veces, en total incuria, porque los alcaldes llevaron a cabo
una politica educativa sometida totalmente a conveniencias personales y a los
intereses caciquiles.

El dudoso éxito de las Conferencias Pedagogicas se debia a que tenian ca-
racter voluntario, ademas no se pagaba a los maestros los gastos de traslado y
la estancia®®. Las dificultades de comunicaciones por la complicada orografia
insular con su deficitaria red viaria, la fragmentacion del territorio que solo
permitia los desplazamientos por via maritima y la navegacion de cabotaje.
En términos generales, podemos referir a la pobreza educativa y econémica,
anadidos los costes de alojamiento, disuadian el interés por las Conferencias
Pedagogicas. No habia subvenciones para concurrir a estas actividades a pesar
de que la Ley de 1887 recomendaba ofrecer gratificaciones para los asistentes.
Uno de los motivos de la inasistencia fue la carencia de recursos econémicos,
por el costo de los desplazamientos y lo mal retribuidos que se encontraban
los maestros y maestras'®. La infraeconomia insular tampoco era satisfactoria,
unida a los deficientes salarios del personal docente. De manera que la con-
currencia fue baja, con mayor participacion de maestros que de maestras. La
Ley de 16 de julio de 1887, reguladora de las vacaciones del magisterio, fijaba
que en el periodo de vacaciones se organizaran conferencias pedagdgicas para
maestros y maestras para mejorar la educacion y la cultura. A la vez la norma-
tiva fijaba los criterios generales que se debian aplicar y aconsejaba dar gratifi-
caciones para estimular la participacion, pero el dinero no llegd. Las maestras
y maestros con mds protagonismo en la planificacion, le sustraen unos dias
de sus vacaciones reglamentarias. Ellas y ellos eran conocedores del escenario
educativo y de los temas de discusion.

En Canarias se realizaron Conferencias Pedagogicas, de manera similar a
otras provincias con limitada respuesta, donde intervinieron docentes de am-
bos sexos. En realidad, la presencia de las mujeres en el foro, como oradoras,
fue bastante escasa. Solo tenemos referencia de la intervencion de la maestra
Francisca Torrens en la Escuela Normal de La Laguna y de Felisa Pérez Ro-
driguez en la Escuela Normal de Las Palmas. En el conjunto de las actividades
propuestas por los propios docentes, se estudiaron basicamente los temas y
cuestiones ligadas a las preocupaciones didacticas mas inmediatas y también
vitales del magisterio. Las nuevas metodologias innovadoras para transformar
la escuela, las aportaban desde la propia experiencia, con actividades efectivas
y sencillas de implantar, rompian las rutinas tradicionales.

La instruccién primaria en las islas se encontraba en un estado lamentable.

15 «El Auxiliar», Santa Cruz de Tenerife, 16 de agosto de 1887 y 26 de agosto de 1889.
16 Ibid., 26 de julio de 1887. Las Conferencias pedagdgicas que establece el art. 2° de la ley
de 16 de Julio de 1887.
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El Inspector provincial de ensefianza, tras su visita a diferentes escuelas del
archipiélago, asi lo comunicaba a la Junta Provincial de Educacion:

que ha podido apreciar el estado poco satisfactorio en que se halla la ensefianza, debido
a la tristisima situacién en que se hallan los maestros por falta de recursos para atender a
sus mayores necesidades!”.

Ademas de las quejas de las autoridades educativas, también la prensa edu-
cativa denunciaba desde sus paginas la precaria situacion econémica de los
maestros sujetos a los caprichos de los caciques locales:

Profesores de instruccion primaria conocemos que han desempefiado tres o mas afios
consecutivos sin haber podido cobrar ni un solo céntimo por el sueldo en que todo ese
tiempo han devengado; y otros nos aseguran que no esta muy lejano el dia en que se deci-
dan a cerrar sus escuelas™®.

La prensa general, igualmente, reprodujo las calamidades que sufria el ma-
gisterio. Un hecho que era de sobra conocido por la sociedad de aquel enton-
ces. El periddico «El motin» publicé en 1889 en las noticias o comentarios de
actualidad que la maestra de la escuela de ninas de La Laguna pensaba cerrar
su escuela «en vista que le deben ocho mil reales y no tiene esperanza de co-
brar un céntimo. Aquel maestro canario que cerr6 sus aulas para dedicarse a
pescar va teniendo imitadores, de ambos sexos»!?. Ni mucho menos era una
situacion especifica de la provincia de Canarias, mas bien una generalidad
en el territorio nacional. En la prensa de la época se refiere a las «maestras y
maestros hambrientos», porque no se les pagaban sus salarios. La imagen de
los maestros, totalmente desacreditada, por la irregular formacion recibida y
mal retribuidos era una generalidad en la época?’.

La informacion evidencia las deficiencias educativas de Canarias, las in-
adecuadas infraestructuras de las escuelas, las precariedades del magisterio,
por las escasas retribuciones de los maestros. La desigualdad de acceso a la
educacion en funcion del nimero de habitantes de la localidad y el control ejer-
cido en la provisién de puestos docentes por los poderes locales?!. La escuela
solo atendia a la mitad de la poblacion escolarizable, con tasas notablemente
inferiores para el segmento femenino. Las escuelas eran en su gran mayoria

17 Ibid., 25 de mayo de 1888.

18 Ibid., 6 de julio de 1888.

19 «El Motin», Madrid 11 de julio de 1889.

20 R. Macias Picavea, El problema nacional, bechos, causas, remedios, Madrid, 1899. Ma-
cias Picavea manifestaba, a finales del siglo, que el maestro era: «un ser horriblemente formado;
mejor dicho, deformado. En las Escuelas Normales nada se les ensefia, pero en cambio desqui-
cian la natural inteligencia, el buen sentido y el sano juicio de las cosas... Maestros ignorantes,
cuasi mendigos, desprovistos de todo prestigio e influencia social, desconsiderados por la plebe
y maltratados por los caciquelos».

21 «El Auxiliar», Santa Cruz de Tenerife, 10 de diciembre de 1889.
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incompletas, habia un importante contingente de alumnado no escolarizado,
en un territorio de complicada orografia y comunicaciones deficientes. En la
practica no se lograba la gratuidad de la ensefianza elemental, con un curri-
culo rudimentario de cartilla y catecismo, y sin poder corregir el indice de
iletrados?2. En muchos pueblos no existian o no funcionaban escuelas, a veces
debido a la falta de maestros y maestras, especialmente en las zonas rurales
alejadas. Esa red escolar deficitaria seguia nutriendo el analfabetismo, con
unos de los indices mas elevados del estado espanol. Las ninas ostentaban las
mayores cifras de absentismo escolar y la poblacion femenina ofrecia mayores
cifras de analfabetismo que la masculina.

En Espana, durante buena parte del siglo XIX, igual que sucedi6 en otros
paises, los distintos gobiernos procuraron invertir los dineros publicos en la
creacion de establecimientos primarios, secundarios y universitarios para va-
rones, posponiendo la apertura de instituciones destinadas para ellas. La ins-
truccion de las nifias siempre fue motivo de distintos planteamientos. A la vez,
las mujeres de los sectores medios y urbanos en general recibieron los benefi-
cios de la educacion publica mucho antes que las que habitaban en los ambitos
rurales. El panorama se agravaba en Canarias por el abandono secular de la
metrépoli, por las deficiencias en las infraestructuras, de personal docente e
inversion. Segun la informacion recogida en la estadistica de Instruccion Pri-
maria de 1855, en las islas habia 86 escuelas publicas para nifios y 33 escuelas
publicas para nifias?®. También funcionaban escuelas privadas: 7 escuelas para
nifios y 14 escuelas privadas para nifias?*. Esa diferencia a favor de la esco-
laridad privada femenina se explica por la carencia de escuelas publicas y la
consideracion de la importancia de la instruccion privada para las nifias. Cin-
co afios mas tarde, el censo de 1860 contabiliz6 64 escuelas publicas de nifios
y 38 escuelas publicas de nifias?’. Se observa, respecto a los datos manejados,
que hubo un receso en el nimero de escuelas de nifios y un incremento de las
escuelas de nifas. La matricula escolar masculina era de 4.606 nifios y 2.702
ninas. A tenor de los datos manejados habia dos islas donde no existian escue-
las pablicas para nifias: la isla de Fuerteventura y la isla de La Gomera. Estas
dos islas carecian de escuelas para nifias y la iniciativa privada cubria parte de
las deficiencias escolares, pues la mayoria de las nifias de los sectores popula-
res permanecia al margen de la escolaridad. Se trataba de dos islas de sefiorio,
en la época estaban marcadas por la division trascendental que hubo entre
islas de realengo (Tenerife, Gran Canaria y La Palma) que dependian de la Co-

22 A. Escolano, Tres jalones en la modernizacion educativa de Espaia, en A. Escolano, R.
Fernandez (edd.), Los caminos hacia la modernizacion educativa de Espana y Portugal (1800-
1975), Zamora, Fundacion Rey Alfonso Enriques, 1997, p. 19.

23 «Gaceta de Madrid», Madrid, 15 de enero de 1855.

24 1bid.

25 P. Olive, Diccionario estadistico administrativo de las Islas Canarias, Barcelona, Tipo-
grafia J. Jépus, 18635.
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rona espafiola y las islas de sefiorio (La Gomera, El Hierro, Lanzarote y Fuer-
teventura) bajo dominio sefiorial, administradas por el sefior de corte feudal.
En el archipiélago no existia una enseflanza organizada y con funcionamiento
regular, estaba sujeta a los intereses del mandatario de turno. El analfabetis-
mo ha sido una lacra social y, a la vez, una caracteristica estructural y secular
de la region canaria. La clase dominante impedia que las clases populares
tuvieran acceso a la educacién para ejercer un mayor control?®. Siguiendo la
informacion ofrecida por el censo de 1860 respecto al nivel de instruccion de la
poblacion insular, del total de la poblacion 237.036 habitantes, segregando las
cifras por sexos se correspondia con 107.337 hombres y 129.699 mujeres, de
los cuales leian y escribian 23.431 personas. Es decir, 14.710 hombres y 9.261
mujeres se consideraban alfabetizados, al poseer conocimientos de lectura y
escritura?’,

A finales del siglo habia 94 maestros y 33 maestras, la mayoria ejercian sin
titulo. El 59,5% de maestros y el 69,6% de maestras no tenian el titulo pro-
fesional. Observamos, a través de los datos ofrecidos por las estadisticas, que
ejercian muchas maestras sin titulo y carentes de formaciéon académica®®. Los
sectores populares de las dreas rurales y barrios populares de las zonas urba-
nas estaban muy alejados de la educacion y apenas recibian una rudimentaria
instruccion. De tal forma que la infraescolaridad disparaba los saldos de anal-
fabetismo. Los problemas de escolarizacion, dotacion de escuelas y maestros
afectaron sobremanera a la poblacién insular durante toda la centuria deci-
monénica®’. Segin se recogia en las discusiones de los congresos pedagogicos,
la instruccion publica estaba sometida a un lamentable estado de abandono.
Los edificios escolares no reunian condiciones pedagogicas y el nimero de
puestos escolares era enormemente deficiente y se registraron elevados indices
de nifios por escuela. Solo una tercera parte de la poblacion en edad escolar
se hallaba escolarizada. Los programas escolares eran muy limitados a unos
pocos contenidos instructivos: religion, lectura, escritura y el calculo ademads
de labores para las nifias.

26 J.F. Martin Ruiz, Dindmica y estructura de la poblacién de las Canarias orientales (siglos
XIX y XX), Las Palmas de Gran Canaria, Mancomunidad de Cabildos de las Palmas, Cabildo
Insular de Gran Canaria, 1985.

27 Olive, Diccionario estadistico administrativo de las Islas Canarias, cit.

28 T. Gonzdlez Pérez, Aprendizas de maestras. Primeras maestras tituladas en Canarias,
«History of Education & Children’s Literature», vol. XIX, n. 2, 2024, pp. 61-83.

29 T. Gonzalez Pérez, Alfabetismo y escolarizacion en Canarias, <Tebeto: Anuario del Ar-
chivo Histérico Insular de Fuerteventura», n. 9, 1996, p. 326.
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2.1. Conferencias Pedagdgicas en la Escuela Normal de Maestros de La
Laguna

Durante doce afios, entre 1888 y 1899, se convocaron y celebraron estas ac-
tividades de renovacion pedagdgica en La Laguna, aunque con escasa respues-
ta por parte del magisterio. Unos encuentros pedagdgicos con pobres resulta-
dos en el plano de la educacion dada la limitada proyeccion entre los docentes.

En 1888, en el salon de actos de la Escuela Normal de Maestros de La La-
guna (Tenerife) se inauguraron Conferencias Pedagogicas?’, que se celebraron
los dias 1, 2 y 3 de septiembre. A dichas Conferencias asistieron maestros
y maestras, presididas por el Director de la Escuela Normal Manuel Pérez
Rodriguez, el Secretario Ramén Arocha y Gabriel Suarez Profesor auxiliar
de Practicas de Ensefianza junto al Inspector de Ensefianza Primaria de la
provincia de Canarias, Rodrigo de la Puerta y Vila. Tenemos constancia de la
presencia de:

— Juan de la Puerta Canseco maestro de la escuela publica superior de nifios
de Santa Cruz de Tenerife.

— Antonio Martin Mirabal, maestro de la escuela publica de Adultos de San-
ta Cruz de Tenerife.

— Diego Garcia de la Vega, maestro nacional de la escuela publica elemental
de nifos de la Orotava.

— Dolores Sanchez Pefia, maestra de la escuela publica de nifias de La Lagu-
na.

— Teresa Nobrega Gonzalez, maestra de la escuela publica de nifias de La

Laguna.

En la primera sesion intervino el Inspector de Ensefianza Primaria de la
provincia de Canarias, Rodrigo de la Puerta y Vila, quien destac6 la impor-
tancia de las Conferencias, a la vez que hizo una critica sobre las precariedades
de las escuelas y las penurias econémicas de los maestros por el desinterés de
las autoridades publicas?!. Los retrasos en el abono de los salarios, los nefastos
comentarios de los adversarios de la instruccion, dado que algunos represen-
tantes de los poderes locales injuriaban a los maestros y criticaban su trabajo,
las infraestructuras ruinosas y la carencia de material didactico entorpecian la
labor magisterial32.

El principal orador de las Conferencias fue Juan de la Puerta Canseco,
maestro de la escuela publica superior de nifios de Santa Cruz de Tenerife. Una
persona muy comprometida con la educacion insular, el cual habia elaborado
materiales didacticos para la infancia, se decantdé por la metodologia de la
ensefianza. En el conjunto de las actividades formativas, fomentadas por los

30 AULL, Fondo de Magisterio, Caja 316, Doc. 3.
31 «El Auxiliar», Santa Cruz de Tenerife 26 de septiembre de 1889.
32 Ibid.
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propios profesores, se estudiaron basicamente los temas relacionados con las
preocupaciones didacticas mds inmediatas.

En el Boletin Oficial de la Provincia de Canarias de 19 de abril de 1889 se
public6 una nueva convocatoria de Conferencias®®. A través de dicha convo-
catoria se brindaba la oportunidad, a los maestros y maestras, de proponer
temas para disertar sobre alguna cuestion de interés para la ensefianza. En
esta segunda convocatoria de dichas Conferencias, la maestra de la escuela
elemental publica de nifias de Gluimar (sur de Tenerife), Francisca Torrens Pé-
rez, solicit6 el 26 de abril de 1889 al Director de la Escuela Normal y a la Co-
mision organizadora intervenir y tomar parte en la discusion de los temas. La
comision acepto la propuesta y en el programa de las conferencias se incluyd el
tema Necesidad de educar e instruir a la mujer: papel que le corresponde en
el ministerio de la educacion®*. El tema fue presentado el 21 de julio de 1889,
Francisca Torrens Pérez rompi6 el silencio y alzé la voz a favor de la educacion
de las mujeres. Por primera vez participaba una mujer como ponente en dichas
conferencias®’. Su inquietud y preocupacién por el acceso a la educacion de
las mujeres islefias se concretd en su participacion en las conferencias pedago-
gicas, aprovechando el espacio académico para afirmar el derecho a la edu-
cacion. Reivindico la educacion de las mujeres como preparacion basica para
poder desempeifiar las mismas funciones que los hombres*®. Algunos asistentes
proclamaron la importancia de la educacion de las mujeres, por su repercusion
en su papel como madre y educadora de los hijos. La educacion de las nifias
equivalia a establecer una escuela «en el interior de la familia»*’. Sin embargo,
se plante6 una discusion contraria a la educacion igualitaria. No se concebia
en la mentalidad de la época, tan dominada por el androcentrismo.

Francisca Torrens puso énfasis en esta cuestion:

para que a todas partes llevara la mujer su bienhechor influjo y para que se cumpliesen
mejor las leyes morales, asegurdndole la independencia de un trabajo honrado... no sélo
la direccién de escuelas de parvulos, sino también la de las escuelas mixtas y elementales
de nifas y las Normales de Maestras, si se quiere que la escuela no sea otra cosa que la
continuacioén del hogar3®.

En la siguiente edicion de las conferencias pedagogicas celebradas en 1890,
también en la Escuela Normal lagunera, la citada maestra, ocup6 de nuevo la
tribuna de oradores y se signific6 como conferenciante defensora de la igual-

33 «Boletin Oficial de la Provincia de Canarias» (BOPC), Santa Cruz de Tenerife, 19 de abril
de 1889.

34 AULL, Fondo de Magisterio, Caja 316, Doc. 3.

35 «FEl Auxiliar», Santa Cruz de Tenerife, 6 de agosto de 1889.

36 AULL, Fondo de Magisterio, Caja 316, Doc. 3.

37 «El Auxiliar», Santa Cruz de Tenerife, 6 de agosto de 1889.

38 [bid.
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dad. El 29 de agosto de 1890 planteo la defensa del derecho a la educacion y al
trabajo, en igualdad con los hombres, manifest6 lo siguiente:

Para que la educacién de la mujer sea integra ¢cudles son los géneros de su actividad que
debe tener el educador? Y no alcanzando la educaciéon a todos ¢podrd tomar la mujer
cumplidamente sus deberes, atender a sus obligaciones y apreciar en lo que valen sus
propios derechos?3’.

La labor de esta pionera también demuestra la importancia de la educacion
en la lucha por los derechos de las mujeres, un tema que sigue siendo relevante
en la actualidad. Con sus intervenciones, Francisca Torrens Pérez abrié un
espacio al debate, demostrando el interés del tema, no sin encontrar opositores
que mantenian principios educativos basados en la diferencia, sustentados en
la vision hogarena de las mujeres. Las respuestas adversas fueron fiel reflejo de
la mentalidad del momento, cegadas por la sociedad tradicional. No obstante,
cabe puntualizar que el auditorio lo componian maestros y maestras, y que los
maestros replicaron al derecho a la educacion de las mujeres. Entonces si ésta
era la actitud del magisterio masculino ¢que se podria esperar de la respuesta
social ante el fenémeno educativo?

A pesar de las mejoras introducidas por la Ley Moyano, las deficiencias
eran tan notables, que se produjo un intenso debate acerca de la educacion
de las mujeres. El analisis de género con una mirada critica, historica y socio-
cultural, revela la desigualdad en los discursos y en las practicas formativas
que regulaban la formacion entre mujeres y hombres, que activaron los dis-
positivos de la exclusion y subordinacion de las mujeres. Un imaginario con
mecanismos de exclusion de las mujeres, con reproduccion de estereotipos de
género (programas de estudio, contenidos, materiales didacticos) y marcadas
asimetrias de género.

2.2. Conferencias Pedagogicas en la Escuela Normal de Maestros de Las
Palmas de Gran Canaria

Las primeras Conferencias se celebraron en la Escuela Normal de Maestros
de Las Palmas de Gran Canaria el 5, 6 y 7 de septiembre de 1888*°. Bajo la
presidencia del director Tomas Rodriguez de la Sierra, el claustro de profesores
y un grupo de maestros de las escuelas publicas de la ciudad y otros proceden-
tes de los pueblos de la isla de Gran Canaria, se inauguraron las conferencias
pedagogicas. Para esa edicion se planificaron tres conferencias. Como confe-
renciantes participaron los profesores de la Escuela Normal de Maestros de

39 AULL, Fondo de Magisterio, Caja 316, Doc. 2.
40 «El Auxiliar», Santa Cruz de Tenerife, septiembre de 1888, pp. 276-279.
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Las Palmas, Juan Hidalgo Romero y Tomas Rodriguez de la Sierra, que a la
vez era el director, y el maestro propietario de la escuela publica de nifios de
San Bernardo, Francisco Cabrera Rodriguez. El profesor Juan Hidalgo Ro-
mero disertd sobre Conocimientos que debe comprender un buen sistema de
educacion nacional clasificindolos segiin su importancia relativa y determi-
nando las reglas que conviene someter su enseiianza en la niriez. La segunda
conferencia titulada Principios en que se funda la disciplina escoldstica y me-
dios para establecerla y conservarla. Parte de la disciplina que depende del
Maestro y que asegura la buena compostura de los ninos, el orden vy silencio
durante los diferentes ejercicios la pronuncié Francisco Cabrera Rodriguez,
profesor de Sordomudos y Ciegos. Segun recoge el periddico El Auxiliar, «un
excelente discurso, nutrido de doctrina pedagdgica, cautivando la atencién del
auditorio» fue muy aplaudido y felicitado por los profesores de la Normal*!.
La tercera conferencia estuvo a cargo del Director de la Escuela Normal de
maestros, Tomds Rodriguez de la Sierra, que traté el tema Perfectibilidad del
hombre, de la cual ba resultado vy resulta la sorprendente extension de los co-
nocimientos humanos. ;Viene la educacion a realizar ese grandioso fin? Con
esta disertacion conectd con el publico asistente de tal manera que fue muy
elogiado por esta intervencion. Los docentes que concurrieron a estas confe-
rencias celebraban la importancia de las mismas, reconociéndolas como #nico
medio para dignificar al Magisterio**.

En 1889 convocaron otra edicion de las Conferencias para los dias 22,23 y
24 de agosto, el claustro propuso tres temas que giraban en torno a la religion
catOlica: 1) La doctrina catdlica. 2) El sentimiento de sus manifestaciones.
3) La necesidad de la religion en la enseiianza®. Se celebraron en el salén de
actos de la Escuela Normal con la participacion de profesores de magisterio y
maestros, contd con la asistencia de maestros y maestras. La religion catdlica
se mostraba como un centro de interés en la educacion y estaba presente en
el curriculo académico, razon por la que fue una cuestion relevante en aquel
contexto.

En 1891, organizaron una nueva edicion de las Conferencias Pedagdgicas y
se fijaron para los dias 27, 28 y 29 de agosto, en periodo vacacional como era
habitual. El claustro de la Escuela Normal propuso temas de debate y convoco
a maestros y maestras**. También se plantearon tres conferencias, entre ellas,
una dedicada a la educacion de la mujer, titulada Bases en que debe fundar-
se la educacion de la mujer para que pueda cumplir debidamente la doble
mision de esposa y madre. Este tema se mostraba controvertido en el orden
de la época, en un escenario en el que los propios docentes defendian el mo-

41 Ibid., p. 277.

2 Ibid., p. 279.

43 BOPC. Santa Cruz de Tenerife, 19 de abril de 1889.

44 «El Auxiliar», Santa Cruz de Tenerife, 23 de abril de 1891, p. 83.
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delo educativo sexista, amparado en los ideales del patriarcado. Las otras dos
conferencias versaron: 1* Origen de la escritura y materias que para ellas han
empleado. Método y procedimientos mds adecuados para la enseiianza de es-
ta asignatura e importancia de la misma y la 3* conferencia Fundamentos en
que debe apoyarse la ensenianza de la aritmética, teniendo en consideracion
lo legislado sobre sistema métrico decimal. Como debe considerarse en las
escuelas el estudio del sistema antiguo de medidas, pesas y monedas.

Cada afio se publicaba la convocatoria correspondiente en el Boletin Ofi-
cial de la Provincia de Canarias y la prensa se hacia eco. La respuesta del
magisterio fue desigual, hubo escasa participacion de maestras y maestros de
la periferia, de la misma manera que sucedia en el caso de la Normal de La
Laguna. No participaban docentes de zonas alejadas ni de otras islas dados los
problemas de transporte y alojamiento y el elevado costo junto a los raquiticos
salarios, tal como hemos indicado.

En la ultima década del siglo se estimé la escasa incidencia de las Confe-
rencias Pedagdgicas en el sector docente, desde sus comienzos se evidencié su
limitada respuesta, y no solo en el territorio insular sino también a nivel nacio-
nal, a pesar de las carencias formativas y la necesidad de actualizacion. Dada
la poca participacion, desde las esferas oficiales se aplicaron reformas para
dinamizarlas. En 1893 y 1894 se crearon las Asambleas de Maestros, que sus-
tituirian a las Conferencias donde éstas no se celebraran. En cumplimiento de
la legislacion oficial sobre celebracion de Asambleas y Exposiciones Escolares
emanada de la Direccién General de Instruccién Publica**. Como anteceden-
tes, tenemos referencia de que se habian celebrado Asambleas Pedagdgicas en
otras provincias y lugares. En las provincias de Castellon, Valencia, Alicante,
Murcia, Albacete y Teruel, por ejemplo. La Asamblea pedagdgica regional de
Valencia tuvo lugar entre los dias 28 al 31 de julio de 1886, siendo considerada
«la reunién mas importante de este género desde la celebracion del Congreso
pedagégico de Madrid en 1882»%°.

En 1895, el director de la Escuela Normal de Las Palmas de Gran Canaria,
plante6 que en la proxima edicién, se diera a las Conferencias Pedagogicas
el caracter de Asamblea Pedagdgica y Exposicion escolar. Argument6 que el
magisterio islefio no pudo concurrir a la Asamblea Pedagdgica y Exposicion
escolar regional celebrada en Sevilla, de cuyo distrito universitario se dependia
administrativamente. Proponia que se realizaran en el mes de abril de 1896,
coincidiendo con el aniversario de la conquista y colonizacion de esa isla de
Gran Canaria y en cuyo programa de festejos debian figurar estas actividades.
Enmarcar la Asamblea Pedagdgica y la Exposicion escolar, en la agenda oficial

45 Real Orden de 6 de noviembre de 1893 y Real Orden de 8 de marzo de 1894.

46 F. Canes Garrido, Aportacion al estudio de la primera enserianza piblica en la ciudad
de Valencia: innovaciones educativas en el siglo XIX, «I Coloquio de historia de la educacion»,
Alcala de Henares, 1982, pp. 126-127.
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de celebracion, era una forma de realzar y dar difusion al programa de esta
actividad académica. El presidente de la Junta Organizadora de la Asamblea
Pedagogica y de la Exposicion Escolar Regional era el propio director de la Es-
cuela Normal de Maestros. Se encargé de la coordinacion, de los preparativos
y gestiones burocraticas de este evento. Se trataba de una exposicion de carac-
ter regional, en la que participaron maestros y maestras de diferentes escuelas
de las islas. Cierto que la mayor participacion fue de Gran Canaria, seguida de
Tenerife y La Palma. La motivacion, el buen hacer y el compromiso educativo
quedaron de relieve subrayando las acciones del magisterio. A sabiendas de
los costos de los desplazamientos insulares, y para facilitar la participacion,
el transporte maritimo de los materiales que se aportaran era gratuito, y los
asistentes interinsulares pagarian la mitad del costo del billete. Los profesores
y maestros delegados debian contestar, previamente a su asistencia, a un Cues-
tionario sobre dichas cuestiones, emitiendo los Inspectores distintos relatorias
en tal Asamblea sobre la base de los datos anteriores. Las actas, conclusiones
y resultados deberian ser remitidos con posterioridad a la Direccion General.

Con el caracter de Asamblea Pedagogica se celebraron las Conferencias
Pedagogicas en el salon de actos de la Escuela Normal de Maestros, los dias
30 de abril, 1y 2 de mayo de 1896 a las 12:00 horas. Se impartieron tres con-
ferencias, de una hora de duracién cada una y posteriormente habia un debate.
Cada persona asistente podia pedir la palabra para participar y disponia de
diez minutos para su intervencién*’. La primera conferencia la presentaba Ma-
nuel Oliva Pérez que disert6 sobre Importancia de Educacion Fisica referida
al cuerpo y su incidencia moral e intelectual. La segunda, a cargo de Carmelo
Zumbado, se titulé ¢Conviene introducir en todas las escuelas la ensefianza
del Dibujo? Y la tercera conferencia La conveniencia del método activo, su
conocimiento y aplicacion prdctica la pronuncié una maestra, que en aquel
contexto no dejaba de ser algo excepcional, a la tribuna se subi6 Felisa Pérez
Rodriguez. Se trataba de una maestra natural del pueblo de Guia (Gran Ca-
naria) que se habia titulado en 1885 como maestra de grado elemental, y en
1888 como maestra de grado superior en la Escuela Normal de Maestros de
La Laguna (Tenerife) por el régimen de ensefianza libre.

La inauguracion de la Exposicion Escolar Regional se realizé en el salon de
actos de la Escuela de Magisterio, con la presencia de autoridades académicas
y municipales asi como la asistencia de numeroso publico, con la actuacion de
la banda de musica y el coro de nifios. Mientras la clausura tuvo lugar en el
salon del Ayuntamiento de Las Palmas, presidida por el Obispo y diferentes
autoridades, cont6 con la actuacion del coro de ninas. Esta celebracion indi-
caba la atencién y difusion que se les brindé a estas actividades académicas
formativas.

47 «Diario de Las Palmas», Las Palmas de Gran Canaria, 28 de abril de 1896; «El Auxiliar»,
Santa Cruz de Tenerife, 20 de mayo de 1896, pp. 105-107.
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La Exposicion Escolar Regional estuvo abierta al publico durante los tres
dias, mientras la banda de musica tocaba en el patio. Las sesiones de la Asam-
blea Pedagdgica solo eran para los profesionales del magisterio y no eran pu-
blicas. Cualquier miembro de la Asamblea tras las conferencias podia interve-
nir y participar en la discusién durante diez minutos. La Inspeccion general de
ensenianza habia recomendado la sencillez en las conferencias, con estilo con-
ciso y razonamientos breves con expresion suficiente, evitando la retérica para
facilitar mayor comprension del auditorio. La Inspeccion ejercia control sobre
los docentes incluso en las actividades complementarias y extracurriculares.
Las iniciativas de perfeccionamiento emanadas, desde los propios maestros,
no siempre pudieron aplicarse dadas las precariedades de las escuelas y de los
docentes, carentes de materiales y recursos.

En la Exposicion deberian constar documentos legislativos y administrati-
vos, informes sobre el estado de la ensefianza, estadisticas, proyectos de orga-
nizacion, datos sobre las instalaciones escolares, material de ensefianza, libros,
trabajos didacticos y organizativos de la vida de la escuela. De tal manera que
la Exposicion Escolar constaba de varias partes:

1. Documentos legislativos y administrativos: datos historicos, estadisticas,
matriculas, relacion de asistencias o ausencias, informes sobre las escuelas,
etc.

2. Edificios escolares: infraestructuras, mobiliario, condiciones higiénicas
(ventilacion, iluminacion), material visual (fotografias, [diminas), modelos,
etc.

3. Material de ensefanza: libros de textos, libros de lectura, cartillas, lami-
nas, colecciones, mapas, globo terraqueo, etc.

4. Trabajos educativos: trabajos de los maestros y maestras (actividades rea-
lizadas por los maestros en las escuelas, materiales didacticos elaborados,
programas, lecciones, memorias, etc.) y trabajos de los nifios y nifas (ejer-
cicios de lengua y matematicas, muestras de escritura, diversos trabajos de
labores y trabajos manuales).

La trascendencia de la Exposicion estrib6 en la importancia de transmitir al
mundo las vivencias educativas y culturales de la educacion. La exhibicion de
diversos objetos originales de interés permitia conocer el patrimonio educativo
y el clima escolar en el que se desarrollaba. La exposicion de trabajos de nifios
y nifias, de cuadernos escolares, dibujos asi como de trabajos manuales y de la-
bores, aporto evidencias de la inmensa tarea desplegada por maestros y maes-
tras, asi como del bien hacer de la infancia. Una exposicién temporal cargada
de contenido conectando con la realidad escolar, ofreciendo informacion del
patrimonio material e inmaterial, de la vida académica, profesional y el traba-
jo educativo. Los materiales de la exposicion reproducian escenas escolares y
evocaban diferentes momentos de la vida cotidiana en la escuela. La Exposi-
cion fue una oportunidad para conocer las maneras de ensenar y organizar la
docencia, incluso a modo de intercambio de saberesentre los docentes. Real-
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mente constituia una visita por el mundo educativo, en el que se conjugaban
los actores y actrices, nifios y nifias, como auténticos protagonistas del proceso
educativo. La participacion de maestros y maestras era esencial. La Exposicion
bien organizada y estructurada con diferentes materiales, objetos y ttiles de
variada indole resulté valorada y reconocida en aquel entorno. Asi se concedie-
ron premios a los expositores, tales como medallas de oro, plata o bronce, por
el mobiliario escolar, por el material de ensefanza, por libros didacticos, por
los mapas*®. La prensa educativa y la prensa general informaban puntualmen-
te de este acontecimiento. Las exposiciones temporales de la cultura escolar
como espacio para conocer y reconstruir el patrimonio historico-educativo,
pretendian ser el punto de encuentro para que se conocieran los medios y las
condiciones de la ensefianza—aprendizaje®.

La celebracion en la Escuela Normal de Maestros de Las Palmas de la
Asamblea Pedagogica y Exposicion escolar significé un avance importante en
el reconocimiento de las innovaciones en la educacién’’. Tanto la prensa pe-
dagobgica como la prensa local se hicieron eco de la organizacion®! y actividad
desplegada’?. Los periédicos daban informacién puntual sobre los preparati-
vOs y progresos previos a la inauguracion, que tuvo lugar el dia 29 de abril de
189633, El periddico educativo «El Auxiliar» también publico el programa de
los actos de la Asamblea Pedagogica y relato los aspectos mas destacados de la
Exposicion Escolar Regional de Las Palmas®*.

3. El protagonismo de las maestras en los Congresos Pedagogicos

Los congresos pedagdgicos del siglo XIX, fueron protagonizados por pro-
fesores y maestros comprometidos con la politica educativa de ensefianza pri-
maria. Los congresos pedagogicos celebrados en las altimas décadas del siglo
(1882,1888 y 1892) resultaran claves para la educacion de las mujeres, fueron
sensibles a su problemadtica. En ellos se puso de relieve el interés por la educa-
cién femenina, aunque sin cuestionar su rol social. Ademas, contaron con la
participacion de mujeres, en especial de figuras sefieras de la cultura y de la
educacion como las escritoras y las maestras, que se significaron en la defensa
de la educacion femenina. En las sesiones las mujeres mostraron su disconfor-

48 Ibid., 20 de mayo de 1896, pp. 106-107.

49 M® J. Llinares Ciscar. Exposiciones sobre la cultura escolar como espacio para el conoci-
miento del patrimonio histérico educativo, «Cabas», n. 19, 2018, p. 91.

50 «El Auxiliar», Santa Cruz de Tenerife, 10 de marzo de 1896, pp. 49-50.

51 «Diario de Las Palmas», Las Palmas de Gran Canaria, 28 de febrero de 1896.

52 «El Auxiliar», Santa Cruz de Tenerife, 4 y 5 de marzo de 1896.

33 1bid., 28 de abril de 1896.

54 1bid., 20 de mayo de 1896, pp. 105-107.
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midad ante los prejuicios de los hombres, que consideraban que su acceso a
la instruccion repercutiria de forma desfavorable en su funcion social. En este
sentido hubo un radical enfrentamiento con determinados sectores politicos y
culturales, que defendian el alejamiento de las mujeres de la cultura. Argumen-
taban los posibles perjuicios y complicaciones para la convivencia familiar si
las mujeres accedian a la educacion y desarrollaban actividad laboral remune-
rada, En contrapartida, otra parte del auditorio de los congresos pedagdgicos
fue muy sensible a la educacion de la mujer.

En 1882 el Congreso Nacional Pedagogico celebrado en Madrid abordé la
educacion en Espana. Hubo algunas ponencias que versaron sobre el tema de
las mujeres. La maestra de Madrid, Encarnaciéon Martinez Marina, reclamoé
una educacién idéntica al hombre con los mismos derechos profesionales®.
No obstante, la mayoria de los presentes se opuso a la educacion superior fe-
menina, asi como a que ocuparan puestos docentes en las escuelas normales.
Sin embargo, se aprob6 la propuesta de que las mujeres se encargasen de las
escuelas de parvulos’®. En este Congreso, el conocido pedagogo decimoné-
nico Mariano Carderera, expuso su particular opiniéon alegando que no era
nocivo que la mujer se instruya «lo que no debe ofrecer duda es que no debe
fomentarse, ni menos excitarse en ella, las aspiraciones a salir de su esfera»®’.
En el mismo ambito, unos dias después, Antonio Pérez de la Mata, Director
del Instituto de Soria, insisti6 en que «solo las mujeres varoniles, y ain las qué
por vocacién o calculo, se sustraen de aquellos tan sagrados cuanto penosos
deberes pueden aspirar a una mayor cultura»®. No dejan de sorprender estas
argumentaciones entre profesionales de la ensefianza, y en el escenario de un
congreso pedagogico, donde se presumia que participaba la gente mas culta,
progresista y avanzada, los profesionales de la educaciéon que tenian otra vi-
sion de la cultura alejada de la mentalidad comun del pueblo. En los debates
se plantearon diversas cuestiones que afectaban al trabajo de las maestras,
consideraban que no tenian asignado el mismo papel en las escuelas de nifias
que los maestros en las escuelas de nifios®’.

Mas tarde, las maestras reclamaban que inspeccion de las escuelas de nifias
estuviera a cargo de mujeres. Asi lo manifest6 Walda Lucenqui, procedente de
la Escuela Normal de Badajoz, en el Congreso Nacional Pedagogico celebrado

55 Cfr. L. Batanaz Palomares, La educacion espaniola en la crisis de fin de siglo: Los Con-
gresos pedagogicos del siglo XIX, Cérdoba, Diputacion Provincial de Cordoba, 1982, p. 171.

56 L. Sanchez, J.L. Herndndez, Auxilio Social y la educacién de los pobres. Del franquismo
a la Democracia, «Foro de Educacién», n. 10, 2008, p. 231.

57 Cfr. Batanaz Palomares, La educacion espariola en la crisis del fin de siglo: Los Congre-
sos pedagdgico, cit., p. 60.

58 Ibid., p. 169.

59 M* T. Lopez del Castillo, Defensoras de la educacion de la mujer. Las primeras inspec-
toras escolares de Madrid (1861-1926), Madrid, Consejeria de Educacion de la Comunidad de
Madrid, 2003, pp. 54-58.
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en Barcelona en 1888: «La Inspeccion de primera ensefianza de las escuelas
de nifias deberia, en lo posible, estar 4 cargo de profesoras»®’. Ademads, las
maestras y profesoras de magisterios replicaron ante las presiones de maestros
y profesores por seguir controlando la educacion de las mujeres. La profesora
de Madrid, Encarnacién Martinez, opinaba que la presencia de profesores en
las escuelas normales femeninas resultaba «denigrante para la mujer, que, por
honra suya, debe sacudir esta tutela bastarda»®!. También abundaba en esta
cuestion, Vicenta Janer, que propuso «que la ensefianza 4 la mujer sea dada
por la misma mujer. Se demostraria entonces que el hombre ha sabido educarla
é instruirla»®?. Los propios miembros de la ILE expresaron su sentir, defen-
diendo la docencia de las profesoras®®. También se defendia que las mujeres
pudieran impartir ensefianza en las escuelas normales mixtas®*. Las aportacio-
nes de las mujeres®’ a la formacién de maestras se ampliaron y se recogieron en
la normativa. A las maestras se les permitié promocionar, desempefiar como
directoras y profesoras de las escuelas normales®®. De manera que lograron
sus reivindicaciones superando las restricciones y discriminaciones a las que
estaban sometidas en los comienzos de la centuria. Fueron capaces de vencer
los recelos y suspicacias de sus coetaneos. Asi se amplié la plantilla de las
profesoras de magisterio, se increment? la entidad numérica de profesoras, ga-
nando un espacio académico de trascendencia para la formacion de las nuevas
generaciones de maestras y como sector profesional para las mujeres. La tra-
yectoria profesional de unas mujeres que con su tenacidad lograron conquistar
su espacio profesional y abrieron nuevos horizontes para las maestras del siglo
XX, a pesar de la resistencia de los maestros que defendian un modelo patriar-
cal®”. Un hecho que derivé en la centuria siguiente en la igualdad salarial.

En los Congresos pedagdgicos posteriores, el Congreso Pedagdgico Hispa-
no-Portugués-Americano celebrado en 1892, se mostraron favorables a que la
inspeccion de las escuelas de nifias, las realizaran las maestras®®. Este Congre-

60 Congreso Nacional Pedagdgico. Actas del Congreso Nacional Pedagdgico de 1888, Bar-
celona, Casa provincial de Caridad, 1889, p. 115.

61 Ibid., p. 228.

62 Ibid., p. 192.

63 M. Bartolomé Cossio, Numero y sueldo de los profesores de las Escuelas Normales, «Bo-
letin de la Institucion Libre de Ensefianza», n. 332, 1890, p. 356.

64 Ibid., pp. 257-260.

65 M* C. Colmenar Orzdes, Contribucién de la Escuela Normal Central de Maestras a la
Educacion femenina en el siglo XIX (1858-1887), «Historia de la Educaciéon», n. 2, 1983, pp.
105-112; M* C. Colmenar Orzdes, Proyeccion social de la Escuela Normal Central de Maestras
de Madrid durante la Restauracion espaiiola, «Historia de la Educaciéon», n. 8, 1989, pp. 161-
274.

66 Dévila, La honrada mediania, cit., pp. 83-103.

67 E. Cortada Andreu, El acceso de las maestras al magisterio piiblico en el siglo XIX: scon-
cesion o logro profesional?, «Historia social», n. 38,2000, pp. 35-56.

68 R. M* Capel, La apertura del horizonte cultural femenino: Fernando de Castro vy los
Congresos Pedagdgicos del Siglo XIX, Mujer y Sociedad en Espana (1700-1975), Madrid, Mi-
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so tratd el tema de la educacion primaria, secundaria y superior, y dedic6 una
parte al debate a la educacién de la mujer®®. La quinta seccién del Congreso
versé sobre la mujer, bajo el titulo Concepto y limites de la educacion de la
mujer y de la aptitud profesional de ésta. En este congreso participaron mu-
jeres relevantes, entre ellas, Emilia Pardo Bazan o Concepcion Arenal, qué al
no poder asistir, envio al Congreso un texto para defender la educacion feme-
nina’’. Las discusiones se orientaron a la educacién mixta y al derecho de las
mujeres a desempeniar diferentes profesiones. En las sesiones hubo detractores
de la educacion femenina, personas que no la consideraban apta para el saber
y con argumentos pseudocientificos la denigraban, como el expresado por el
doctor en Medicina Fernando Calatravefio’!. En sintesis, el primer Congreso
Pedagogico fue celebrado en 1882 con la participacion de mujeres. Diez afios
mas tarde, en el congreso pedagdgico de 1892, destaco la participacion de
las mujeres, la mayoria maestras, mujeres instruidas y profesionales que de-
batieron y defendieron la educacion de las mujeres. Algunas formaron parte
del comité organizador, otras leyeron memorias y una buena parte intervino
en los debates. Lo mas significativo de los congresos pedagogicos fueron las
propuestas sobre la educacion de las mujeres. Se debatié favorablemente sobre
su capacidad para recibir educacion asi como para el desempefio de ciertas
profesiones.

En este tipo de encuentros cientificos no hubo participacion de maestros y
maestras procedentes de Canarias, o al menos no tenemos constancia de ello,
después de consultar la informacion disponible sobre estos Congresos Pedago-
gicos. No hubo participacion de docentes procedentes de Canarias en los con-
gresos pedagdgicos de finales del siglo XX. Habia maestras comprometidas
con la educacion y que se significaron en su quehacer magisterial, sin embargo,
no era facil desplazarse desde el archipiélago a la Espafa peninsular para par-
ticipar en los congresos pedagogicos. El contexto de la época no favorecia el
desplazamiento y participacion de las mujeres.

nisterio de Cultura, 1982, p. 143; C. Flecha, Lo que piensan las mujeres acerca de su educacion,
«Historia de la Educacién», n. 26, 2007, pp. 395-435.

69 P, Alcantara Garcia, Crénica del Congreso Pedagogico hispano-portugués-americano.
Votacion de conclusiones, «La Escuela Moderna», n. 21, 1892, pp. 464-470.

70 C. Arenal, La emancipacién de la mujer en Esparia, Gijon, Editorial Jacar, 1974, p. 67.

71 F. Calatravefio, Actas del Congreso Pedagégico Hispano Portugués Americano 1892 (p.
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Conclusiones

El abordamiento historico de la formacion del magisterio en Espafia pone en
evidencia las precariedades del sector. En la formacién permanente destaca la
pobreza de iniciativas y la precariedad en el tiempo de los esfuerzos realizados.
Las continuas reformas a las que se sometia la formacion inicial del magisterio
junto a las conferencias pedagogicas constituyen una prueba de la deficiente pre-
paracion del colectivo. Para entender la cualificacion profesional ha sido preciso
poner de manifiesto las circunstancias de la estructura social, de una sociedad
tradicional con altos indices de ruralizacion y escasa urbanizacion, resaltando
los datos mas relevantes de la escuela primaria de aquellos momentos.

En Canarias la tenacidad de los directores de las Escuelas de Magisterio,
con espiritu renovador, permitié cumplir con la normativa y celebrar las Con-
ferencias Pedagogicas, si bien, no resultaron exitosas. Los intentos de forma-
cion permanente quedaron en proyecto dado que los docentes querian solucio-
nes a sus problematicas y las conferencias tuvieron mas un desarrollo teérico
que practico. A esta circunstancia se sumo la falta de apoyo econémico, pues
resultaban muy complicados los desplazamientos insulares e interinsulares,
porque los viajes terrestres o maritimos eran dificultosos, dada la deficiente
red de comunicaciones y a ello afiadir los costos de los propios traslados y
alojamientos. Unos costos que no podian sufragar con los escasos recursos
salariales del magisterio, que gravaban sobremanera los bolsillos de las pre-
carias economias del cuerpo docente, maxime cuando las maestras cobraban
un salario de rango inferior. De manera que no fue ficil lograr la asistencia
y participacion de maestras y maestros. La puesta en practica de proyectos
renovadores no estuvo acompafada de la suficiente partida presupuestaria,
los insuficientes recursos financieros mermaron su desarrollo. La capacitacion
docente era una necesidad formativa que no conté con los recursos suficientes
que garantizaran su éxito. Ademas de los problemas indicados, carecian de
propuestas incentivadoras que atrajeran al magisterio.

No obstante, se celebraron Conferencias Pedagdgicas, una Asamblea y una
Exposicion pedagdgica, que suponian un cambio significativo para mejorar
el proceso de ensefianza-aprendizaje, sin embargo, tuvieron poco eco en el
magisterio insular dada las dificultades de comunicaciones por la accidenta-
da orografia junto a las circunstancias especificas del colectivo docente. Las
maestras y maestros debian poseer una buena formacién para poder aplicar
los cambios necesarios que favorecieran la innovacion educativa. Era un reto
para la ensenanza tradicional que estaba siendo relegada a un segundo plano
en aras de un mayor protagonismo a nuevos métodos. Igualmente, hubo inicia-
tivas de formacion, con edicion de libros pedagdgicos y de prensa profesional.
La prensa educativa, el peridédico «El Auxiliar», actu6 de vocero, informando
sobre la realidad educativa insular. A la vez destac6 como medio de denuncia
al tiempo que anunciaba estas actividades.
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La irregularidad en su funcionamiento no ha sido razén para no reconocer
su dimension y alcance. La trayectoria irregular en la celebracion de las Con-
ferencias Pedagodgicas fue la nota predominante en la centuria decimondnica
en Canarias, sin embargo, no hubo continuidad de las Conferencias Pedagogi-
cas a comienzos del siglo XX como sucedi6 en otras provincias. No tenemos
constancia documental de que a inicios del siglo XX se celebraran dichas Con-
ferencias. La Asamblea Pedagogica y la Exposicion escolar constituyeron un
ejemplo del impulso de los organizadores a las innovaciones metodoldgicas,
ademas de dar a conocer el patrimonio educativo, divulgando sus practicas a
través de diferentes objetos que ilustraban las distintas tematicas.

La presion del espacio geografico junto a los escasos recursos econémicos
mermo el éxito de estas innovaciones pedagogicas, modelo alternativo frente a
la educacion tradicional.

La importancia de las instituciones educativas para la alfabetizacion vy el
desarrollo cultural de las mujeres no se potenci6 debido a las deficiencias en
el sistema educativo, hecho que reflej6 altos indices de ignorancia femenina.
Los maestros y maestras se enfrentaban, cada dia en sus respectivas escuelas,
a una problematica especifica, con una idiosincrasia propia, y no siempre es-
taban preparados para resolver las situaciones sobrevenidas. Ese intento de
formacion permanente, atin a costa de las vacaciones estivales, constituia una
medida pedagogica o instruccion para atender la escolaridad e introducir in-
novaciones didacticas. Se trataba de un modelo educativo que se proponia mo-
dificar la préctica educativa e innovar en la escuela, renovando los esquemas
pedagogicos tradicionales. Aunque no se consolidé la formacién permanente
cred conciencia y gener6 actitudes favorables a la renovacion pedagogica. Las
maestras y maestros han sido, a través de los tiempos, portadores del saber:
produciendo, transmitiendo y transformando conocimientos. Eran personas
eruditas que llegaron a las areas rurales y/o urbanas, muchas de ellas alejadas
y marginadas, de la geografia espafiola.
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1. Russian Empress Catherine 11 and French educators

Empress Catherine II of Russia (1829-1796) (born Sophie Auguste Frie-
derike von Anhalt-Zerbst-Dornburg) reigned in 1762-1796, a much longer pe-
riod than any other ruler in the history of Russia. During her reign, Russia’s
territory increased significantly, a large number of industrial enterprises were
built, and Russia’s influence in European affairs increased considerably. At the
same time, she went down in history as probably the most wasteful ruler: the
national debt that she left behind was covered finally only in 1891, i.e. almost
a century after her death!
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In the second half of the XVIII century, the cruel exploitation of serfs by
landlords was brought to extreme limits. The class struggle between peasants
and landlords intensified, and a formidable peasant war under the leadership
of the Cossack Emelian Ivanovich Pugachev broke out (1773-1775). The young
Empress understood clearly the need to develop education in the country. After
the death of the great reformer of Russia, Emperor Peter I (years of life — 1672-
1725, years of reign — 1682-1725) all the following Russian Emperors and Em-
presses (Catherine I, Peter II, Anna I, Elizabeth I, Peter III) practically didn’t
pay any attention to the development of education in Russia. The lag in this
issue from the leading European countries was becoming more and more ob-
vious and threatened the very existence of the Russian Empire. It was clear for
everybody that few, separate, unrelated and devoid of continuity educational
institutions, small and primitive at that, weren’t able to serve as a reliable basis
for ensuring progress in the socio-economic, military and cultural spheres of
the Russian society. These were usually parish schools, not gymnasiums.

Catherine II began her reign with a promise to improve state laws and reg-
ulations of various estates'. She corresponded with French famous educators
(Voltaire, Diderot), whom she hypocritically invited to participate in the de-
velopment and implementation of public educational projects on the territory
of the Russian Empire. Catherine II suggested Denis Diderot (1713-1784) to
publish the Encyclopedia of Sciences, Arts, and Crafts in Russia because its
publication in France faced significant difficulties. The Empress’s gesture con-
cealed not only an intention to strengthen her reputation, but also a desire to
satisfy the interest of the Russian educated society in this publication. Diderot
refused, but as an option that suited both sides, he suggested some extracts
from the Encyclopedia. As a result, 25 fragments of it were published in Russia
in the last quarter of the XVIII century.

In 1773, Diderot visited Russia at the invitation of Catherine II. He lived in
St. Petersburg from October 1773 to March 1774, and was elected a foreign
honorary member of the Academy of Sciences of Russia. At the request of the
Russian Empress, he drew up the so-called University Plan for Russia, that
would mean the establishment of the solid educational system in the country.
Diderot didn’t have to think about it for long. The plan he proposed to the
Russian Empress was an exact copy of the French educational system that has
been in existence for a long time. According to the Diderot’s plan, the whole
territory of Russia had to be divided into several University districts. The Uni-
versity in each district was supposed to play the role of the governing center
for all other educational institutions. This plan was completely inapplicable in
Russia at the time, where almost the entire population was concentrated in the
western, European part of the Empire, while there were almost no schools in

1 N.A. Konstantinov, E.N. Medynsky, M.F. Shabaeva, Istoriya pedagogiki [History of ped-
agogy], Moscow, Prosveshchenie Publ., 1982, p. 162 (in Russian).
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the Asian part of it, let alone any more or less significant educational institu-
tions. In its main features, the implementation of this plan has begun under
Alexander I in the first quarter of the 19% century, when the ministry of pub-
lic education and four new Universities (Vilna, Dorpat, Kharkov and Kazan)
were opened at once, in addition to the previously existing in Moscow and
St. Petersburg. It was fully completed only in the 20 century. In Catherine’s
Russia, conditions haven’t yet matured for the implementation of the Diderot’s
plan?.

Another great French educator, Voltaire (1694-1778), was Catherine II’s
favorite author. The Empress even referred to herself as his “disciple”. For his
part, Voltaire, from the very beginning of Catherine II’s political activity, ex-
pressed respect for her. After the palace coup of 1762 in Russia, the educator
actively used compliments. He named Catherine II Semiramis. Voltaire and
Catherine II have corresponded for 15 years. In his letters, he drew the Em-
press’s attention to the education of ordinary citizens of Russia.

However, occasional communications with prominent educators couldn’t replace constant
work in the field of the development of education. The economic development of Russia,
the growth of cities and the increase in its size of the state apparatus, as well as the
increasingly obvious need to spread literacy among the unprivileged, primarily urban,
population, prompted Empress Catherine II to pay close attention to the problems of
public education. She understood that an educational system should be designed to meet
the educational needs of as many citizens as possible, with an exception, of course, of
those whom the authorities referred to as the «vile class», i.e. the serf peasantry. For some
time, Catherine II hesitated about choosing the specific plan of education development in
the country...

2. Creation of major and small public schools in cities and county towns

The rise of the Russia’s economic development, the growth of cities and
an increase in the urban population forced the government to start opening
schools for the underprivileged urban population. In 1782, the commission for
the establishment of public schools in Russia was founded in St. Petersburg. It
was a governmental bureaucratic body, which didn’t include the most prom-
inent figures of Russian culture and education of the time. In this sense, the
exception was the most active member of this commission Fyodor Ivanovich
Yankovich de Mirievo (1741-1814), the Serb by nationality, who had been in-
vited by the Russian Empress from Austria-Hungary at the recommendation
of the Austrian Emperor. Yankovich was a great didact, a faithful follower of

2 V.B. Pomelov, 100 velikih pedagogov [100 great teachers|, Moscow, Veche Publ., 2018, p.
67 (in Russian).
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J.A. Komensky and his ideas. Earlier, Yankovich had created an educational
system for the Austro-Hungarian Empire, and in Russia the system established
by the Empress Catherine II took this model as an example®. In 1786 the
commission prepared a Charter for public schools in the Russian Empire,
according to which it was supposed to open four—grade major public schools
(hereinafter — MPS) with a five—year term of study in provincial cities, and
small public schools (hereinafter — SPS) with a two—year term of study in coun-
ty towns. After graduating from SPS, a student could go to study in the senior
classes of MPS, because their curricula were aligned.

The following subjects were included in the curriculum of the MPS: read-
ing, writing, counting, a short catechism, sacred history, penmanship, draw-
ing, arithmetic, history (universal and Russian), geography, grammar, geom-
etry, mechanics, physics, natural history and architecture. The subjects of the
first two classes were studied at SPS. Libraries and classrooms were opened at
the MPS; visual aids on natural history, physics and mathematics were sup-
posed to be here.

The scholars of the Academy of Sciences and Moscow University have cre-
ated textbooks for all subjects included in the curriculum of public schools.
Serious didactic treatises Rules for students in public schools and Guidance
to teachers of public schools were written. The latter gave instructions on all
issues of the educational work at school. Classroom-based organization in-
stead of an individual learning system was advisable. The following methods
were recommended: collective reading, cumulative instruction, tables, image
in initial letters, questioning and tests.

Some words about each of these innovations. «Collective reading»: in the
classroom a teacher, or a student called by him, should stand up and read
loudly an educational book that all other students repeat after him in chorus.
«Cumulative instruction», i.e., the teacher’s explanation of difficult parts of a
textbook. «Tables», i.e. drawing up plans, abstracts, and taking notes of the
textbook’s text. «Image in initial letters», i.e. an image on a blackboard or in
a notebook of definitions in initial letters of words. It was a mnemonic device
that made it easier to remember new notions. «Questioning», i.e., interviewing
of students. A teacher was recommended, by interviewing students, to find
out if they understood his previous explanations. «Tests» had to be conducted
twice a year in public schools: in the middle of the school year, — private tests
of students in the presence of teachers of other classes, and at the end of the
school year, — public tests in the presence of a large number of invited persons
and guests from the nobility, merchants, clergy and city officials. The public
tests were conducted in a solemn atmosphere: teachers had to give welcoming
speeches in which the importance of science and public education was promot-

3 Ibid., p. 200.
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ed. The students recited poetry. Guests had the right to ask students questions
in accordance with the test program. Guidance was considered an official di-
dactic tutorial, and teachers were instructed to follow all recommendations of
the manual strictly, without deviating from it even in the slightest. Guidance
assumed that a teacher shouldn’t so much appeal to the memory of students,
but mostly to their mind, i.e. to seek understanding, and not just memoriza-
tion. However, the then methods were designed mainly for memorizing texts
of textbooks.

As a textbook on moral education, Book on the Positions of Man and Cit-
izen was used, which explained to children their duties towards God, the king
(or the queen), the family and other people in the spirit of autocratic serfdom
ideology.

The material support and management of the MPS and SPS were entrusted
to orders of public charity, which were headed by officials of the province, and
not by the pedagogical administration*®. These secular, provincial, general
educational institutions, — the first in the history of Russia, — were supposed
to open with special solemnity. The first school day was announced on Sep-
tember 22, Catherine II’s namesake day, as it was indicated in the highest the
decree received by governors of provinces. This day, famous in the history of
Russia, got a special glory as a day of the beginning of universal public en-
lightenment?.

In the first year, it was supposed to start the educational process at the
MPS in twenty-five provincial cities. It was also planned to open, — and this
plan was fully implemented, — a significant number of SPS. By the end of the
XVIII century, 315 small and major schools with a total number of students
of about 20,000 people had opened in Russia; 790 teachers worked in them®.
For such a huge country as Russia, the quantity of schools and students was,
of course, extremely insufficient. But, nevertheless, the beginning of the public
educational system in Russia was laid.

4 V.B. Pomelov, Soderzhanie i metody raboty v Vyatskom glavnom narodnom uchilishche
[The content and methods of work at the Vyatka major people school], «Primary school», n. 7,
2011, p. 11 (in Russian).

5 V.B. Pomelov, Glavnye i malye narodnye uchilishcha Vyatskoj gubernii, (k 225-letiyu
sozdaniya sistemy svetskogo obrazovaniya v Rossii), «Vestnik Vyatskogo gosudarstvennogo
gumanitarnogo universiteta», seriya «Pedagogika i psihologiya» [The major and small public
schools of the Vyatka province (to the 225th anniversary of the creation of the secular educa-
tion system in Russia), «Bulletin of the Vyatka State University for the Humanities», The series
«Pedagogy and Psychology»], vol. 2, n. 3, 2011, p. 73 (in Russian).

6 Konstantinov, Medynsky, Shabaeva, Istoriya pedagogiki, cit., pp. 164-165 (in Russian).
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3. How was the task of establishing the major and small public schools
solved in the province (at the example of the Vyatka province)’?

The highest decree on establishing schools was signed on August 12, and
soon the Kazan Governor-General, Prince Platon Stepanovich Meshchersky
received it, along with other governors®. The decree gave notice of the decision
of the commission of public schools, approved by the Empress, to establish
the major and small public schools in Russia, and expressed the requirement
to prepare everything necessary for the establishing of a single major public
school and several small ones in county towns of the Vyatka province’. It was
also necessary to find funds for the maintenance of these schools from the
revenues of the city and the order of public charity, but without burdening the
treasury and without impoverishment for other useful institutions'’.

On August 235, the Vyatka vice-governor Fyodor Fyodorovich Zheltukhin
received from the Governor-General P.S. Meshchersky a copy of the imperial
decree and an order from him to establish the MPS in Vyatka and the SPS in
the town of Slobodskoy!!. Soon, funds for the purchase of books and visual
aids in the amount of 425 rubles arrived to Vyatka!?.

Soon the teachers assigned to work at the Vyatka MPS also arrived. The
chairman of the main commission of public schools, the Count Pyotr Vasily-
evich Zavadovsky (1739-1812), later (in 1802-1812) the first Minister of Public
Education of the Russian Empire, entrusted the Kazan Governor-General with
a special care to patronage the newborn schools.

Some words about each of the first Vyatka teachers of the first state secular
school. Efim Viglinsky, the son of a priest, a native of the village of Viglina
in the Vesyegonsky district of the Tver province. He had been educated at the
Alexander Nevsky Seminary. Grigory Tikhomirov, the son of a deacon, orig-
inated from the village of Khoroshevo in the Moscow district of the Moscow
province. Ivan Myshkin turned out to be the only native of the Vyatka prov-

7 The Vyatka province was part of the Kazan gubernia at the time. Its largest city was Vyat-
ka. Today, it’s the Kirov region [Kirovskaya oblast] and the city of Kirov, which is located 1.000
km northeast of Moscow.

8 V.B. Pomelov, Istoriya obrazovaniya v Vyatskom krae v XIV-XVIII vv [The history of
education in the Vyatka region in the XIV-XVIII centuries], Kirov, VyatGGU Publ., 2011, p.
76 (in Russian).

9 A.A. Spizin, Istoriya Vyatskogo glavnogo narodnogo uchilishcha (1786-1891), in Pamyat-
naya knizbka i Kalendar’ Vyatskoj gubernii na 1891 g. [The bistory of the Vyatka Major Peo-
ple School (1786-1891), in A Commemorative book and Calendar of the Vyatka province for
1891], Vyatka, 1890, pp. 1-79 (in Russian).

10 Sgoletie Vyatskoj gubernii. 1780-1880, Sbornik materialov k istorii Vyatskogo kraya
[The centenary of the Vyatka province. 1780-1880, in: Collection of materials on the history of
the Vyatka region), 2 vols., Vyatka, 1880, Vol. 1, p. 236 (in Russian).

11 Pomelov, Istoriya obrazovaniya v Vyatskom krae v XIV-XVIII vv., cit., p. 76.

12 Ibid., p. 78.
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ince among the first group of teachers. The son of the deacon of the village of
Kyrmyzh, Vyatka district. He received his education at the Vyatka Theolog-
ical Seminary. Timofey Titovich Rapinov came from a family of a priest. He
graduated from the Kazan Theological Seminary. Later, in 1811 he headed the
first Vyatka men’s gymnasium. All these four teachers were as well graduates
of the St. Petersburg Main National School that was opened in 1782. It was
at that time the only educational institution in Russia that trained specialists
destined for teaching positions. The head of this first alma mater of Russian
teachers was F.I. Yankovich de Mirievo. In fact, it was a first Russian teacher’s
seminary.

Moreover, these first four teachers who came to Vyatka were the students
of the first graduate class, which numbered no more than two dozen people.
The fifth part of the class was sent specifically to Vyatka. Thus, all four of
them, — Viglinsky, Tikhomirov, Myshkin and Rapinov, — had the best peda-
gogical education of the time, and besides in different specialties. It’s highly
likely that at that time, no other provincial school in Russia had such qualified
teachers as the school in Vyatka. On November 20, 1786, collegiate assessor
Ivan Stefanovich was appointed the first director of the first secular school in
the Vyatka land at the recommendation of the governor. Stefanovich was of a
Polish nobility. In his youth he graduated from the Kiev Theological Academy.
Simultaneously the first SPS, as it had been planned, was opened in the ancient
town of Slobodskoy of the Vyatka province.

The educational work in the newly created schools was carried out on the
basis of the principles and methods that had been developed by F.I. Yankovich
de Mirievo together with the Russian scientists who took an active part in the
work of the St. Petersburg Main National School.

4. L.1. Betskoy’s pedagogical activity

Ivan Ivanovich Betskoy (1704-1795) spent many years in France, among
his friends were French educators. He’s got acquainted with European educa-
tional institutions. In 1763, on his initiative, an “Educational House” with a
maternity hospital was opened in Moscow, later, — the similar institution in
St. Petersburg, and then in provincial cities. I.I. Betskoy changed the setting of
educational work in cadet corps and gymnasiums, increased the time of study
in them, opened new educational institutions for different social groups, ex-
cept serfs, namely, the School at the Academy of Arts, the Commercial School
for Noble Youth (for boys), the Smolny Institute of Noble Maidens in St. Pe-
tersburg with special departments for girls from the nobility and from the
bourgeoisie, etc.

L.I. Betskoy, like all the enlighteners of the XVIII century, highly valued
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the role of education in public life. He was convinced, that the root of all evil
and good is education or its absence. He presented to Catherine II a report on
the general reorganization of education in Russia. The report was published
in 1764 under the title General Institution for the Education of both genders
of youth, and received the force of a law. It spoke about the need to educate in
Russia a «new breed of people» by organizing closed educational institutions
in which children should stay from 5-6 years old to 18 years old. All this time,
they should be isolated from the surrounding life in order to avoid the cor-
rupting influence of society of the time. Betskoy hoped, that educated in such
a way nobles should be able, to treat peasants more humanely and govern the
state fairly.

L.I. Betskoy considered the main means of moral education to be the sug-
gestion of the “fear of God”, the isolation of children from the inappropriate
environment, and demonstration of positive examples of behavior that girls
had to see during their schooling. He proposed to support children’s tendency
to hard work in closed educational institutions, to instill a habit of avoiding
idleness, to educate girls so that they had to be courteous, compassionate to
poverty and misfortune. He attached great importance to physical education,
and considered clean air the main means of it, as well as entertainment with
innocent amusements and games. As for mental education, he pointed out that
the learning process should be pleasant for children; it had to be conducted
without coercion, and should be based on children’s inclinations. He recom-
mended teaching young people «more from looking and hearing than from
mindless memorization». He warned that excessive coaching of children to
study could lead to blunting children’s abilities. Therefore, he categorically
insisted on the prohibition of physical punishments. Betskoy loved to quote his
own words from the General Plan of the Moscow Educational House: «Once
and for all to introduce the law and strictly assert, — never and for nothing to
beat children»'3.

His idea of educating a «new breed of people» concerned not only the no-
bility, but also the commoners [Russian: raznochintsy]', or the «third rank of
people», who should be engaged in industry, trade and craft. He also hoped
that these “new people” would pass their valuable views and habits to their
children, who, in turn, would pass them to future generations, and so people’s
morals and actions should gradually change for the better, and therefore soci-
ety would be improved. He proposed to carry out significant social transfor-
mations, but, at the same time, with the obligatory preservation of the serfdom

13 Konstantinov, Medynsky, Shabaeva, Istoriya pedagogiki, cit., p. 164.

14 A commoner [Russian: raznochinets] was a person who didn’t belong to any of the estab-
lished estates, i.e. not attributed to the nobility, nor to the merchants, nor to the burghers, nor
to the guild artisans, nor to the peasantry, and who didn’t have personal nobility or spiritual
dignity.



THE DEVELOPMENT OF EDUCATION AND PEDAGOGICAL THOUGHT IN RUSSIA IN THE ERA OF EMPRESS CATHERINE 11 171

system. A supporter of women’s education, Betskoy recognized the important
role of women in the upbringing of children, especially at an early age, and
spoke about the need to create respectful attitude for women in society as
mothers and educators. He played a major role in the establishing the first
women’s educational institution, — the Institute of Noble Maidens [Smolny
Institute].

However, in Betskoy’s views, the stamp of class and noble limitations clear-
ly appeared. It manifested itself in his demand to “root” the “fear of God” into
the hearts of children, in the illusory belief that it would be possible to improve
the serfdom system through education, finally, in an effort to isolate children
from the surrounding reality and to organize a class educational system which
could be available only for privileged classes of the society. As for serfs they
were deprived of an opportunity to study at all.

5. The Smolny Institute of Noble Maidens

An important achievement of I.I. Betskoy was the establishing of the first
closed women’s educational institution in Russia. It was opened in St. Peters-
burg in accordance with a decree signed by Catherine II on April 24 (May 5),
1764. Catherine II, an enthusiastic admirer of the progressive ideas of Michel
Montaigne, John Locke and Francois Fenelon, didn’t at all seek to establish an
educational institution like the Saint-Cyr Institute in Versailles. After all, the
French institute wasn’t given higher tasks than the training of ladies-in-wait-
ing for the royal retinue, and, therefore, all training was mainly limited to
teaching elegant manners. The Russian Empress set a much higher goal for the
educational institution she founded. As stated in the decree, it was created in
order to give to the state educated women, good mothers, useful family mem-
bers and worthy members of the society.

As we have said, Betskoy hoped to create a «new breed of people», for
example, fair nobles and humane merchants, in order to mitigate class contra-
dictions by means of education. He considered the strict isolation of children
from the harmful influence of a society, full of vices and prejudices, to be
a prerequisite for the formation of such «a breed». He created a number of
closed educational institutions, among which the Smolny Institute occupied a
special place. Initially, the school was called The Imperial Educational Soci-
ety of Noble Maidens, and it was located in the premises of the Voskresensky
Novodevichy Convent (architect F.B. Rastrelli), located in the vicinity of the
capital, near the village of Smolnaya, where the Smolny Yard was located in
Peter’s time. Hence the more common name — The Smolny Institute of Noble
Maidens.

According to the charter, children had to enter an institution no older than
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6 years of age and stay in it for 12 years'>. A receipt was taken from parents
stating that they wouldn’t demand their daughters back under any pretext
before the expiration of this period of time. The Empress hoped by opening
the Institute to contribute to strengthening morale in the Russian society. The
Senate was ordered to send the charter of the institution to all provinces and
cities, so that each noble could, if he wished, entrust his daughters in their
infancy to the Smolny Institute.

Anna Sergeevna Dolgorukaya was appointed the first head of the Insti-
tute of Noble Maidens. However, a few months later she was replaced by
Sophia Ivanovna de Lafont, a graduate of Saint-Cyr, who led the Institute for
33 years. Further management of the Institute was carried out by Elizaveta Al-
exandrovna Palmenbach (1797-1802), Julia Fedorovna Adlerberg (1802-1839),
Maria Pavlovna Leontieva (1839-1875), Olga Alexandrovna Tomilova (1875-
1886), Maria Petrovna Novosiltseva (1886-1895), Elena Alexandrovna Lieven
(1895-1915), Vera Vasilyevna Golitsyna (1915-1919).

To enter the Smolny Institute, it was necessary for girls to pass exams in
French and Russian, as well as to pass an interview on knowledge of tenets
of the Orthodox faith. Every year, 200 daughters of hereditary nobles, with
a rank not lower than colonel or actual state councilor, were admitted to the
Institute at the state expense. However, few of the nobility were willing to
condemn their daughters to a “no-go” 12 years of study, after which a difficult
question arose of marrying «an overly educated» girl. That’s why the main
composition of students were, although well-born, but relatively poor girls.
Among the students of the Smolny Institute were the daughters of famous
people as well, for example, the daughter of the great Russian military leader,
Generalissimo A.V. Suvorov.

In addition to government places for pupils, some girls were supported by
scholarships contributed by the imperial family. I.I. Betskoy taught ten girls
of each class at his own expense. He put a special fund for this purpose in the
bank. The great nobles (Orlovs, Golitsyns, Demidovs, Saltykovs, etc.) made
annual contributions to the scholarship. The Smolny girls who studied at the
expense of a private person wore a ribbon around their neck, the color of
which was chosen by their benefactors. So, the scholarship holders of Cather-
ine II’s spouse Paul I had blue ones, the Demidov’s had orange ones, Betskoy’s
proteges tied green ones, and Saltykov’s scholarship holders had crimson ones.
Relatives paid for those who couldn’t receive any scholarship. At the beginning
of the XX century, it was about 400 rubles a year.

The 12-year study period was divided into 4 classes. Each class lasted for
three years. The training program included teaching of a wide range of sub-

15 L.I. Betskoy, Ustav vospitaniya dvubsot blagorodnyh devic [The charter of education of
two hundred noble maidens), in Anthology of pedagogical thought of Russia X VIII century,
Moscow, Pedagogika Publ., 1985, pp. 16-163 (in Russian).



THE DEVELOPMENT OF EDUCATION AND PEDAGOGICAL THOUGHT IN RUSSIA IN THE ERA OF EMPRESS CATHERINE 11 173

jects. In the junior class, Russian and two foreign languages, arithmetic, draw-
ing, dancing, music and needlework were studied. In the 2nd class geography
and history were added to these subjects. In the 3rd class reading of moral and
historical books, as well as elements of architecture and heraldic studies were
introduced. In the 4th class the law, rules of good upbringing, good moral and
courtesy were provided. An important place during education was occupied by
religion, secular manners and various types of home economics. The students
of the Institute wore uniforms of a certain color: 1% grade — coffee, 2" — dark
blue, 3¢ — blue, 4" — white. The coffee color symbolized proximity to the earth
and was more practical, especially for younger children. Lighter colors sym-
bolized neatness of girls. The first three ages were given white aprons, the girls
of the oldest 4" grade were given green ones.

The appearance of students was strictly regulated. A specific hairstyle was
developed for each class, and all girls were required to have namely this hair-
style. But they simply didn’t have an opportunity to somehow show their in-
dividuality in the matter of hairstyles, since they were all served at school by
single master, who was given the strictest instructions. That’s why all of them
had one and the same hairstyle defined for a particular age. The younger girls
were often cut short, and the older ones were forced to pin their hair strictly.

In 1765, the Institute, originally established as a closed privileged educa-
tional institution for daughters of the nobility, opened a department for pet-
ty-bourgeois girls of non-noble estates, except for the serf peasantry. They
received basic general education training; special attention was paid to sewing
and home economics. Teachers at the Institute, who were under the beneficial
influence of humane ideas of French enlighteners, sought to give girls a uni-
versal education, sought to shape them comprehensively. At the same time,
in 1783, the commission for the establishment of public schools in Russia
ascertained the poor knowledge of the Russian language by pupils and it gave
instructions to increase several hours for its study, as well as to conduct all
subjects in Russian.

After the death of Empress Catherine I (1796), Emperor Paul I instructed
the management of charitable, medical institutions and women’s educational
institutions to his wife, Empress Maria Feodorovna. In 1854 the Department
of Institutions of Empress Maria opened; it existed until October 1917. Over
time curricula were changed, the “coffee” class was canceled, and girls began
to be accepted from 8-9 years old for only nine years. The Empress Maria
Feodorovna believed that the education of middle-class girls should be limited
to the preparation of kind mothers and kind housewives, for which six years
was quite enough. Middle-class girls started to be accepted from the age of
11-12. The Emperor approved a set of petty-bourgeois pupils of 200 people.
According to the new plan, reading, writing and grammar of three languages,
geography, history and arithmetic were taught at the first class, and all sub-
jects were introduced gradually. At the same age, it was supposed to teach girls
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dancing, drawing, beginnings of music and needlework peculiar to female sex.
42 hours a week were required for all subjects. The reform changed the nature
of the Educational Society. The broad tasks set by Catherine I were replaced
by narrower and more utilitarian ones. At the same time, graduates took strict
exams, and real tests were introduced. According to results of them awards
were distributed.

Lessons were usually continued from 7 to 11 o’clock, and then from 14 to
16 o’clock. The main subject was considered to be the language of the nobility,
— French. Dialogues between teachers and girls weren’t encouraged. It was also
not supposed to ask questions on the topic under study. Marks were awarded
on a twelve-point scale. By the end of the Institute, many girls knew French
better than Russian. There were inspection exams that were taken in the pres-
ence of the inspector of classes, i.e. deputy director. Public exams, sometimes
in the presence of royalty, were a formality: the best students retold the tickets
they had learned in advance.

Upon graduation six best graduates received the so-called cipher. That was
a gold monogram in the form of the initial of the reigning Empress; it was
pinned to a white bow with gold stripes and worn on the left shoulder. Gold
and silver medals were also awarded. Awards were given at the end of each
class as well: books, pencils, needlework tools. According to academic success
such insignia were given as a bow, the color of which indicated the degree of
success of its wearer, as well as laces with tassels that were tied on one’s hair.

The Charter pointed out the need for the development of pedagogical abil-
ities: older pupils had to study for several hours a week with younger ones, so
that later they could teach their own children. In their free time, pupils were
recommended to read historical books and moral stories, mainly in French.
Fluency in foreign languages, music, playing the harp, singing, modeling,
drawing, embroidery, drawing of geographical maps were especially appreci-
ated. Physical education lessons were compulsory for everyone. The Institute
had a strict daily routine. The rise was at 6 o’clock. The usual menu at break-
fast included a piece of bread with a small piece of butter and cheese, a portion
of milk porridge or pasta. For lunch they got liquid soup without meat, for the
second dish — meat from soup and a small pie. In the evening there was tea
with a bun. During the fasts, the diet became even more meager: for breakfast
girls could get several potatoes with vegetable oil and porridge, for lunch —
soup with cereals and a lean pie. Some girls ended up in the infirmary with
a diagnosis of exhaustion. If a girl had pocket money, then she could have a
heartier breakfast in the teachers’ room, separate from other girls. They could
also quietly arrange with servants to buy groceries, although this was officially
severely punished by overseers.

Free time was strictly regulated. Girls lived in bedrooms (dormitories) de-
signed for nine people with a lady assigned to them. In addition, there was also
a class lady who monitored girls’ behavior during classes. For vulgar behavior,
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girls could be expelled from the Institute. Much attention was paid to religious
education. Moral education included the assimilation of secular virtues: gen-
tleness, courtesy, good behavior, modesty and generosity. A special place was
given to economic education. Mathematics was taught in conjunction with
home economics. The pupils wrote daily bills, kept a daily record of household
expenses, “negotiated” with suppliers about the purchase of food supplies,
“determined the price” of each product, etc. Indoor classes were followed by
walks in the palace park. Here fountains and three ponds were arranged; one
pond was for swimming in summer, the other two served as garden decora-
tions.

Meetings with relatives were limited to two reception days a year. The date
could last no more than two hours. It was especially difficult for girls who
were from far away. They sometimes didn’t see their relatives for a long time.
All correspondence was strictly controlled by class ladies, who read each letter
before sending it to relatives and after receiving the reply. Class ladies were
obliged to monitor the decent upbringing of girls. The main criterion for the
selection of them was usually an unmarried status. This was because she had
to spend all day with pupils.

Institute girls were fenced off from the influence of a family, but not from
the world in general. They were taken out for walks and even court events;
gala dinners and performances were held within the walls of Smolny. Some-
times they were taken to the Tauride Garden, but under strict control: every-
thing was done to prevent their contact with other walkers. Balls were held
several times a year: on the birthday of the Emperor and Empress, on the New
Year’s Eve, etc. These events were attended by all pupils and superiors. Girls
danced with each other for several hours. Occasionally, balls were held with
the invitation of cavaliers, but they had to be necessarily... relatives of girls;
kinship was considered a prerequisite for the invitation. With the beginning
of wars these few holidays also stopped: it was considered reprehensible to
have fun. Corporal punishment wasn’t accepted for pupils but shouting and
swearing were often included in the pedagogical arsenal of some mentors. It
wasn’t uncommon for an offender to be ashamed in front of the entire Insti-
tute. It was especially difficult for those suffering from enuresis; they were
forced to go to breakfast with a wet sheet tied over their dress. One could get
a reprimand for a loud conversation at recess, a carelessly made bed, an im-
properly tied bow or a stray curl from a strict hairstyle. The most important
thing was to follow the rules of the Institute unquestioningly. Obedient pupils
were called «parfaits» [in French, parfaite — perfect]; minx girls could be called
«moveshka» [in French, mauvaise — bad]'®.

16 V.B. Pomelov, Smol'nyj institut blagorodnyh devic. K 250-letiyu so dnya osnovaniya
[Smolny Institute of Noble Maidens. To the 250th anniversary of its foundation], «Primary
school», n. 2, 2015, p. 87.
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Following the example of the Smolny Institute of Noble Maidens, similar
educational institutions began to open in other cities of Russia, However, this
Institute continued to be a kind of a center, and other women’s Institutes and
boarding schools looked up to it!”.

In the second half of the XVIII century, the outstanding representatives of
the pedagogical thought of Russia N.I. Novikov and G.S. Skovoroda were the
exponents of anti-serfdom sentiments. A.N. Radishchev was the outstanding
representative of the first generation of the Russian revolutionary enlighten-
ment.

6. Pedagogical views of G.S. Skovoroda

The outstanding Ukrainian philosopher, democrat and educator Grigory
Savvich Skovoroda (1722-1794) was a fearless denouncer of the official reli-
gion and dead church scholasticism. He graduated from the Kiev Theological
Academy and the Faculty of Philosophy in the German town of Halle. Then
he was a teacher at the Pereslavl Seminary'®. In 1759-1766, he was a poetry
teacher at the Kharkov collegium. For the next 28 years, he was an itiner-
ant philosopher, preacher, and poet. In streets and squares, at rural fairs, he
taught people in the form of sermons or fables, denounced nobility and higher
clergy. His oral presentations expressed the ideology of peasant masses, the
middle and lower Cossacks, and the urban poor. He put forward the ideal of
a free personality, saw the meaning of life in self-knowledge'”.

Although his worldview was idealistic in general, there were many mate-
rialistic elements in his views that make him related to the greatest Russian
scholar Mikhail Vasilyevich Lomonosov (1711-1765). G.S. Skovoroda believed

17 During the 155 years of the Smolny Institute’s existence there were 86 graduations. The
first took place in 1776, the 85", — the last in St. Petersburg, — in 1917. It was then that Nina
Vladimirovna Kostenko-Radzievskaya (born Kruber) (1900-2004, USA) graduated from the
Institute. With her death, the last living thread connecting us with Smolny broke. In summer of
1917 the Institute was closed. The building was seized by the Bolsheviks; there they were prepar-
ing their Great October Socialist Revolution (1917). They willingly used the building because it
was warm and cozy, had electricity, steam heating, running water, and, finally, it was very sig-
nificant in size. The Institute of Noble Maidens itself, headed by Princess V.V. Golitsyna, moved
to Novocherkassk, where its last, 86th graduation, took place in February 1919. In summer of
1919, the Institute left Russia and continued its work in Serbia for some time. As for the Smolny
Palace it became the «headquarters of the revolution», and even in many ways its symbol. The
city’s Communist party government has been located here for many years, and even up to nowa-
days. Today, the Governor of St. Petersburg has his residence just in this building!

18 Pereslavl-Zalessky is one of the oldest cultural and educational centers in Russia, located
in the Yaroslavl region, 140 km from Moscow.

19 N.A. Konstantinov, Istoriya russkoj pedagogiki [History of Russian pedagogy|, Moscow,
Gosuchpedgiz Publ., 1938, p. 102 (in Russian).
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that nature was the beginning of everything; that it’s boundless in space and
time, and it had neither begun nor end. Skovoroda denied innate ideas and
considered the world around him to be a source of knowledge. He sharply
criticized the then prevailing domestic ideas of education. One of the most im-
portant positions that he defended was the statement about the ability of ordi-
nary people to independent pedagogical creativity. Another important idea he
preached was the need to develop own national interests rather than to follow
instructions from outside. He argued that blindly following foreign theories
was harmful.

In the parable Grateful Herodius he ridiculed the desire of the Ukrainian
nobility to imitate mechanically French and German laws, habits, and overall
lifestyle. In this regard, he told a parable about a monkey who gave its children
a noble upbringing. This education was carried out by French teachers who
taught monkeys to speak French, to sing, to play, to dance, and to have secu-
lar manners so that they could get into the court of the Moroccan owner. In
contrast to the monkey, which ape-imitated the tastes and requirements of the
Moroccan rulers (i.e., Russian nobles), Skovoroda brought out a simple, truly
and noble stork Herodius. By raising its children, he tried to save them from
arrogance, idleness, immorality and selfishness.

Skovoroda, like Rousseau, demanded a natural education, but at the same
time he didn’t consider the primitive state of people an ideal form of social life;
he didn’t idealize children’s nature and didn’t demand the removal of children
from the complexities of social life «into the bosom of nature». His idea of
realizing the education in accordance with natural characteristics of children
had a positive social content. It should also be noted that this thought wasn’t
a borrowing from Rousseau, whose Emile was published only in 1761, and
Skovoroda returned from Europe back in 1753. In Russia, Rousseau’s work
was strictly forbidden, and Skovoroda came to the idea of natural education
independently of the French thinker. Finally, a pupil and biographer of Skov-
oroda P. Kovalinsky wrote that his teacher Skovoroda applied principles of
free and natural education back in the 1750s, i.e. before the appearance of the
book Emil, or On Education®°.

Skovoroda demanded that people should be assigned to a particular activ-
ity in accordance with their abilities and interests. He believed that educator
should lead upbringing; natural inclinations of children should be developed
through exercises and activities. In the parable The Grateful Herodius, the
stork tells the monkey: «My father gave me wings, and I learned to fly myself.
He gave me a good heart, and I use it as I see fit». Skovoroda attached great im-
portance to labor education in the matter of moral improvement of a person.
He put forward advanced didactic requirements. In particular, he pointed out

20 Jbid., p. 103.
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that students should study the material consciously. Based on the material they
have studied, they should draw their own conclusions. Skovoroda considered
it necessary to educate all children, regardless of their social status, and was a
proponent of equal education for men and women.

7. Pedagogical activity and views of N.I. Novikov

The famous educator and teacher of the second half of the XVIII century
Nikolay Ivanovich Novikov (1744-1818) was educated at the Moscow Univer-
sity, where his worldview was formed. His educational activities began in the
youth years. N.I. Novikov led a movement for organizing such public schools
which could be independent of the tsarist government. He directed public ini-
tiative in creating schools for the underprivileged population. He opened and
ran two schools for children of underprivileged stratum with his own funds.
Novikov sought to help teachers to organize the education of children properly
and published a large amount of educational literature: ABC books, alphabets,
textbooks on various subjects. N.I. Novikov was the creator and editor of the
first Russian children’s magazine «Children’s Reading for Heart and Mind».

At the time Novikov was the most famous Russian publisher. His printing
house published the third part of all books in the country. He has published
hundreds of books on all branches of knowledge. In his satirical magazines
«Drone» and «Painter» N.I. Novikov published articles on pedagogical topics.
They drew public attention to issues of education. He believed that the cause
of all human errors was ignorance, and the cause of perfection was knowl-
edge. Nikolay Ivanovich was the first organizer of the book trade and it spread
to many Russian cities. Novikov opened a library in Moscow at his own ex-
pense. He organized the so-called Friendly Society, the purpose of which was
to educate people and to promote a new progressive system of education. It
was the forerunner of the pedagogical society.

N.I. Novikov stood at the origins of Russian pedagogical science. In his
essay On the Education and Instruction of Children (1783), he used the term
«pedagogy» for the first time in Russia. By pedagogy he meant a special and
important science about the education of body, mind and heart. The purpose
of this science, he wrote, was to educate children to be happy and useful citi-
zens. The whole work is imbued with love for children?'. Novikov was a great
humanist. He spent all his available funds on organizing aid for the hungry.

N.I. Novikov’s entire educational activity was imbued with hatred of autoc-

21 N.I. Novikov. O vospitanii i nastavlenii detej [On the Education and Instruction of Chil-
dren), in Anthology of pedagogical thought in Russia of the X VIII century, Moscow, Pedagogy
Publ., 1985, p. 289 (in Russian).
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racy, serfdom regime and all its offspring, including the serfdom educational
system. He led the fight against slavery, despotism and arbitrariness not as
a revolutionary, but from a moderate educational position. Novikov named
education the main means of resolving social issues. He called for the moral
improvement of people. He believed that people would become virtuous only
by means of education. Novikov sought to reconcile science with religion and
saw religious education as an integral part of the moral education of children
and youth.

Novikov wasn’t a defender of the official religion and the dominant Or-
thodox church, but he was a proponent of religious tolerance, criticized the
Orthodox clergy, put forward anti-clerical ideas, and suggested that the de-
velopment of the world should take place according to its natural laws. The
purpose of education, in his opinion, was to form an active virtuous person
who directed his activities to benefit the Fatherland and his fellow citizens.
Every person was useful to the state if his mind had been enlightened. That
is why N.I. Novikov insisted on giving children a broad and versatile mental
education. He believed that education shouldn’t only enrich children’s minds
with new knowledge, but it should also develop their mental ability. He said,
their minds should be exercised and enriched with various knowledge??.

Guided by the idea of national education, which occupied a large place
in his entire pedagogical system, N.I. Novikov believed that children should,
first of all, learn their native language and literature, history and geography of
their country. He included in the content of training elementary foundations of
humanitarian and exact sciences, as well as knowledge about nature. N.I. No-
vikov believed that children should explore the world of plants and animals,
get acquainted with the work of people and with labor processes. He openly
called to instill in children respect for workers and peasants, to take them
into the houses and granaries of the peasantry, into the workhouses of artists
and needle workers; to show them how the diverse riches of the earth were
processed and how they were prepared for use for the benefit and pleasure
of people; to teach them to know the main tools used for that, and to honor
those who were engaged in it?3. Children should be taught to love all people
regardless of their religion, nationality, social position in the society. In order
to arouse children’s compassion and respect for the poor and the destitute, he
advised taking them to the sad but instructive homes of the poor, the sick and
the dying, to show how difficult it’s for the sick and the needy to get bread. It’s

22 G.P. Makagonenko, Nikolaj Novikov i russkoe prosveshchenie X VIII veka [Nikolai No-
vikov and the Russian Enlightenment of the X VIII century|, Moscow, 1952, p. 29 (in Russian).

23 Ya.A. Rotkovich, O pedagogicheskih i metodologicheskib vzglyadah N.I. Novikova [On
the pedagogical and methodological views of N.I. Novikov], «Soviet Pedagogy», n. 10, 1953,
p- 35 (in Russian).



180 VLADIMIR BORISSOVICH POMELOV

very important to educate children with a love of truth and a firm intention to
defend the truth, to teach children to value useful work from an early age?*.

Novikov also made a lot of valuable suggestions in the field of moral edu-
cation. He considered it necessary to love and to respect children, to educate
them on positive examples, to make them think about motives of their ac-
tions, to practice moral actions constantly. He opposed physical punishment
strongly. He pointed out that the consciousness of children should be enriched
with correct moral ideas and, above all, they must deeply impress the natural
equality of people.

His article On the Education and Instruction of Children, published in
the magazine «Addition to the Moscow Gazette» was the most important
pedagogical work of the time. The author called in it for the development of
pedagogy as a theory of education. He argues with those who believed that
there was already enough material for this science. He sought to inform a wide
range of his readers, parents and educators with information already available
in pedagogy?®’.

Catherine II was well aware that all of Novikov’s activities were imbued
with hatred of autocracy and serfdom. In 1879, his printing house was taken
away from him, and in 1792, without trial and investigation, he was thrown
into prison. It was only in 1796, immediately after the death of Catherine II,
that Emperor Paul I, her son, who succeeded her, released Novikov, but he
never received the right to publish his views. Novikov’s activities and views
had a great impact on the formation of the worldview of the advanced people
of Russia of the time, in particular of A.N. Radishchev.

8. The outstanding revolutionary educator A.N. Radishchev

The greatest representative of progressive pedagogical thought in Russia
in the second half of the XVIII century was the founder of the Russian revo-
lutionary movement Alexander Nikolaevich Radishchev (1749-1802). He was
the son of a wealthy landowner, and was educated in the Page Corps (1766-
1766). Then he studied at the Law Faculty of the University of Leipzig (1767-
1771). Upon his return to Russia, he was appointed an official in the Senate.

In his main work Journey from St. Petersburg to Moscow (1790), Radish-
chev faithfully reflected the life of ordinary people, sharply denounced autoc-
racy and serfdom. Catherine II, after reading the first 30 pages of the book, re-
garded the author as «a rebel worse than Pugachev». On June 30, 1790, on her

24 NL.A. Trushin, Social’naya i pedagogicheskaya deyatel’'nost’ N.I. Novikova [Social and
pedagogical activity of N.I. Novikov], «Soviet Pedagogy», n. 6, 1956, p. 72 (in Russian).
25 Novikov, O vospitanii i nastavlenii, cit., p. 293.
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order, Radishchev was arrested and imprisoned. He was sentenced to death
for writing his book but was eventually sentenced to 10 years of hard labor in
Siberia. He was stripped of the rank of nobility and his entire fortune. After
serving his sentence, he committed suicide in protest against the autocracy.

Radishchev lived in the era of increasing serfdom and merciless exploitation
of people, but nevertheless boldly and courageously stood up for the down-
trodden and humiliated. He was one of the few advanced Russian nobles who
rose in the XVIII century to understand the need for a revolutionary struggle
against autocracy. The revolutionary Radishchev carefully studied the expe-
rience of the peasant war under the leadership of Pugachev and developed a
theory of the people’s revolution. According to this theory poor people should
have the right to change the social system of Russia for the better one. The
time would come soon, when there would be no exploited or exploiters, and
the working people would take power into their own hands?®.

Radishchev relied on the scientific discoveries of M.V. Lomonosov, whom
he worshipped, considering his views the pinnacle of scientific thought of the
XVIII century. He developed the advanced positions of Russian philosophi-
cal materialism in his views on nature, the origin of man and his conscious-
ness. Radishchev recognized the existence, materiality and cognizability of the
world, and called the official church ideology and masonic teachings mystical
nonsense, reminiscent of the old days of scholasticism. A.N. Radishchev con-
sidered the main task of education to be the formation of a person with civic
consciousness, high moral qualities, with love to his Fatherland. Unlike many
contemporary thinkers, he believed that only a person who was able to fight
actively the autocracy for the benefit of the oppressed people could be named
a true patriot. He outlined these lofty thoughts in his essay A Conversation
about what a Son of the Fatherland is.

In his main work, Journey from St. Petersburg to Moscow, he painted a
depressing picture of suffering to which landlords subjected peasant children.
He pointed out that the serfdom system hindered the spiritual development
of peasant children, stifled their natural abilities, blunted their intelligence.
That’s why he demanded education obligatory for all children regardless their
social status. He believed that one of the greatest points of the Constitution
of the state had to be education, both public and private. The state is obliged
to ensure that younger generation should receive proper education; it would
help develop the child’s strength and make him a true patriot, a true son of

26 V.Z. Smirnov, Pedagogicheskie vzglyady A.N. Radishcheva [Pedagogical views of A.N.
Radishchev], «Soviet Pedagogy», n. 9, 1952, p. 36 (in Russian).

25 A.N. Radishchev, Beseda o tom, chto est’ Syn Otechestva [A conversation about what a
son of the Fatherland is], in Anthology of pedagogical thought of Russia of the X VIII century,
Moscow, Pedagogy, 1985, p. 380 (in Russian).

26 V.K. Bobrovnikova, Pedagogicheskie idei A.N. Radishcheva [Pedagogical ideas of A.N.
Radishchev], «Soviet Pedagogy», n. 8, 1949, p. 72 (in Russian).
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the Fatherland. Radishchev opposed the blind subordination of children to the
will of their parents. He pointed out that the relationship between parents and
children wasn’t their private matter, but a deeply public one.

A.N. Radishchev believed that the relationship of parents to children should
be based on mutual respect, love, reasonable demands; the whole society and
every individual citizen were equally interested in it. Radishchev devoted a
great place in the upbringing of a true son of the Fatherland to the process of
mastering knowledge and mental development. Together with all leading men
of his time, he strongly insisted that the Russian language should become the
language of science and education. He was counting this as a necessary condi-
tion for the development of science in Russia, as well as the initial point of de-
mocratization of education. He put forward an intensive educational program,
which should include knowledge about society and nature.

Radishchev highly appreciated the views of the French enlighteners, but
at the same time he thoroughly criticized their theories on the relationship of
man and society. Objecting to Rousseau, who argued that man’s loss of free-
dom and the emergence of inequality of people was the result of their social
unification, Radishchev pointed out that in the primitive state people were
weak, debilitated, relaxed, and only by uniting into society they have become
much stronger.

A.N. Radishchev considered a man to be a social being. The latter need-
ed communication with other people for his formation. Radishchev criticized
Rousseau’s individualistic concept of education, bitterly ridiculed his fans,
pointed out the incongruity of their educational means and methods, «emile-
like representations of forests, meadows and fields», objected to the idealiza-
tion of children’s nature. At the same time, he urged to consider the natu-
ral characteristics of children. The main thing in the formation of a person,
according to Radishchev, wasn’t his natural data, but the circumstances of
life, social factors that surround a person?’. He criticized closed educational
institutions, isolated from the surrounding life, and pointed out the need for
such organization of education that would help incline a person to a society.
Radishchev believed that in conditions of education isolated from society, it
would be impossible to form a person with social aspirations, interests and
inclinations.

In the works The Life of Fyodor Vasilyevich Ushakov?® and Journey from
St. Petersburg to Moscow, he noted that daily participation in the fight against

27 A.N. Radishchev, O Cheloveke, ego Smertnosti i Bessmertii [About Man, his Mortality
and Immortality], in Anthology of pedagogical thought of Russia of the X VIII century, Mos-
cow, Pedagogy, 1985, p. 393 (in Russian).

28 Fyodor Vasilyevich Ushakov (1747-1770) was a Russian materialist philosopher and ju-
rist. He studied at the University of Leipzig and was a close friend of Radishchev. The latter is
the author of the only biographical essay of Ushakov The Life of Fyodor Vasilyevich Ushakov,
St. Petersburg, 1789.
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despotism, violence, and injustice played a huge role in the formation of true
sons of the Fatherland?’. A.N. Radishchev holds a place of honor among the
Russian thinkers of his time. He had an undoubted influence on the foreign
public thought of the XVIII century. The bust of Radishchev was exhibited in
Paris during the French bourgeois revolution. His book Journey from St. Pe-
tersburg to Moscow was distributed in handwritten form among the leaders of
the French Convention. This book was soon translated into German in Leipzig
and then in many countries of the world. Radishchev’s influence on the devel-
opment of revolutionary democratic thought in Russia was especially great.
Summing up the above, we can state that the era of Catherine II, or Cath-
erine the Great, was eventful in terms of the organization of the educational
system in the Russian Empire. The first teachers-organizers (F.I. Yankovich de
Mirievo, L.I. Betskoy) by their practical activities, and the first original teach-
ers-thinkers (N.I. Novikov, G.S. Skovoroda and A.N. Radishchev) by their
written works, numerous local education figures determined the directions of
the development of education and pedagogical thought in the Russian Empire.

29 Radishchev, Beseda o tom, Chto est’ Syn Otechestva, cit., p. 380.
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1. The concept of the changing childhood and the types of narrators

It is argued that childhood, unlike infancy, is not a biological category but
a social construct. It is generally accepted that civilisation has changed the
perception of childhood. This change is linked to how childhood is defined by
adults. In the twentieth century, it was recognised that the marking out of the
world of childhood from that of adulthood was inseparable from «the process
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of civilisation»!. The negative impact of modernity on childhood has generally
been linked by researchers to the impact of the capitalist system on the world
of children?. One of the consequences of modern civilisation is the differentia-
tion of attitudes towards children. So, children come to be seen as needing to
be protected by adults.

The concept of childhood developed as an adjunct to the modern family ... ‘childrenese’
became fashionable during the seventeenth century. (...) But by the late seventeenth centu-
ry special artefacts for children were common®.

At the end of the eighteenth-century children needed to be taught advice
books; the distance between the children and adults was increasing®. While
the prevalence of the Disneyesque childhood perception of the modern process
of civilisation is remarkable, the perspective of this perception on Third World
countries is also noteworthy. In this respect, the Disneyesque understanding
of the child is a remarkable representation of change, even if it did not become
apparent until the twentieth-century. Through comics, Disney tells children
about an unreal world, a world where no one works, work has no worth, and
relationships between individuals are shaped by utilitarianism’. The idealised
world is an American utopia; however, hidden in the background of this world
is the view of an underdeveloped Third World. The representation of Third
World peoples in cultural and racial terms is stereotypical, especially through
«infantilisation»®. Ironically, however, it has been observed that Third World
countries have also become accustomed to this change’. It is therefore appro-
priate to accept that the concept of childhood has changed in different ways in
the East and the West. There is also an inevitable, albeit indirect, interaction
between the two. In order to link this transformation to this research, the
following question must first be answered: what was the situation during the
nineteenth-century the period of Ottoman modernisation?

2. Ottoman Modernization and the Changing Concept of Childhood

At the heart of the process of Ottoman modernisation lay a problem of
military policy: continuous military defeats and territorial losses led the Ot-

I H. Cunningham, Children and Childhood in Western Society since 1500, New York,
Pearson Education, 1995, p. 5.

2 K. Inal, Cocuklugun Orselenen Diinyasi, Ankara, Sobil Yayinlar1, 2007.

3 ]. Holt, Escape from Childhood, New York, E.P. Dutton, 1974, p. 21.

4 Cunningham, Children and Childhood in Western, cit., p. 5.

5'A. Dorfman, A. Mattelart, How to Read Donald Duck, New York, I1.G. Editions, 1992.

6 Ibid.

7 1bid.
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tomans to search for the factors underlying Western military superiority in
the eighteenth and nineteenth centuries®. When it became clear that military
reforms alone were insufficient to save the Empire, modernisation prompted
reforms in many other areas, including administration, the economy, and edu-
cation, and these changes were reflected in social life. The Europeanisation of
the regime the movement towards a state governed by law was first manifested
in institutions and subsequently in education and intellectual life’. Tanzimat
writers such as Namik Kemal, Ahmet Mithat Efendi, and Semsettin Sami,
who believed that Islam did not preclude modernity, addressed modernisa-
tion in their novels, poems, and plays through a number of symbolic themes,
including the condition of women, children’s education, slavery, and concu-
binage!?. Although ambivalent about these issues, they were often critical of
practices such as the limited education of women and arranged marriages,
which they regarded as necessary to reform in the course of modernisation'!.
The transformation in the concept of childhood likewise brought about a
change in attitudes towards children.

Special products for children began to be imported and sold in a number of areas, from
clothing to toys, with the development of social relations with Europe and the emergence
of a group that could be called a middle class. Children’s fashions began to emerge, espe-
cially in centres with strong trade links with the West'2.

In the mid to late nineteenth century, and especially in the early twentieth
century, there were significant changes in the attitudes of many people in Is-
tanbul towards children:

Children were increasingly taken seriously as children, defined as a distinct segment of
the population. Society was becoming more child-oriented now, with men taking more
of an intelzgest in the upbringing of their children, a trend that began in the late Ottoman
period..."™”.

With children being seen as «the guarantee of the future of the state», the
education and upbringing of children emerged as an independent field of inter-

8 S. Mardin, The Genesis of Young Ottoman Thought: A Study in the Modernization of
Turkish Political Ideas, Princeton, Princeton University Press, 1962.

9 1. Ortayl, Batililagma Sorunu, in Tanzimat’tan Cumburiyete Tiirkiye Ansiklopedisi,
Istanbul, iletiSim Yayinlari, 1983, Vol. 1, pp. 134-139.

10 A.H. Tanpinar, 19uncu Asir Tiirk Edebiyat: Taribi, Istanbul, Caglayan Kitabevi, 2001.

11 M.A. Kiligbay, Osmanli Batililasmasi, in Tanzimat'tan Cumburiyet’e Tiirkiye Ansiklo-
pedisi, Istanbul, IletiSim Yayinlari, 1983, Vol. 1, pp. 147-152.

12 G.G. Oztan, Tiirkiye'de Cocuklugun Politik Ingasi, Doctoral Thesis, Istanbul Univer-
sitesi Sosyal Bilimler Enstitiisii, Department of International Relations (Supervisor: Fatmagiil
Berktay), Istanbul, Istanbul Universitesi, 2008-2009, p. 3.

13 B.C. Fortna, Bonbons and Bayonets: Mixed Messages of Childhood in the Late Ottoman
Empire and the Early Turkish Republic, in 1d. (ed.), Childhood in the Late Ottoman Empire
and After, Leiden, Brill Academic Publishers, 2016, pp. 173-188.
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est. The idea of establishing modern schools as a mechanism of social control,
and equipping childhood with “ideal” Western-style roles and behaviours in
accordance with the political will and the order it established, was a matter
of socio-political vision in the Ottoman-Turkish project of modernity'*. The
transformation in children’s social life has covered a wide range of areas over
time, from literature to theatre, from clothes to play spaces and tools'>. This
change was also reflected in poems, stories, and serialised novels for children
with an increase in the number of children’s journals and magazines!®. Fortna
claims that a clear pattern emerges from an investigation of the ways child-
hood was designed and represented by adults!”.

This heightened atmosphere exaggerated the pre-existing tendency to create two distinct
worlds of childhood. The first, referred to here in shorthand as the world of ‘bonbons,’
is a realm of idealized, romanticized and proto-Disneyesque fantasy. In this construction
children are protected and isolated from adult concerns. In the literature produced for
children that was rapidly creating its own publishing niche from the 1880s onwards chil-
dren are frequently depicted as being dependent on the wisdom, bounty and prescience of
their elders but otherwise isolated from the preoccupations of the grown-up world, quite
like their counterparts in the West'S.

In this world, which Fortna calls the «bonbons», it can be said that the
author-narrator began to use a style similar to the way adults talk to children
for children’s readers. But it is not such a sharp transformation. It always con-
tains contradictions and ambivalent feelings at the beginning. The works in
children’s magazines published before the Second Constitutional Era are par-
ticularly important in this respect, as they are instructive in terms of showing
the process of change.

Making visible the relationship between literary genres produced in the
same period has the potential to make visible some of the cultural ambivalence
of that time. At this point, the observation that works written for children
and works written for adults in the same period may show different cultural
attitudes to the reflection of traditions in the work is a contextual problem. In-
deed, while Bakhtin draws attention to the dialogue he claims to exist between
genres: «The interplay of genres in a single whole literary period is an extreme-
ly interesting and important problem»; «All genres significantly reinforce each
other in harmony; all literature, conceived as a collection of genres, exhibits

14 Oztan, Tiirkiye'de Cocuklugun Politik Ingasi, cit., p. 3.

15 Ibid.

16 «The latter part of the nineteenth century, especially the reign of Abdulhamid II (1876-
1909), represents the synthesis of previous structural developments. It was a period of growth
and differentiation in the economic and social fields, and of ideological transformation». K.H.
Karpat, The Transformation of the Ottoman State 1789-1908, «International Journal of Middle
East Studies», vol. 3, n. 3, 1972, pp. 243-281.

17 Fortna, Bonbons and Bayonets, cit., p. 174.

18 Ibid., p. 175.
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an organic unity of the highest order»'”. We can use this to understand the
traditional transformation to dialogue in the novel, called dialogism, which
instantiates Bakhtin’s claim that all texts are fundamentally dialogic?°.

Discussions of literary genres tend to neglect the need to see children’s lit-
erature as part of the organic system of a particular literary period. However,
the dialogical relationship of children’s literature to other genres deserves to
be noticed. For the inevitable difference in the narrator’s attitude towards chil-
dren and adults suggests a dialogue between the two narrator types. This dif-
ference in attitude must have permeated the way the traditions were reflected
in the works. The influence of the conventional form in the narrative is related
to Bakhtin’s dialogue:

In addition to those real meanings and ideas of one’s addressee that actually determine
the style of the utterances (works), the history of literature also includes conventional or
semi-conventional forms of address to readers, listeners, posterity, and so forth, just as, in
addition to the actual author, there are also conventional and semi-conventional images
of substitute authors, editors, and various kinds of narrators>'.

This matter of who the speaker or writer perceives as their audience is of
immense significance in literary history, according to Bakhtin:

Each epoch, each literary trend and literary-artistic style, each literary genre within an
epoch or trend, is typified by its own special concepts of the addressee of the literary
work, a special sense and understanding of its reader, listener, public, or people®?.

It should be noted that the increase in the number of newspapers and mag-
azines published during the reign of Abdiulhamid II was due to an increase
in the number of readers, and this reading act was linked to the spread of
popular adventure and scientific novels. This trend has also led to an increase
in publications for children?3. Among the magazines and journals published
between 1890-1908, those for children occupy an important place. These con-

19 M. Bakhtin, Estetika slovesnogo tvorchestva; Engl. transl. Speech Genres and Other Late
Essays, (translated by V.W. McGhee), Austin, University of Texas Press, 1986, pp. 98-99, 167.

20 1d., Carnival and Other Subjects: Selected Papers from the Fifth International Bakhtin
Conference, University of Manchester, July 1991, Turkish transl. Karnavaldan Romana: Ede-
biyat Teorisinden Dil Felsefesine Se¢me Yazilar, (ed. S. Irzik), Istanbul, Ayrint1 Yayinlari, 2001.

21 Bakhtin, Speech Genres and Other Late Essays, pp. 98-99.

22 [bid., p. 98.

23 The oppressive attitude of Sultan Abdulhamid II in the administration known as the
Hamidian era, H.H. Duman, C. Pekman, Tiirk Basin Tarihi, EskiSehir, Anadolu Universitesi
Yayinlari, 2014, pp. 65-66; N. Berkes, Tiirkiye'de Cagdaslasma, ed. A. Kuya$, Istanbul, Yap:
Kredi Kiltiir Sanat Yayincilik, 2003, p. 368, reading curiosity, which can be seen as an escape
from the period of political oppression, the habit of amusing oneself by reading curious and en-
tertaining things, seems to have remained within its limits N. Berkes, Tiirkiye'de Cagdaslasma,
ed. A. Kuya$, Istanbul, Yap1 Kredi Kiiltiir Sanat Yayincilik, 2003, p. 369. On the other hand, it
was in this area of repression that the most intense period of Ottoman modernisation took place.
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tain poems, stories, fairy tales, riddles, etc. written for the purpose of edu-
cating children. In addition to many literary genres, there is also the genre of
serial novels?*. The fact that this tradition, which provides the best examples
of the impact of oral culture on written culture, includes child readers is also
an indication of the far-reaching impact of these publications on society. It has
been shown that children follow the serials in the newspapers with interest
for a long time. Thus, this study examines the relationship between children’s
serial novels and modernisation from two perspectives: attitude to tradition
and attitude to technology as directly related to modernisation. So, it will be
shown that dialogue emerges from different types of narrators in the context
of a changing concept of childhood and that these types of narrators have at-
tended to the negotiation about modernisation.

3. Traditions in Serial Novels for Children: Hasude and Muallime

The undeniable dimension of the cultural influence of the Westernisation
on the literature of the Modernisation period of Ottoman Empire led to the
emergence of a new perception of life in the novel, which entered Turkish
literature as a new genre. Although this life is similar to the modern style, it
also includes criticism of some traditions or ways of daily life. The Tanzimat
writers offer new perspectives on many issues, from arranged marriages to
the place of women in social life. In works written for children, however, this
tendency is approached more cautiously. In these serial novels, the idea of
modernising traditions has been abandoned in favour of messages aimed at
cultural transmission.

A total of eighteen serialised children’s novels written between 1894 and
1908 have been identified in this study. Since it is not possible to present all of
these series within the limits of this article, so the study focuses on prominent
works Hasude®> [The Envy] and Muallime®® [The Female Teacher] to illus-
trate the rigid attitude towards tradition in this part. It will suffice to briefly
mention the other series on the subject. The aim is to show that it is possible
to evaluate Bakhtin’s concept of «dialogue» based on the «narrator», with an
attitude similar to that which operates on the ground between genres. On this

M.A. Kiligbay, Osmanli Batililagmasi, in Tanzimat’tan Cumburiyet’e Tiirkiye Ansiklopedisi,
Istanbul, iletiSim Yayinlari, 1983, Vol. 1, p. 152.

24 Most of these serials, almost forgotten in the pages of old periodicals and not attracting
the attention of more than a few scholars, have neither been transferred from the Arabic alpha-
bet to the Latin alphabet nor translated into today’s Turkish language.

25 Uskiidar Kiz Sanattan Thsan, Hasude, «<Hanim Kizlara Mahsus Gazete», 1899.

26 Emine Semiye, Muallime, «<Hanim Kizlara Mahsus Gazete», 1898.
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basis, noting the differences or similarities in the narrators’ styles and perspec-
tives can reveal society’s commitment to deeply held value judgments.

The Hasude series written by Thsan of Uskiidar Kiz Sanat (Girl’s art School)
in «Hanim Kizlara Mahsus Gazete» [Newspaper for Ladies] in 1899. The
hero of the work, Adil Bey, has a sister Bedia, who is a main character of
novel, enters into an unhappy marriage. Adil Bey, who is fooled by his friends
into thinking that she is a good-natured girl, is initially unaware of his wife
Binnaz’s bad habits. As time goes by, it becomes impossible to continue the
marriage when it is revealed that Binnaz has bad habits such as not wearing
what she wears a second time, not liking every dish with an excuse and gossip-
ing. In particular, her jealousy of her husband’s sister Bedia, leads her to make
mistakes out of greed. At the end of the story, Adil Bey finds happiness by mar-
rying a suitable person whom his sister finds for him after he leaves Binnaz.
When Adil Bey decided to marry for the first time, he disregarded the advice
of his sister and the trusted «guide» women around him and made the decision
himself. The fact that Adil Bey’s first marriage was, according to tradition, a
wrong decision is implied at the beginning of the story:

Adil Bey wanted to get married. They looked at so many girls. They found Raif Efendi’s
daughter suitable. It would be a wedding. Bedia Hanim did not want this girl because she
had heard from her friends that her morals were unpleasant and even bad. But Adil Bey’s
friends deceived him, and Adil Bey did not listen to his sister and insisted that he would
definitely marry this girl?”.

Bedia tells her brother that she had heard negative things about Binnaz. For
example, «When she wore a dress, she would not wear it again, she would tear
it up and say that it would be a dress like this»?%. Adil Bey does not heed his
sister’s advice, and Bedia is forced to accept the marriage.

For men who have reached marriageable age, the tradition of the women
of the family or the intermediary women who are engaged in this business to
quest to find suitable girls is affirmed in the story. In this tradition, the custom
of investigating whether the character of the physically liked girl is good is also
reflected positively. The tradition of the groom seeing the girl on the wedding
day is not criticized in this novel. The first pioneer play was Sair Evlenmesi
[The Wedding of a Poet], written by Ibrahim Sinasi, which used satire to criti-
cise the tradition of arranged marriages. The play argues that men and women
should meet and talk before getting married. Many later novels and plays were
based on this play and criticised arranged marriages, such as Taassuk-1 Tal'at

27 «Hanim Kizlara Mahsus Gazete», n. 212, p. 8.
28 [bid.
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ve Fitnat [Talat and Fitnat’s love]?’, Intibah° [Awakening], Yeryiiziinde Bir
Melek3' [An Angel on the World], Turfanda mi yoksa Turfa mi*? [Is it new
or rotten], Muhadarat®® and plays such as Zavall: Cocuk* [The Poor Child],
Sabr u Sebat® [Patience and Perseverance], icli Kiz3¢ [Sweet Girl], Cok Bilen
Cok Yanilir’” [Those Who Know Much, Make Many Mistakes].

There is also some advice on marriage, such as that a woman should dress
beautifully for her husband?3®. It is recommended that if a woman changes her
clothes when she comes home from outside, she should dress nicely beautifully
the house. Considering that the journal, which is an extension of «Hanimlara
Mahsus Gazete», contains publications aimed at girls, it seems that girls in
particular are being prepared for marriage in the traditional way, and that the
novel is being used as a tool.

The main purpose of the Hanim Kizlara Mahsus Gazete is to prepare young girls for
family life so that the order and development of society can be realised through the fami-
ly, the smallest building block. This magazine tells young girls in various ways how they
should act in order to be good bride candidates. Girls should not be ‘too eager to get
married’. In preparing young girls for marriage, the magazine tries to raise modest brides-
to-be and ensure that they seek happiness not in possessions but in getting on well with
their spouses, because ‘happiness is not in wealth but in the sincerity between husband
and wife’?’.

At the same time, however, works written for adults were redefining the
role of women in society. There was an attempt to highlight not only a wom-
an’s domestic life as a mother or wife, but also those aspects that would be
beneficial to society. Fatma Aliye’s novels are an example of this issue. The first
strong female characters appear in her novels, Muhadarat, Udi. Her young
sister, Emine Semiye, is one of the most important writers of the «Cocuklara
Mabhsus Gazete». Her novel Muallime*’, which «is almost identified with the

29 S, Sami, Taassuk-1 Tal ‘at ve Fitnat, EskiSehir, Anadolu Universitesi A¢ikogretim Fakiil-
tesi Yayini, 2018.

30 N. Kemal, fntibah, istanbul, Panama Yayincilik, 2018.

1 A. Mithat Efendi, Yeryiiziinde Bir Melek, Ankara, Tturk Dil Kurumu Yaynlari, 2000.

32 M. Murad, Turfanda m: Yoksa Turfa mu, Istanbul, Tiirkiye IS Bankas: Kiiltiir Yayinlari,
2019.

33 F. Aliye Hanim, Muhadarat, istanbul, Bilge Kiiltiir Sanat, 2022.

34 N. Kemal, Zavalli Cocuk, Istanbul, Bilge Kiiltiir Sanat, 2017.

35 A.H. Tarhan, Sabr u Sebat, istanbul, Dergah Yayinlari, 2000.

36 1d., Icli Kiz, Istanbul, Dergah Yayinlari, 2000.

37 R.M. Ekrem. Cok Bilen Cok Yanilir, istanbul, Bilge Kiiltiir Sanat, 2024.

38 «Hanim Kizlara Mahsus Gazete», n. 213, p. 8.

39 S.H. Dingytirek, II. Abdiilhamid Dénemi’nde Bir Geng¢ Kiz Dergisi: Hanimlara
Mabhsus Gazete’nin Hanim Kizlara Mahsus Kismi, in H. Colak, Z. Kocabiyikoglu Cecen, N.I.
Demirakin (edd.), Aysegiil Keskin Colak’a Armagan: Tarib ve Edebiyat Yazilari, istanbul, Ke-
bike¢ Yayinlari, 2016, p. 149.

40 Emine Semiyye, Muallime, Istanbul, 1Q Kiiltiir Sanat Yayincilik, 2020.
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Hanim Kizlara Mahsus Gazete [Newspaper for Ladies] in the history of Turk-
ish literature»*! is an important example in this respect.

Muallime (The Teacher),** the main heroine of the novel, is hired educate
an eleven-year-old girl, Refah, privately. She also tries to educate the other
members of the family when she lives with them. Although Refah’s parents
want her to be educated according to modern methods, Muallime refuses and
teaches Refah according to religious requirements. Muallime is particularly
disturbed by the fact that the requirements of Islam, such as praying, fasting
and reading the Holy Quran, are not observed at home. She was not educated
in a teacher training college, but was traditionally educated by her father. Over
time, she motivates the other members of the house, even Refah’s very young
and beautiful mother, Saadet, who is flirtatious, to live according to Islam and
teaches them the rules. Muallime has lived with the family for years. But she
has been unable to prevent the family’s downfall.

Refah’s mother, Saadet, who is portrayed as an ignorant and naive woman,
falls in love with her daughter’s fiancé. When this situation arises, Saadet and
those who led her astray are killed. The novel has a very active and intriguing
plot. However, at a time when perceptions of childhood are still changing, this
novel does not use a narrator who addresses the child from a new child’s per-
spective, nor does it differ in style from works written for adults. The artistic,
meaningful and indirect style of expression and the difficult to understand
combinations of Arabic and Persian words give the impression that it was not
written for children. The fact that it was published in «Hanim Kizlara Mahsus
Gazete» gives the impression that this newspaper was written for teenage girls.
It aims to educate them through literary works and, above all, requires them
to adhere to Islamic tradition.

Reading the story of three generations of fictional heroines in an allegorical
style can reflect modernisation and changing attitudes to education. Firstly,
Saadet was brought up by her stepmother, who was criticised for being a very
pious woman whose oppressive attitude was reflected in a negative situation.
Saadet is a female type created by the harmful effects of modernisation. The
character of this woman, who likes to dress well, travel and buy expensive
things, is portrayed with a pathetic weakness. Although Refah is in danger
of becoming like her mother, Muallime eliminates this risk. She gives her a
traditional upbringing. Although Muallime and Refah are described as happy
at the end of the novel, this is not complete happiness, because they suffered a
lot. It can be concluded that the most ideal type of woman in these three gen-
erations is Refah, who was educated by a female teacher as a child. This can
be thought of as reflecting the reason for the emergence of modernization and
the need for girls to be raised according to traditions to improve its possible

41 Dingyurek, I1. Abdiilhamid Donemi’nde, cit., p. 154.

42 «Mualime» means female teacher.
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negative consequences like Saadet who dies at the end of the story with shame
and asking for forgiveness.

The idea that children’s attitudes to social life should also be based on tra-
dition is prominent in almost all of the series. For example, in Halil RiSdi’s
work entitled Ibtild-y1 Masumane [Innocent Addiction], the hero named Mini
Mini is interested in going to the theatre and in the meantime falls in love with
an actress. In fact, it is difficult to say that this is love. Because the little boy in
the story wants to be a poet, and he believes that to be a good poet one has to
fall in love. So, Mini Mini often goes to the theatre to see the actress and tries
to show himself to her by taking long walks in the street. Finally, when the
school authorities discover that he often goes to the theatre, he is forbidden to
take the weekend off. Feeling insulted by this punishment, Mini Mini realises
his mistake and gives up bad habits like going to the theatre. The most inter-
esting difference between this series and the others is that it was the subject of
a complaint in another magazine on the days it was published. When the arti-
cle in question is published, the editors of the journal do not suspend the series
but publish an explanation. An article signed «Nihat» was published in the
magazine «Mecmua-i Lisan», claiming that the main child character named
Mini Mini was inappropriate for child readers because he falls in love with a
theatre actress. In response, an article entitled /btild-y: Masumane Nam Eser-
i Ibret-amize Hitdmi published in the 158t issue of the magazine announced
that the series had been criticised because it was not known how the story
would end and claimed that the author had written this series to serve as a
lesson for the children of the homeland*’.

The important point in this issue is that a work written for children is
the subject of an article in the journal about whether or not it is suitable for
children. In addition, issues such as the inconvenience of a young child fall-
ing in love and the fact that going to the theatre is considered inappropriate
behaviour were clearly expressed. The impact of traditions on children is also
significant in that the story was the subject of complaints when it was pub-
lished. Although the magazine’s management did not stop the publication of
the series because of the complaint, it is important that the protagonist adopts
the behaviour expected of a child at the end of the story, such as working hard,
obeying what parents say, staying away from foreigners and the theatre. In
this way, direct messages are conveyed to the readers. In this novel, narratives
about traditions such as prayer, rituals, and also entertainment during the ho-
ly month of Ramadan, going to prayer on Eid morning at the end of the holy
month, kissing parents’ hands, and holiday visits are highlighted and care is
taken to present these traditions in a positive way to the children.

In contrast to Muallime, in Hasude and Ibtila-i Masumane** the narrator

4 «Cocuklara Mahsus Gazete», vol. 4, p. 158, p. 1, 18 Subat 1314.
44 Halil RuSdu, Ibtila-yi: Masumadne, «Cocuklara Mahsus Gazete», 1899.
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clearly characterizes which type of reader is being addressed. In Hasude it
is girls of marriageable age, and in Ibtila-i Masumane it is adolescent boys.
Although the first part of Ibtila-i Masumane does not explicitly reveal its con-
cern for children’s education, this becomes clear by the end. This Disneyesque
approach marks the transition to the “bonbons” world created by adults to
protect children from evils of the real world. However, emphasizing tradition’s
importance in this world is incompatible with Disney’s global utopia. This is
because, although the advice is given to children by an adult, the attitude is no
different from that of works written for adults. It is therefore useful to mention
Bakhtin’s mirror metaphor and the Disneyesque narrator. For at this point, it
is important how those who write for children and those who write for adults
wish to see themselves in the mirror:

Indeed, our position before a mirror is always some-what spurious, for since we lack any
approach to ourselves from outside, in this case, as in the other, we project ourselves into a
peculiarly indeterminate possible other, with whose help we then try to find an axiological
position in relation to ourselves; in this case, too, we try to vivify ourselves and give form
to ourselves-out of the other®.

The narrator’s attitude to modernisation can be seen as an attempt to see
their self through the idea of modernity and the characteristics they try to cor-
rect through the eyes of others, based on the appearance they see. As Bakhtin
points out, narrators see only their external reflection in the mirror and cannot
really see their selves. The narrator is trying to find an axiological position in
relation to themselves; in this case too, they are trying to animate themselves
and give themselves form — out of the other. In this case, in this unnatural
reflection, different narrators (those who write for adults and those who write
for children) do not share the same meaning. The narrator feels the need to
give form to science and technology by anticipating the observer’s possible
evaluation, as if looking at its exterior is like looking at oneself in a mirror. In
order to clarify this issue, it should be also deal with the impact of science and
technology on children’s creation of the ideal type of child, which is portrayed
through certain tasks and actions in children’s serial novels. In addition, the
effort to raise a generation that can easily adopt the developments of science
and technology, despite the rigid attitude towards the continuation of tradi-
tions, can be made visible the negotiation and dialogue between the narrators
towards modernisation.

45 M. Bakhtin, Author and Hero in Aesthetic Activity, in Id., Art and Answerability: Early
Philosophical Essays, (M. Holquist, V. Liapunov (edd.); Engl. trans. By V. Liapunov), Austin,
University of Texas Press, 1990, pp. 32-33.
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4. Inspired by Modern science and adventure

Ten serial novels were published in «Cocuklara Mahsus Gazete» [The Spe-
cial Children’s Magazine| between 1897 and 1904. It is the longest-running
children’s magazine, with 627 issues, and was first published in 1896*¢. During
its twelve years of publication, it was published in parallel with the passive
press regime of the time*’. The first article of each issue was called Selamlik
Resm-i Alisi, which explained the Sultan’s «Cuma selamligi»*® [Friday greet-
ings] for the week in a fancy language. It is important to remember that the
works published in the magazine are subject to censorship and cannot contain
any dissenting opinions to the sultanate. For this reason, the works published
are usually simple adventure stories. Ahmet Faik’s works called Kiiciik Seyyah
[The Little traveller], Mosyo Elektrik, Bahr-i Sefid'de Bir Cevelan [A Jour-
ney in the Archipelago|, Tahtii’l-Arz Bir Cevelan [A Travel Underground], Bir
Haftada Devr-i Alem [Around the World in a Week] are adventure books with
the influence of Jules Verne in their names. It is possible to say that translation
works play a role in the writing of these stories*’. However, the originality of
the components and the style, which is in keeping with the traditions of the
society of the time, are remarkable.

Weriters” attitudes to modernisation in travel and adventure novels are lim-
ited to emphasising the importance of science and technology. However, in
the novels of this period, technological inventions were rarely emphasised in
works written for adults. Ahmed Mithat, Hiiseyin Rahmi, Halit Ziya, Refik
Halit and Mehmet Rauf are among the writers who have used the tools of
technological inventions in their works, sometimes as surprising, sometimes
as modern magic: «<Ahmet Mithat Efendi, in his novel Hayret (1885), includes
in particular the telegraph, the telephone and the phonograph»*°. However,
as with works written for children, the primary purpose of the adult novels
was not to promote these discoveries or to popularise science. Although in
adult novels the dandy characters created by misguided modernisation attract
attention, in children’s novels the desired modernised model child type comes
to the fore. This type is especially portrayed as being curious about science and
technology and praised for his devotion to tradition. One of the best examples
of this is the series M6syo Elektrik. The author of the novel Faik Sabri (Duran)

46 S, Kiigiik, /lk Tiirkce Cocuk Dergileri ve Cocuklara Mahsus Gazete, «Selguk Universitesi
Edebiyat Fakiiltesi Dergisi», 2010, p. 715.

47 1bid., p. 718.

48 Tt is an event held when the Sultans of the Ottoman Empire arrive and leave for Friday
prayers.

49 S. Paker, Tanzimat Doneminde Avrupa Edebiyatindan Ceviriler, Cogul-dizge Kuram
Agisindan Bir Degerlendirme, (transl. by A. Tikel), «Metis Ceviri», n. 1, 1987, pp. 31-32.

50 S. Kugtk, Osmanli Algisinda Garb Teknolojisi: Mosyo Elektrik’in Sergiizesti, «Belleten»,
vol. 77, 2013, pp. 713-740.
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(1882-1943), is a geographer. The series begins with a conversation between a
young man called Behget and his friends. While Behget is discussing the bene-
fits of electricity with his friends, a visitor arrives at the house and introduces
himself as Monsieur Elektrik. At the man’s urging, Behget follows him and
they go on a journey. On this journey, Behcet saw extraordinary machines
that worked with electricity. The journey begins with the great express train,
coloured by inventions that were ahead of their time.

Faik Sabri, in his book named Jiill Vern’in Hayat1 ve Eserleri [Jules Verne’s
Life and Works], states that he wrote the novels Mosyo Elektrik [Monsieur
Electric] in 1903 and Bir Haftada Devr-i Alem [Around the World in a Week]
in 1906, under the influence of the novels he read from Jules Verne in his
youth®!. He also expresses that he is a foresighted person who imagines the
innovations that are not available for that day and writes in his novels’2.

In Fiik Sabri’s series Mdsyo Elektrik, in which the author states to have
been influenced by Jules Verne, the theme of the adventure of travel empha-
sises the scientific and technological learning of the protagonists as a process.
The aim is for children to both enjoy and learn from reading adventure stories.
However, the author sometimes cannot resist adopting a very didactic atti-
tude. For example, when one of his friends asks Behget to teach them about
electricity, Behget accepts the request like a scientist, acting as an educator and
teaching his friends about electricity:

Behcet — All right. Let me tell you what electricity is: until recently, nobody knew what
electricity was. The first person to explain it was an English scientist called Maxwell.
He realised that light and electricity are naturally the same and proved it with mathe-
matic. But he died before he could experience it. This success was later given to Hertz
from Germany. Looking at the movement of electrical vibrations, he tried to convert the
vibrations into a measurable state and succeeded. Later he proved that vibrations have
the ability to propagate like light, in a straight line like light vibrations and at a speed of
300,000 kilometres per second3.

In this long monologue, Behget explains the scientists’ electrical studies
like a scientist. After meeting Monsieur Electric, they embark on a journey by
electrical train, which has extraordinary speed. This journey shows him how
electricity makes life easier and how it makes the villagers happy. Thus, the
positive effects that technological developments will have on production are
shown. When Behget wakes up at the end of the journey, he realises that it was
all a dream. In this way, the author shows to children the need for the fantasy
world of science. This is an attempt to educate children by presenting them as
an idealised type, hardworking, dreamer, and faithful.

51 F.S. Duran, Jiil Vern: Hayat: ve Eserleri, Istanbul, Kanaat Kiitiiphanesi, 1932, p. 83.
52 Duran, Jiil Vern: Hayat: ve Eserleri, cit., pp. 5-6.
53 1d., Mosyo Elektrik, «Cocuklara Mahsus Gazete», 1900, p. 18.
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Although travel, seeing new places and people and learning new things are
encouraged in children’s novels, the weight of tradition is also felt. For exam-
ple, Ibrahim Ethem’s Seyyie-i Safalet [Indulge in Debauchery] has the task of
warning children about foreigners. The author tells the story of children who
indulge in debauchery with his wicked friends. In this series, the traditional
themes of family relations, respect and loving distance between children and
adults are emphasised.

Other topics that were written about directly concerned social life, such as
arranged marriages, the comparison of village and city life, the education of
girls, the participation of women in social life, slavery and concubinage, the
lifestyle of Levantines, the entry of governesses into the family and the prob-
lems that this caused in Tanzimat literature®*. While these issues are often
treated along the wrong axis of modernisation, the message is conveyed, either
indirectly or directly, that modernisation is only possible through a correct
perception of the West. However, there was no such message in the serials
written for children. The issue of captivity and concubinage was also raised
and in some ways criticised by artists such as Ahmet Mithat Efendi, Sami-
paSazade Sezai and Abdilhak Hamid. However, these issues were not encoun-
tered in these serials written for children.

Conclusions

It can be said that the ambivalence between modernity and tradition is
made visible in Ottoman literature influenced by Western literature. In serial
novels for children, on the other hand, the clarity of this ambivalence dimin-
ishes, and the narrator’s attitude becomes more traditional. This difference
makes us think that it is possible to apply Bakhtin’s concept of “dialogue”
between genres to the diversity of narratives depending on the reader. The pe-
riod covered in this article is one in which intellectuals in the Ottoman Empire
were discussing how modernisation should take place, and there was concern
about cultural change. However, in works written for children, the existence
of this anxiety is not clear.

This duality of attitudes towards tradition in children’s and adult novels
must be seen in the context of the desire to use the transmission of tradition in
children’s literature as a tool for revealing the deeply internalised value judge-
ments of societies as the perception of childhood began to change under the
influence of the West. For this reason, reading novels or other genres written
for adults and children together, and looking at the dialogical relationship be-

54 R. Korkmaz, Z. GiineS, Tanzimat Dénemi Tiirk Edebiyat I, EskiSehir, Anadolu Univer-
sitesi Yayinlari, 2011, pp. 76-88.
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tween them, allows for a deeper understanding of society’s attitude to chang-
ing traditions. This is related to appearance, just as Bakhtin emphasises about
one’s situation in front of the mirror. This external view will include three
different views of the same mirror and more. As in Muallime and Hasude,
published in «Hanim Kizlara Mahsus Gazete», the appearance is viewed from
the Eastern side, which associates strict adherence to religion and tradition
with education. Another external view in the same mirror is the traditional
form of the relationship between science and technology and the adventure
novels published in the «Cocuklara Mahsus Gazete». From the perspective
of works written for adults, these three different narrative attitudes reveal
a dialogue. This dialogue is remarkable in that it reflects the negotiations of
the transitional period of society. Based on Western instruments, they look
at modernisation, not themselves, in a Western mirror, and prefer to create
idealised types of children engaged in a series of activities by conveying to the
reader the scientific and technological aspects they see in them. The reason for
this, of course, has to do with the historical period in which they find them-
selves. Loyalty to the Sultanate and the desire to be a good Muslim still form
the basis of child education, although it is felt that adult literature is beginning
to move beyond these main themes.

Seeing the dialogical relationship between different types of narrators who
depending on the nature of the reader will also help to see the organic struc-
ture of the whole. As a result, making comparisons in order to see the dis-
agreements between different parts of society in the deeper meanings reflected
in the dialogues within the text, and the dialogues between genres, will help
to evaluate many issues that are not much emphasised today from different
perspectives.
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Introduction

Before 1912, the colonial schools established for the Indigenous population
of Eritrea used textbooks adopted from Italian schools, which were not al-
ways suitable for the contexts and needs of native pupils. The need for school
manuals adapted to the local environment had already been recognized before
1900. In a report dated 11 February 1898, Governor Ferdinando Martini,
after visiting the schools run by the Sisters Daughters of St. Anne, pointed
out the inadequacy of the pedagogical criteria used in selecting the textbooks,
which failed to take into account the cultural background of the Indigenous

pupils:
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I will not speak of the books adopted by the Sisters; but to tell Galla, Sudanese, or Harar
girls about Cornelia and the Gracchi, or about the wars of Hannibal, shows what didactic
and pedagogical criteria guide the good Sisters in their teaching.

Furthermore, C. Pacchiotti, a teacher at the government school of Keren,
emphasized in her report of 15 June 1908 the inappropriateness of the text-
books then in use, as they were «written exclusively for schools in Italy». She
expressed the wish to have volumes «more in keeping with the places where
the school carried out its activity»2.

The Capuchins were among the first to respond to this need. At the begin-
ning of their Mission in Eritrea, they began publishing not only catechetical
texts but also manuals for popular instruction. The first textbook of the initial
series intended for the Indigenous population — designed specifically for use in
colonial schools — was published in 1912, while the first volume of the second
series, composed of three volumes, appeared in 1923.

This paper aims to analyze the school textbooks published by the Capu-
chins in Eritrea during the Italian colonial period, in order to identify the
values and messages prioritized in the education of Indigenous pupils.

The analysis of these texts is situated within an interdisciplinary field of
research — ranging from contemporary history to linguistics — and has been
partly anticipated by several significant contributions. Tekeste Negash de-
scribed the characteristics of the volumes belonging to the two series, high-
lighting their educational objectives®; Laura Ricci examined the linguistic
aspects of the texts, emphasizing the ideology implicit in lexical choices and
content*; Silvana Palma, through a joint examination of educational policies
and teaching materials, helped clarify the role of textbooks within the colo-
nial educational project’. Moreover, Giampaolo Montesanto, in his doctoral
dissertation, analyzed the manuals from the perspective of teaching the Italian

language to the Indigenous population®.

1 Scuole delle Suore di S. Anna, Massaua, 11 febbraio 1898, in ASDMAE, AE, b. 145. Letter
drafted and signed by Ferdinando Martini (my translation).

2 Andamento generale della Scuole elementare di Cheren nell’anno scolastico 1907-08, Ke-
ren, 15 June 1908, in ASDMAE, AE, b. 558. Typescript signed by C. Pacchiotti (my translation).

3 T. Negash, Italian Colonialism in Eritrea. 1882-1941: Policies, Praxis and Impact, Uppsa-
la, Almqvist and Wiksell International, 1987.

4 L. Ricci, La lingua dell’impero. Comunicazione, letteratura e propaganda nell’eta del
colonialismo italiano, Roma, Carocci, 2008; Ead., La debole «italificazione» delle ex colonie
italiane. Sulla manualistica didattica in Libia e nel Corno d’Africa, «Testi e Linguaggi», vol. 11,
2017, pp. 87-100.

5 S. Palma, Educare alla subalternita. Prassi e politiche scolastiche nella colonia eritrea, in
B.M. Carcangiu, T. Negash (edd.), Africa Orientale Italiana nel dibattito storico contempora-
neo, Roma, Carocci, 2007, pp. 211-238.

6 G. Montesanto, Italiani in Eritrea, dai manuali per I'alfabetizzazione coloniale (1912-
1930) alle ultime voci, Tesi di Dottorato, Dipartimento di Scienze Umanistiche (Tutor: M.C.
Castiglione), Palermo, Universita degli Studi di Palermo, a.a. 2023.
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This study seeks to explore, from a pedagogical perspective, the explicit
and implicit educational objectives, the teaching methodologies proposed by
the authors, and the strategies of cultural transmission promoted within the
colonial context, engaging in dialogue with previous scholarship and, in par-
ticular, with the contents of unpublished archival sources. By examining the
dynamics emerging from the interaction of these elements, the image of the
Eritreans that the textbook authors sought to shape during the writing process
comes into focus, shedding light on the role assigned to schooling within the
broader political and civic project of Italian colonialism.

1. The first series of textbooks published from 1912 to 1920

In 1914, with the establishment in Saganeiti of the government school “San
Michele” for young Indigenous Catholics, bilingual textbooks were adopted.
These were designed to facilitate learning and foster intercultural dialogue’,
featuring texts written in Italian followed by their translations into Tigrinya®.
The first volume of the series was published in 1912, and in the following
years the others appeared, for a total of seven volumes.

Monsignor Giuseppe Camillo Carrara, then Vicar Apostolic of Eritrea, ob-
served the limited spread of education among the population® and sought to
broaden access in order to «educate and instruct as many boys as possible»!°.
Considering print to be an effective means to «disseminate education and civ-
ilization [...] throughout the colony»!!, he promoted the publication of bilin-
gual popular manuals in Italian and Tigrinya — the first experiment in bilin-
gual education in the colony.

7 M. Da Nembro, La missione dei minori cappuccini in Eritrea. 1894-1952, Romae, Insti-
tutum Historicum Ord. Fr. Min. Cap, 1953, p. 77.

8 Tigrinya was spoken by the majority of Christian communities in Eritrea. Regarding local
languages spoken in Eritrea during the colonial period, at least a dozen different idioms were
recorded. According to Gallo, «Tigrinya is spoken by 288,515 people; Tigre by 153,517; Saho
by 40,791; Bega by 28,396; Bilen by 24,465; Dankalia by 21,710; other languages spoken in-
clude Amharic, Cunama, Baria, Arabic, Tacrura, Oromo, Somali, several Indian languages, and
Hebrew» (my translation). See, R. Gallo, Le popolazioni delle colonie e possedimenti italiani
secondo il censimento del 1931-1X, in Congresso di studi coloniali (edd.), Atti del secondo con-
gresso di studi coloniali. Napoli, 1-5 ottobre 1934-X1II, 7 voll., Firenze, Tip. Giuntina di Leo S.
Olschki, Vol. IV, pp. 273-290.

9 Report by Mons. Giuseppe Camillo Carrara to the Minister General, Asmara, 20 June
1912, in APCL, sez. XIII, Cass. 01, fasc. 01, docc. 03.

10 Report by Mons. Giuseppe Camillo Carrara to the Sacred Congregation, Asmara, 6 June
1912, in APCL, sez. XIII, Cass. 01, fasc. 01, docc. 02 (my translation).

11 Report by Mons. Giuseppe Camillo Carrara, Vicar Apostolic of Eritrea to Commenda-
tore Agnesa, Diretor General of Colonial Affairs, Ministry of Foreign Affairs, Asmara, 6 May
1912, in APCL, sez. XIII, cass, 01, fasc. 01, docc. 01 (my translation).
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Table 1 below provides an overview of the series, indicating the essential
information and main distinguishing features, and serving as a basis for the
comparative analysis of the contents and textual typologies employed.

Tab. 1. The first series of educational textbooks published by the Catholic Mission in Eritrea.

Title Author/ |Year |No. of |Type of |Content Type |Illust- Exer- | Content Struc-
Editor Pages |Bilin- rations |cises |ture
gual
Arran-
gement
Manuale |[Eze- 1912 | 128, Texts School 25, No |preface
diistru- |chia da [276]"3 presen- | Subjects inclu- 1. A brief
zione. Ad |Iseo]'?/ ted enti- | (History, Geo- | ding two history of
uso degli | Missio- rely in  |graphy, Hygie- | maps human pro-
indigeni | ne Cat- Italian, |ne, Agricul- gress
per cura |tolica follo- ture) 2. Basic geo-
della Mis- | (edd.) wed by graphy
sione Cat- their full 3. Basics of
tolica Tigrinya Hygiene
transla- 4. Elementary
tion principles of
agriculture
5. Physical
and natural
sciences
6. Moral
duties
Appendix
1. Famous
travelers and
explorers
2. The arts
3. Rules of eti-
quette
4. Quota-
tions from
famous men
- Proverbs
5. Errors and
prejudices
(segue)

12 The manuals do not indicate the author; information on them can be found in da Nembro,
La missione dei minori cappuccini in Eritrea, cit., p. 78.
13 The Italian version of the manual is indicated by numbers, while the Tigrinya version,
which follows, is provided in square brackets.
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Title Author/ |Year |No. of |Type of |Content Type |Illust- Exer- | Content Struc-
Editor Pages |Bilin- rations |cises |ture

gual

Arran-

gement
Indu- [Ezechia | 1914 | 160, Texts Introduction |26 No |Preface
strie-arti- |da Iseo]/ [214] | presen- |to the various On the work
mestieri. | Missio- ted enti- |types of indu- Cap.1 On
Manuale |ne Cat- relyin  |stries Industries
ad uso tolica Italian, Cap.2 On the
degli indi- | (edd.) follo- Arts
geni nelle wed by Cap.3 On Tra-
due lingue their full des
italiano e Tigrinya Appendix
tigrigna. transla-
Per cura tion
della Mis-
sione Cat-
tolica
Manuale |[Egidio |1916 |455 Bilin- Various rea- | No No |Prefazione
di lettu- |da Cara- gual dings and Short stories,
re scelte. | glio]/ paral- | miscellaneous anecdotes, and
Italiane — | Missio- lel text | notions descriptions
Tigrai. Ad | ne Cat- (left: Various texts
uso del- | tolica Italian Rights and
le scuole | (edd.) / right: duties
indigene. Tigrin- Hygiene
Per cura ya) Fables and
della Mis- apologues
sione Cat- Letters
tolica Poems
La Colo- |[Ezechia |1917 |215 Bilin- Encyclope- No No |Preface
nia Eri- | da Iseo]/ gual dic and geo- 1. Geographic
trea. Missio- paral- graphic topics knowledge
Manuale |ne Cat- lel text | (Government, 2. Colonial
diistru- |tolica (left: Commerce, government
zione. (edd.) Italian |Banking, etc.) 3. Justice in
Italiano — / right: the Colony
Tigrai. Ad Tigrin- 4. Colonial
uso del- ya) commerce
le scuole 5. Industries
indigene. in the Colony
Per cura 6. Agriculture
della Mis- in the Colony
sione Cat- 7. Banks in the
tolica Colony

8. Religions in
the Colony

(segue)
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Title Author/ |Year |No. of |Type of |Content Type |Illust- Exer- | Content Struc-
Editor Pages |Bilin- rations |cises |ture
gual
Arran-
gement
Uomini [Ezechia | 1917 |263 Bilin- Biographies of | No No |Preface
illustri da Iseo]/ gual notable figures 1. Engineers
del lavo- | Missio- paral-  |and moral tea- and Architects
ro della | ne Cat- lel text | chings 2. Scientists
scienza e |tolica (left: 3. Painters,
della cari- | (edd.) Italian Sculptors, and
ta. Libro / right: Musicians
di lettura. Tigrin- 4. Industria-
Italiano — ya) lists and Mer-
Tigrai. Ad chants
uso del- 5. Writers and
le scuole Poets
indigene. 6. Judges and
Per cura Legal Scholars
della Mis- 7. Navigators
sione Cat- and Explorers
tolica 8. Sovereigns
and Pontiffs
9. Generals
10. Politicians
11. Benefac-
tors
12. Missiona-
ries
Manuale |[Ezechia 1918 |191 Bilin- Hygiene edu- | No No |Preface
di igiene. |da Iseo]/ gual cation and 1. Climate and
Italiano | Missio- paral- daily life prac- Housing
-Tigrai. ne Cat- lel text |tices 2. Food and
Ad uso tolica (left: Beverages
delle (edd.) Italian 3. Personal
scuole / right: Hygiene
indigene. Tigrin- 4. Diseases
Per cura ya) of Tropical
della Mis- Regions
sione Cat- 5. Plant-Based
tolica Medicines

6. Emergency
Aid

(segue)
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Title Author/ |Year |No. of |Type of |Content Type |Illust- Exer- | Content Struc-
Editor Pages |Bilin- rations |cises |ture

gual

Arran-

gement
Embaie... |[Ezechia 1920 |215 Bilin- Narrative No No |To My Kind
(Vittorie |da Iseo]/ gual texts on work Benefactors!
del lavo- | Missio- paral- education and Preface
ro). Libro |ne Cat- lel text | productive 1. Childhood
di lettura. | tolica (left: activities Memories
Italiano — | (edd.) Italian 2. Practical
Tigrai. Ad / right: Apprenticeship
uso del- Tigrin- 3. Education
le scuole ya) for a Merchant
indigene. 4. A Commer-
Per cura cial Explora-
della Mis- tion Journey
sione Cat- 5. Towards
tolica. Success!
Manuale |[Egidio |1928 |382 Bilin- Various rea- | No No | Contents
di lettu- |da Cara- gual dings and listing short
re scelte. | glio]/ paral- general stories; No
Italiane- | Missio- lel text | knowledge chapter divi-
Tigrai. Ad | ne Cat- (left: sions. Preface
uso del- | tolica Italian included.
le scuole | (edd.) / right:
indigene. Tigrin-
Seconda ya)
edizione

Source: author’s organization.

All the texts are bilingual in Italian and Tigrinya, with two main types of
layout. In the first two volumes, the texts written in Italian are followed by
their translation into Tigrinya, whereas in the subsequent works a facing-page
bilingual layout emerges, with Italian on the left-hand page and the Tigrin-
ya translation on the right. This shift suggests a methodological evolution,
moving from a sequential translation approach to a more structured and ped-
agogically effective comparative method. Montesanto notes that, given the lin-
guistic complexity of the early volumes and the non-facing bilingual structure,
these manuals required the teacher to mediate the content. In particular, he
stresses that these texts were intended for use by instructors, who could utilize
the blackboard as a teaching tool, allowing students to transcribe selected and
presented content into their own notebooks!.

Turning to the analysis of content, the sections specifically devoted to the

14 Montesanto, Italiani in Eritrea, cit., pp. 61-69.
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teaching of the Italian language appear to be quantitatively limited. Chapters
explicitly aimed at promoting language learning in grammatical, syntactic,
lexical, and lexicographic aspects are virtually absent. In this context, Ricci
and Siebetcheu note that the readings, characterized by a non-colloquial lexi-
con and literary forms, and lacking grammatical aids, seem to derive from the
standard Italian manuals of the period, with the exception of the inclusion of
translations of the selected excerpts into the local language'’. This observation
suggests the possible existence of additional manuals specifically intended for
teaching Italian. Indeed, some primers published by the Capuchins are extant,
designed either to facilitate the local population’s acquisition of Italian'® or,
conversely, to enable Italian officials to learn the local language!”.

With regard to the historical section, the Manuale di istruzione takes the
form of a didactic narrative, intended to provide an elementary overview of
the origins of labor and means of production - including communication and
transport systems, as well as artisanal activities'®. This approach is further
developed in Industrie, arti, mestieri, which illustrates origins and evolution
of various professions.

The section also offers a highly condensed and simplified account of Italian
history, in which a clearly moralistic interpretation of events is evident, char-
acteristic of pedagogy rooted in religious tradition. The narrative established a
direct correspondence between political decline and moral decay: «With vices
began discord, disorder, and civil wars. And the glorious republic perished»'’.
From this perspective, moral virtue is presented as a necessary condition for
political stability and prosperity. Particularly notable is the centrality attribut-
ed to Christianity, highlighted by the reference to the birth of «N.S.G.C.»
[Our Lord Jesus Christ], indicated as a turning point in relation to the Empire
of Augustus. The beginning of the Middle Ages is described as the moment
when «paganism disappeared and Christianity spread» and «a new civilization
imposed itself upon the old»2?, reflecting a providential conception of history.

15 L. Ricci, R. Siebetcheu, L’italiano in Africa: ex colonie, vecchie e nuove aree di emigra-
zione, in C. Bagna, L. Ricci (edd.) Il mondo dell’italiano. L'italiano nel mondo, Pisa, Pacini,
2019, p. 194.

16 For example: Missione Cattolica (edd.), Nuovo sillabario amarico-italiano, Asmara, Ti-
pografia Francescana, 1909; A. Da Ronciglione, Manuale tigray-italiano-francese, Roma, Casa
editrice italiana, 1912; Id., Manuale amarico-italiano-francese, Roma, Casa editrice italiana,
1912.

17 For example: B. Da Casteltermini, Primo passo allo studio dell’italiano, ad uso degli
arabi, Torino, Ditta G.B. Paravia e C., 1914; Sillabario ed esercizi di lettura in lingua tigrigna.
Compilato per cura della scuola s. Giorgio, Adi Ugri, Asmara, Tipografia Francescana, 1914;
Piccola grammatica per imparare Iitaliano, Asmara, Tipografia Francescana, 1917.

18 Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni, Asmara, Tipogra-
fia Francescana, 1912, pp. 12-27.

19 bid., p. 41 (my translation).

20 Ibid., p. 42 (my translation).
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It is also noteworthy that the narrative emphasizes the continuity and gran-
deur of Rome, described as the state «the most famous and powerful in the
world»?!, outlining a teleological historical perspective aimed at celebrating
the achievement of national unity. The entire narrative context is indeed ori-
ented toward exalting the ideal of a «united, free, and independent Italy»22,
presented as the outcome of the Risorgimento process.

Of particular interest is the volume Uomini illustri del lavoro, which pres-
ents brief biographies of prominent historical figures, partially replacing the
traditional periodized teaching of history with exemplary narratives, perhaps
considered more comprehensible and memorable. Beyond occasional referenc-
es to the greatness of Roman civilization, the idea of history as progress and
conquest is conveyed primarily through examples of Italian men?3, except for
seven foreigners (Giorgio Stephenson, Tommaso Britton, Enrico di Mesmes,
Ferdinando Magellano, Napoleone, Agatangelo e Cassiano) and one woman,
Duchess Filangeri. Africa is almost entirely absent from the text. The selection
privileges European male figures, implicitly aiming to transmit values of pa-
triotism and nationalism, thereby presenting a male-centered and Eurocentric
orientation.

In the geographical section, the treatment of Italian and Eritrean territories
is only partial in the Manuale di istruzione, whereas in La colonia Eritrea, the
geographical description of the colony is more detailed and systematic. This
representation, however, once again reflects a Eurocentric perspective, posi-
tioning Europe as the universal benchmark of civilization and aiming to instill
in Indigenous pupils the legitimacy of colonization, justified by presumed Eu-
ropean superiority. The preface of the manual explicitly clarifies the rationale
behind its compilation:

For about half a century, Europe has dedicated itself to the civilization of the African
continent. All its regions, even those most fiercely defended by the nature of the soil and
the character of the inhabitants, have been subject to penetration [...]. We have conceived
the idea of gathering in a book — brief, simple, and clear — everything concerning the
remarkable progress recently achieved by our Colony. By reading these pages, the Indige-
nous peoples will come to appreciate our work, and a stronger, more intense affection for
Eritrea will be awakened in their hearts®?.

The natural sciences are extensively represented, with particular attention
to the fundamentals of biology — such as the human body, the classification
of living beings, and the five senses — supplemented by elements of astronomy

21 1bid., p. 41 (my translation).

22 [bid., p. 43 (my translation).

23 Palma, Educare alla subalternita. Prassi e politiche scolastiche nella colonia eritrea, cit.,
p. 231.

24 Missione Cattolica (edd.), La colonia Eritrea. Manuale di istruzione. Italiano-tigrai. Ad
uso delle scuole indigene, Asmara, Tipografia Francescana, 1917, pp. 7-8 (my translation).
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(the sun, moon, stars, etc.), physics (sound and echo), and meteorology (winds,
hail, storms, thunderstorms, etc.). In contrast, there is no section specifically
devoted to arithmetic or geometry.

From a methodological perspective, the numerous manuals in this series
feature a composite thematic-textual structure, combining narratives with ed-
ucational content and disciplinary texts. This approach became widespread
following the political unification of Italy and the gradual establishment of a
national public-school system, in which the reading book for children became
widely used — particularly after the 1888 programs drafted by Aristide Gabelli
for Minister Paolo Boselli, which recommended the inclusion of observations
and general knowledge within the reading books?’.

In the excerpts, sometimes accompanied by exemplary narratives, a hierar-
chy of moral values was emphasized — centrality of the family, the importance
of school and work, respect for parents and superiors, dedication to labor,
and the rejection of idleness — and personal virtues such as sincerity, kindness,
courage, temperance, charity, and honesty were promoted. These principles
trace their roots to the curricula of the Kingdom of Sardinia in 1860, which,
in the instructions for the second class, linked the ethics of duty to textual
structure, aimed at providing pupils with a core body of knowledge that was
both accessible and proportionate to their capacity for understanding?®.

The presentation of knowledge and moral precepts within dialogic-nar-
rative frameworks — sometimes limited to individual episodes?” and at oth-
er times extending throughout the volume?® — aims to make the exposition
more engaging through formative dialogues between teachers and students,
in which the teacher stimulates pupils’ curiosity with questions, followed by
comments, clarifications, corrections, and explanations. According to Russo,
both the methodological form and the choice of content reflect the experiential
and intuitive approach characteristic of positivist teaching at the time*’.

As noted in a review of the Manuale di letture scelte, Cerulli observes that
the work was compiled partly from original material and partly by adapting
Italian school texts?, a procedure likely applied to other manuals as well.

25 M. Civra, I programmi della scuola elementare dall’Unita d’Italia al 2000. Analizzati e
commentati, Torino, Marco Valerio, 2002, p. 197.

26 B.G. Russo, “Il libro di lettura non sia un centone di trite nozioni”: i manuali di lettura
nei programmi ministeriali per la scuola elementare (1860-19035), «Linguistica Pragensia», vol.
XXXIIL, n. 2, pp. 158-159. Si veda anche, Civra, I programmi della scuola elementare dall’Uni-
ta d’Italia al 2000., cit., pp. 153-174.

27 See, for example: Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni,
cit.; Missione Cattolica (edd.), Manuale di letture scelte italiane-tigrai. Ad uso delle scuole indi-
gene, Asmara, Tipografia Francescana, 1916.

28 Missione Cattolica (edd.), Embaié... (Vittorie del lavoro). Libro di lettura italiano-tigrai
ad uso delle scuole indigene, Asmara, Tipografia Francescana, 1920.

29 Russo, “Il libro di lettura non sia un centone di trite nozioni”, cit., p. 162.

30 E. Cerulli, Recensioni. Manuale di Letture scelte italiane — tigrai ad uso delle scuole
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However, not all passages were adapted to the local context. Indeed, there
are texts on topics far removed from the pupils’ experience, such as the bridge
between England and Scotland?®! or the gold rush at Ballarat in Australia3?.
The first series of manuals represents the first significant attempt to orga-
nize schooling through structured texts, with numerous re-editions, and was
progressively adopted, at least in part, by other schools of the Catholic Mis-

sion33.

2. The second series of textbooks published by the Capuchins

Between 1923 and 1930, the Catholic Mission issued a new series of text-
books, organized into three volumes, each intended for one of the three grades
of elementary school. In the first edition of this collection, the manuals were
divided into three volumes for the second, third, and fourth grades of elemen-
tary school, reflecting the school organization then in force, which was revised
following the arrival of Mons. Carrara in 1911 and at the request of a group
of young Eritreans, had extended literacy in Tigrinya and Italian up to the
fourth grade3*.

In the second edition — of which only the third volume is available as a
source — while maintaining the division into three volumes, they were refor-
mulated for the first, second, and third grades, incorporating «all the latest
changes regarding the administrative divisions of the Colony of Eritrea» and
ensuring «an ever-closer alignment with the real life of the Eritreans»®°, in ac-
cordance with Decreto Governatoriale n. 3808 of 12 September 1921, which
established a three-year duration for the elementary school cycle intended for
Eritrean pupils (Art. 3).

The Table 2 below shows the structure of the three volumes belonging to
the second series of elementary school books for the local population, pub-
lished by the Catholic Mission in Eritrea.

indigene per cura della Missione Cattolica — Asmara — Tipografia Francescana 1916, «I’Africa
Italiana», vol. XXXV, fasc. X, ottobre 1916, p. 263.

31 Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni, cit., p. 18.

32 Missione Cattolica (edd.), Manuale di letture scelte italiane-tigrai, cit., p. 46.

33 Da Nembro, La missione dei minori cappuccini in Eritrea, cit., p. 77.

34 A. Tesfamichael, Mons. Camillo Carrara. Primo Vicario Apostolico dell’Eritrea. Sempli-
ce memoria di un centenario 1924-2024, Gorle, Velar, p. 40.

35 G. Da Milano, Libro per le scuole elementari eritree. Volume I11. Classe I11. Seconda edi-
zione riveduta e migliorata, Asmara, Tipografia Francescana, 1930, back cover (my translation).
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Tab. 2. Second series of elementary school textbooks for the Eritrean pupils by the Catho-
lic Mission in Eritrea

Title | Author/ |Year |No. |Type of Bilin- |Content |Illus- | Exer- | Content Structure
Editor of gual Arrange- | Type trati- | cises
Pages | ment ons
Libro |Giando- |1923 |131 |Italian-domi- |Acade- No |Si Some statements; Italian
per le |menico nant bilingual, | mic disci- language; Short readings;
scuo- |da Mila- with some plines Arithmetic; The four ope-
le ele- |no/ Tigrinya terms | (Italian, rations on whole numbers;
men- | Missione Arith- Object lessons
tari Cattolica metic,
indi- | (edd.) Object
gene. lessons)
Volu-
me [.
Clase
IL.
Libro |Giando- |1924 (293 |Italian-domi- |Acade- No [Si Preface; Some observations;
perle |menico nant bilingual, | mic disci- Practical rules for the moral
scuo- |da Mila- with some plines and civil conduct of Eritrean
le ele- |no/ Tigrinya terms | (moral youth; Duties toward God;
men- | Missione educa- Duties toward ourselves;
tari Cattolica tion, Ita- Duties toward others; Italian
indi- | (edd.) lian lan- grammar; Short stories for
gene. guage, exercises; On the noun; On
Volu- arithme- the article; Short stories for
me II. tic, geo- exercises; On the adjective;
Clase metry, Short stories for exercises;
I11. general On the pronoun; Short stori-
knowled- es for exercises; On the verb;
ge, geo- Short stories for exercises;
graphy) Arithmetic; The four ope-

rations with decimal num-
bers; On the metric system;
Introductory concepts of
geometry; Various notions;
Geography; On the colony
of Eritrea; Brief information
about Italy; On Libya; On
Somalia; Nomenclature

(segue)
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Title | Author/ |Year |No. |Type of Bilin- |Content |Illus- | Exer- | Content Structure
Editor of gual Arrange- | Type trati- |cises
Pages | ment ons
Libro |Giando- |1925 |380 |Italian-domi- |Acade- No |[Si Moral education; Duties
perle | menico nant bilingual, | mic disci- toward God; Duties toward
scuo- |da Mila- with some plines ourselves; From the history
le ele- |no/ Tigrinya terms | (moral of Rome; Italian grammar;
men- | Missione educa- Short stories for exercises;
tari Cattolica tion, Ita- Descriptions for exercises;
indi- | (edd.) lian lan- Arithmetic; Metric system —
gene. guage, units of length; Concepts of
Volu- arithme- geometry; Geography; Gene-
me IIL. tic, geo- ral notions; Africa — general
Clase metry, overview; Europe — general
IV. general overview; Political divisions;
knowled- Asia — general overview;
ge, geo- America — general over-
graphy) view; North America; South
America; Oceania — general
overview; Various notions;
Animal kingdom; Plant
kingdom — types of plants;
Mineral kingdom; Appen-
dix: Division of Eritrea;
Italy, mother of great men
Libro |Giando- |1930 |279 |Italian-domi- |Acade- No [Si Preface; Some observations;
per le | menico nant bilingual, | mic disci- Practical rules for the moral
scuo- |da Mila- with some plines and civil conduct of Eritrean
le ele- |no Tigrinya terms | (moral youth; Duties toward God;
men- educa- Duties toward ourselves;
tari tion, Ita- Duties toward others; Ita-
indi- lian lan- lian grammar; Short stories
gene. guage, for exercises; On the noun;
Volu- arithme- On the article; Short stories
me IIL. tic, geo- for exercises; On the adjec-
Clas- metry, tive; Short stories for exerci-
se III. general ses; On the pronoun; Short
Secon- knowled- stories for exercises; On the
da edi- ge, geo- verb; Short stories for exerci-
zione graphy) ses; Introduction to writing;
rive- Arithmetic; The four ope-
duta e rations with decimal num-
miglio- bers; On the metric system;
rata. Introductory concepts of

geometry; Various notions;
Geography; On the colony
of Eritrea; Brief information
about Italy; Other Italian
colonies in Africa

Source: author’s organization.
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A significant difference compared to the first series of manuals is in the
organization of the content: while in the first series each text follows its own
independent compositional criteria, without a direct correspondence to a spe-
cific school grade, in the second series the three volumes are structured by
discipline and calibrated to the intended grade level, thereby ensuring method-
ological consistency and clarity of exposition.

The first volume contains content related to the Italian language, arithme-
tic, and natural science lessons; the second expands the educational program
to include moral education, Italian language, geometry, general knowledge,
and geography; while the third, finally, presents a more articulated structure,
also encompassing history and natural sciences.

This structure is consistent with the prevailing directives®®, which pre-
scribed for elementary schools serving the local population the teaching of
Italian and the local language®’, arithmetic, geometry, geography, penman-
ship, as well as moral and physical education. The composition of the manuals
therefore appears to be guided by these guidelines, reflecting both the inten-
tion to comply with governmental regulations and the aim of systematizing
school knowledge within a formative and civilizing framework.

However, in contrast with the regulatory indications, the second and third
volumes include historical content: the former addresses the colonization of
Eritrea by Italy, while the latter presents the history of ancient Rome. This
choice is justified in Some Observations as a means of illustrating «Italy’s
work in the Colony»3® through episodes designed to stimulate the students’
imagination®’.

Another notable change concerns the type of bilingual layout adopted: un-
like the first series of manuals, in the second series the majority of the text is
written in Italian, while individual phrases or words in Tigrinya are occasion-
ally inserted, primarily to facilitate comprehension and the learning of linguis-
tic content. Moreover, in all volumes, words of at least three syllables have
been marked with accents to minimize pronunciation errors, following the cri-
terion employed by Antonio Stoppani in the stereotyped edition of I/ bel Paese,

published with tonic accents on words for the use of schools and foreigners*’.

36 Decreto Governatoriale n. 3808 of 12 september 1921, Le norme relative all’istruzione
dell’elemento indigeno, art. 3.

37 The manuals did not include a section dedicated to teaching the local language; this may
be attributed to the complexity arising from the presence of numerous indigenous languages
and the consequent possibility that each school organized language instruction autonomously
according to the needs of the local context.

38 G. Da Milano, Libro per le scuole elementari indigene. Vol. I1. Classe I11, Asmara, Tipo-
grafia Francescana, 1924, p. II (my translation).

39 Ibid.

40 G. Da Milano, Libro per le scuole elementari indigene. Vol. I. Classe II, Asmara, Ti-
pografia Francescana, 1923, p. III. See also, S. Baffi, «Fare gli Italiani»: Il bel paese d’Antonio
Stoppani, «Italies: culture, civilisation, societe: revue d’¢tudes italiennes», vol. 6, 2002, p. 283;
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Alongside these formal and linguistic features, the Osservazioni and Nota
bene included in the manuals - intended to «communicate some modest fruits
of experience»*! to teachers — reveal an explicitly practical and didactic pur-
pose. These insertions, of a more prescriptive and advisory nature, provide
guidance drawn from the everyday practice of teaching in a missionary and
multilingual context, supporting teachers in managing methodological diffi-
culties and compensating for the absence of pedagogical manuals specific to
the various disciplines.

The analysis of the manuals reveals a pedagogical context clearly oriented
toward the cultural and environmental adaptation of educational material.
The Libro per le Scuole elementari indigene, vol. I, classe II highlights the
inadequacy of contemporary Italian textbooks, judged as «too many things,
devoid of meaning», since they referred to «events, conditions, and levels of
civilization»*? alien to the experience of Eritrean students. The preparation of
the manual was preceded by field observation and experimentation aimed at
understanding the needs and local elements of the school, in order to adapt
teaching «to the mentality of indigenous children»*3. This objective is reflected
in targeted methodological and content-related choices.

First, local elements are integrated into the manuals as the very subject of
instruction, to promote learning based on realities familiar to the students.
In the second volume, for example, there is a chapter entitled On the Colony
of Eritrea, which addresses the territory’s geographical features, as well as its
legal, educational, and military systems**.

Indigenous elements also appear as functional examples to support the
comprehension of general concepts; in the lesson devoted to reptiles, for in-
stance, the general description is accompanied by references to the local fauna:

Q. What kind of animals are reptiles?

A. They are crawling animals with long, stick-like bodies; they have no legs, or their legs
are very short [...].

Q. Which reptiles are found in Eritrea?

A. The lizard (A F:), a type of snake called (h9%% : T0D7 :), the viper (A&O+T :), and the
boa (MNA:)*.

Similarly, the sentences and examples draw on the pupils’ everyday life —

G. Virgilio, Una lingua per la divulgazione scientifica nell’ltalia postunitaria: 1l bel paese di
Antonio Stoppani, in A. Giannotti, L. Ricci, D. Troncarelli (edd.), L’italiano lungo le vie della
scienza e dell’arte, Firenze, Franco Cesati, 2020, p. 114.

41 Da Milano, Libro per le scuole elementari indigene. Vol. I. Classe 11, cit., p. IV (my
translation).

42 Ibid., p. I (my translation).

43 Da Milano, Libro per le scuole elementari indigene. Vol. I1. Classe II1, cit., preface (my
translation).

44 Ibid., pp. 251-258.

45 Ibid., pp. 222-223 (my translation).
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«Durra is less tasty than teff. Papayas are less sweet than custard apples»*®;
«By accident, Paolo let the plate of zighini fall to the ground, where it shattered
into pieces»*” — thereby establishing a direct connection between school con-
tent and real life.

Some dialogical stories, moreover, illustrate how the school contributed
to shaping and re-elaborating the pupils’ perception of their own community.

Agos: Your village is the ugliest village in the entire colony of Eritrea.

Negusie: My village? It has only a few houses built in the Italian style, but it has many
beautiful, spacious huts; even the Doctor saw them when he passed through on a hunting
trip, he and his companions.

Agos: There isn’t even a carriage road; no automobile ever passes by; it’s a village of goats.
Negusiée: And is yours supposed to be beautiful, with all that dust from the road, with
cars frightening the donkeys and the goats? I'm not coming to your village: it’s a village
of hyenas! 8

Through such examples, the intention to make school content more accessi-
ble and culturally meaningful for Indigenous pupils becomes evident, achieved
by drawing on experiences, languages, and contexts familiar to them.

Local references and situations drawn from the colonial setting also appear
in the exercises. For example:

On the low plain, Mmbrahatu’s family harvested 9 sacks of durra; they bought 3 sacks of
durra in Asmara, and received 6 sacks as a gift. How many sacks of durra do they have
in total?*’

A load of coffee weighting 192 kg cost 1,884 lire in Asmara. Transported to Massawa,
the camel driver, who owned the coffee, earned 2,364 lire by selling it. Question: How
much did that coffee cost per kilogram? And how much did the owner earn by reselling it
in Massawa, if his travel expenses amounted to 75.50 lire>*°

Finally, in the methodological guidelines addressed to teachers, the author
suggests situating the lesson within the local context. This is exemplified in the
teaching of the verb to have, which is presented through a direct comparison
with the Tigrinya language:

The teacher should ask in Tigrigna how many oxen the father of one of his pupils possess-
es; once the answer is given in Tigrinya, he can easily demonstrate the corresponding
form of Ane: that is, the Italian verb ‘to have’, which is much simpler in its usage than the

46 G. Da Milano, Libro per le scuole elementari indigene. Vol. I11. Classe IV, Asmara, Ti-
pografia Francescana, 1925, p. 80 (my translation).

47 1d., Libro per le scuole elementari indigene. Vol. 1. Classe 11, cit., p. 31 (my translation).

48 Ibid., p. 48 (my translation).

49 G. Da Milano, Libro per le scuole elementari indigene. Vol. I1. Classe III, cit., p. 133
(my translation).

50 1bid., pp. 195-196 (my translation).
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term Afe, which must change to A\: when the possessed object is feminine, to A0 when
referrin? to multiple masculine objects, and to AN®P: when referring to multiple feminine
objects”!.

Overall, the teaching strategies adopted reflect a clear comparative and
adaptive approach, aimed at facilitating the conceptual transition «from the
known to the unknown»>2, as stated in the preface to the first volume and in
accordance with the 1888 curricula. These strategies reveal the influence of
positivist culture, both in their methodological framework and in their episte-
mological orientation, which assigned a central role to direct observation and
concrete experience of reality as privileged pathways for the construction of
knowledge®3.

From this standpoint, all three volumes employ the dialogic method of
questions and answers — also found in the first series — considered the most
effective tool for promoting gradual and active learning’*, as well as for trans-
mitting cognitive content and educational values.

The emphasis on direct observation and concrete experience®® likewise
emerges in the Osservazioni and Nota Bene. For example, in teaching about
plants, teachers are encouraged to «have pupils observe, during school walks,
those grasses and trees that will later form the subject of specific lessons»°®.
Similarly, in teaching the concept of the perpendicular, the use of everyday
objects and bodily postures is proposed as a source of concrete examples:

The legs of the table, which rest on the classroom floor, are perpendicular lines; the
posture of a child standing “at attention” is an example of perpendicularity; many of
the strokes in the Italian uppercase alphabet are examples of perpendiculars to the line
that can be drawn beneath each of them... Of all these lines, the pupil must become
accustomed to drawing numerous exam7ples in the designated notebook, or at least in the
squared notebook used for Arithmetic®’.

Affinities with the 1888 curricula can be observed not only in the meth-
odological strategies but also in the content. Table 3 compares the arithmetic
content of the 1888 curricula with that of the Catholic Mission (1923 to 1925).

51 Da Milano, Libro per le scuole elementari indigene. Vol. I. Classe 11, cit., p. 23 (my
translation).

52 1bid., p. III (my translation).

53 Civra, I programmi della scuola elementare dall’Unita d’Italia al 2000., cit., p. 192.

54 Da Milano, Libro per le scuole elementari indigene. Vol. 1. Classe 11, cit., p. IIL.

55 FV. Lombardi, I programmi per la scuola elementare dal 1860 al 1985, Brescia, La Scuo-
la, 1987, pp. 67-71.

56 Da Milano, Libro per le scuole elementari indigene. Vol. I1. Classe I11, cit., p. 225 (my
translation).

57 1bid., p. 203 (my translation).
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Tab. 3. Comparison between the 1888 curricula and the Catholic Mission manuals (1923-
1925) in the subject of arithmetic.

Grade The 1888 Curricula®® The curricula presented in the school
manuals published by the Catholic Mis-
sion in Eritrea,
1923-1925
1 Writing of numerals Absent
Numbering
Addition and subtraction: mental calcu-
lations up to 10, written calculations up
to 100
2 Four operations Numbering up to 9,999
Mental calulation with numbers 1 to 9 | Numbering from 10.000
and written calculation up to 1,000 Four operations
Intuitive understanding and notation of | Common fractions
common fractions Units of measurement and measures of
length
Measures of capacity
Measures of weight
Measures of value
Roman numerals
3 Four operations with whole numbers Four operations with whole numbers
Four operations with decimal numbers | Decimal numbers
Practical method for converting common | Four operations with decimal numbers
fractions into decimals Common and decimal fractions
Measures of weight Roman numerals
Practical everyday measurements Measures of length, including those used
in Eritrea; measures of capacity, inclu-
ding those used in Eritrea; measures of
weight, including those used in Eritrea;
and measures of value
4 Four operations with decimal numbers | Roman numerals

Decimal metric system
Measures of length, area, volume, capa-
city, and weight

Decimal numbers

Four operations

Decimal metric system

Measures of length, area, volume, capa-
city, weight, and value

(segue)

58 Lombardi, I programmi per la scuola elementare dal 1860 al 19835, cit., pp. 90-97.
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Grade The 1888 Curricula The curricula presented in the school
manuals published by the Catholic Mis-
sion in Eritrea,

1923-1925

5 Four operations with whole numbers Absent
General concept of the common fraction
Reduction of fractions to a common
denominator and conversion of mixed
fractions into improper fractions
Simplification of fractions

Four operations with common fractions
Conversion of a common fraction into a
decimal

Metric system

Ratios and proportions

Simple rule of three using the unitary
method

Applications to interest and partnership
calculations

Source: author’s organization.

The comparative analysis of the curricula, particularly in the area of arith-
metic, reveals a shared structural approach and the presence of the same core
elements — four operations, fractions, decimal numbers, and the metric sys-
tem — reflecting a common educational tradition. Both curricula emphasize the
acquisition of operations and numeration from the early grades, as well as the
progressive learning of measurements.

A significant difference is found in the inclusion, in the Capuchin manuals,
of a section dedicated to local units of measurement, reflecting an adaptation
to the Eritrean context. Moreover, while the 1888 curricula are more com-
prehensive, including complex concepts such as proportions and the simple
rule of three, the curricula designed for Eritrea are limited to an elementary
level and do not document the content expected for the first and fifth grades.
This can be explained primarily by the three-year duration of the elementary
course, established by the regulations in force at the time (D.G. n. 3808 of 12
September 1921). Furthermore, education directed at Eritreans was conceived
from the outset as part of a hierarchical and discriminatory educational proj-
ect, aimed at providing essentially practical knowledge so that pupils could
«learn to read and write just enough to understand and convey a simple order
to a basic work account»*’.

A cyclical system is adopted in which each volume progressively prepares

59 Sull’istruzione agli indigeni: proposte preliminari, Asmara, 29 July 1918, in ASDMAE,
EMALI AE, b. 145 (my translation). Typescript signed by Aldo Bibolini.
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students for the next, following the principle of «from easy to difficult»®°. In
the area of arithmetic, the first volume introduces fundamental concepts —
numeration up to 10,000 and the four operations with whole numbers; the
second volume develops operations with decimal numbers, reviews measures
of length and weight, and reinforces learning through exercises; the third vol-
ume, finally, further consolidates acquired knowledge while extending the
curriculum to include measures of area and volume. This cyclical progression
reflects a pedagogical strategy aimed at the gradual consolidation of mathe-
matical skills, consistent with the methodological trends of Italian curricula of
the period, already present in the Coppino programs of 1867 and later incor-
porated in the Orestano programs of 1905, which organized content by grade
rather than by subject®!.

3. To form good christians and obedient subjects

The prefaces of the manuals reveal the educational objectives envisioned
during their preparation. In both series of manuals, the «civil and moral eleva-
tion of the Eritrean school population»®? is presented as a primary goal, aimed

at guiding them from the «darkness of ignorance and prejudice»®® toward the

«clear horizons of civilization»®*.

In this context, discourse about Italy adopts an exalted and hyperbolic
tone, describing the nation as «great and powerful among the civilized nations

of Europe»®’; «the most beautiful land of Europe and the most illustrious in the

history of civilization»®®; «one of the largest and strongest states of Europe»®’.

Such representation constructs a model to inspire admiration and deference
among the indigenous population and reinforces the ideological justification
for colonization. In contrast, Africa is depicted in derogatory terms: «they do
not even have an idea of [...] civilization and progress»®® and «they have lived

60 Da Milano, Libro per le scuole elementari indigene. Vol. 11. Classe III, cit., Preface (my
translation).

61 Russo, “Il libro di lettura non sia un centone di trite nozioni”, cit., pp. 158-166.

62 Da Milano, Libro per le scuole elementari indigene. Vol. I. Classe I1, cit., p. I (my trans-
lation).

63 Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni, cit., VIII (my
translation).

64 [bid. (my translation).

65 1bid., p. VII (my translation).

66 Missione Cattolica (edd.), Manuale di letture scelte italiane-tigrai, cit., p. 68 (my tran-
slation).

67 Ibid., p. 70 (my translation).

68 Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni, cit., p. 9 (my tran-
slation).
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without ever having contact with the civilized world»®, thereby strengthening
the narrative of the civilizing mission.

The ideology is evident in the preface of La colonia Eritrea, where the col-
ony is described as the «firstborn daughter of Italy». The rhetoric of «marvel-
ous progress», conveyed through images of infrastructure and technological
achievements, facilitates the framing of colonial expansion as moral and civil
advancement. The subjugation of the indigenous population is represented as a
positive outcome of civilization, translating political and cultural domination
into symbolic integration: «Thousands of natives speak our language, obey
our laws, and rally around our flag»"°.

The civilizing role attributed to Europe in relation to Africa is already ex-
plicitly emphasized in the first series of manuals and is further developed in the
second series. For example, the manuals include didactic definitions such as:

Q: What is meant by a Colony?
A. A land that a civilized nation occupied beyond the sea for the purpose of education
and civilization”".

And also:

Q: What is Italy’s purpose in governing the Eritrean Colony?

A: To promote education, agriculture, and the improvement of the customs of the indig-
enous inhabitants, helping them to become ever more civilized, as Italy has already done
with other peoples in very distant times’?.

These passages demonstrate how the manuals construct a representation of
Italian colonialism as an educational mission, framing the instruction of the
indigenous population within a rhetoric designed to legitimize Italian inter-
vention and highlight its alleged benefits for Eritrea.

Q. Are all these means of communication and transportation available in Eritrea?

A. Yes, they are.

Q. Who brought these beautiful and very useful inventions to our Colony?

A. Ttaly brought them.

N.B. The prudent teacher will take these lessons as an opportunity to inspire pupils to
love their studies and to cherish Italy, which has brought so much splendor of civilization
and progress to this Colony”>.

69 [bid., p. 58 (my translation).

70 Missione Cattolica (edd.), La colonia Eritrea. Manuale di istruzione., cit., p. 8 (my tran-
slation).

71 Da Milano, Libro per le scuole elementari indigene. Vol. 11. Classe 111, cit., p. 245 (my
translation).

72 1bid., p. 256 (my translation).

73 Da Milano, Libro per le scuole elementari indigene. Vol. I. Classe II, cit., p. 115 (my
translation).
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Through the use of N.B. [Nota Bene], the author does not merely provide
objective information but also encourages the teacher to appeal to an affective
dimension, fostering admiration for Italy among pupils and consolidating an
emotional connection to the purported civilizing mission of Italian colonialism.

Another identifiable objective in the manuals concerns economic develop-
ment and the formation of the local workforce. The large number and practi-
cal focus of the texts suggest that the educational intent was primarily oriented
toward operational and functional learning. The theme of labor, in particular,
occupied a central and recurring position across the volumes, constituting a
fundamental axis within the colonial educational project.

In the Manuale di istruzione (1912), an entire chapter is devoted to the
elementary principles of agriculture; the volume Industrie-arti-mestieri (1914)
systematically addresses knowledge of the various types of productive and
industrial activities; in La Colonia Eritrea, a specific chapter focuses on local
industries; while in a chapter of Uomini illustri del lavoro (1917), biographies
of prominent figures in the industrial and commercial sectors are collected.
Finally, in the text Embaie (1920), the exemplary figure of a young Eritrean
is presented — someone with whom pupils could easily identify — where refer-
ences to work and productive activities emerge as constitutive dimensions of
personal and social formation, as means of improving one’s condition:

Every man must therefore work willingly: first of all because work is a command of God,
and then because work perfects man and is a source of tranquility, well-being, and wealth.
Work is a law, a duty, a need for everyone. Woe to those who neglect it! 74

In the manuals, work is celebrated as a driving force of human and civil
progress, a universal value encompassing all social classes and professions:

Work! A sacred word that embodies comfort in suffering, hope for the future: this power-
ful driving force propels humanity swiftly along the path of civil and moral progress. The
wealthy work to improve the fate of their employees and the condition of their estates;
artists work to honor the homeland through the creations of mind and hand; scholars
work to enrich the sacred treasury of knowledge; the laborer must work to vanquish
that poisonous serpent called ignorance, to provide for his family, to be of service to his
country and humanity, diligently fulfilling his duties as a good father and honest citizen”>.

Although the manuals affirm that «All arts and trades are useful. [...] no art
or trade is ignoble or can bring dishonor»”®, they place a clear emphasis on

74 Missione Cattolica (edd.), Manuale di letture scelte italiane-tigrai, cit., p. 366 (my tran-
slation).

7S Missione Cattolica (edd.), Industrie, arti, mestieri. Manuale ad uso degli indigeni nelle
due lingue italiana e tigrigna, Asmara, Tipografia Francescana, 1914, pp. 8-9 (my translation).

76 Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni, cit., p. 16 (my
translation).
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productive, industrial, and artisanal occupations that serve the colonial eco-
nomic system’’, while references to liberal, intellectual, or high-level cultural
professions, as well as administrative roles — such as lawyer, notary, judge,
physician, public official, writer, or musician — are entirely absent. This omis-
sion implicitly reveals the construction of an artificial hierarchy of professions,
in which indigenous people were assigned manual, technical, or subordinate
tasks, whereas positions of prestige, intellectual authority, or managerial re-
sponsibility remained the prerogative of Italians.

Within this framework, the second series of manuals, in addition to gen-
erally praising work, explicitly aims to «introduce pupils to trades»’® such as
farmer, tailor, shoemaker, saddler, and electrical mechanic, among others.

This logic is already evident in the 1918 report Sull’istruzione agli indige-
ni. Proposte preliminari, drafted by Aldo Biboloni, then Head of the Mining
Office of the Eritrean colony. In this document, the author proposed an edu-
cational model designed to serve colonial policy, conceiving education «as a
means primarily intended to train the workforce necessary for the needs of the
colony». Consequently, education for indigenous people was expected to meet
the «strict requirements of the culture indispensable to the technologies of the
various types of manual labor»”.

Another discernible objective in the manuals concerns the political and af-
fective assimilation of the indigenous population within the Italian colonial
structure. Indeed, numerous passages in the school texts attest to the intention
of inculcating in pupils a sentiment of devotion toward the Italian homeland.

In the Manuale di letture scelte italiane-tigrai..., cit., for example, there is
a definition of the homeland expressed in strongly affective terms:

The homeland is the country where we were born, where we grew up as children, where
we were instructed and educated, where our relatives live, and where the bones of our
ancestors rest. The homeland is the territory to which we belong by birth and where we
are governed, defended, and cared for with such attentive care®”.

In the subsequent passage, love for the homeland acquires a moral and reli-
gious connotation, framing it as a genuine sacred duty:

77 For example, in Industrie, arti, mestieri., cit., professions are divided into three main
sections: industries, arts, and crafts. The categorization of work within the section is as follows:
— Industries: paper industry, textile industry, leather industry, candle industry, match indus-
try, petroleum industry, salt industry, bread industry, honey and wax industry, refrigera-
tion industry, coin industry, arms industry, hat industry;
— Arts: printing, engraving, photography, casting, glasswork, ceramics;
— Crafts: tailor, saddler, shoemaker, carpenter, blacksmith, mason.
78 Da Milano, Libro per le scuole elementari indigene. Vol. 1. Classe 11, cit., p. II (my trans-
lation).
79 Sull’istruzione agli indigeni: proposte preliminari, cit (my translation).
80 Missione Cattolica (edd.), Manuale di letture scelte italiane-tigrai, cit., p. 98 (my tran-
slation).
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Love for the homeland is a sacred duty for everyone, and all must live for and take an
interest in its welfare. Therefore, young people, strive to make yourselves worthy of your
homeland by resgecting its laws and authority: make its name great and glorious through
virtue and work®!.

The appeal to the idea of the homeland is made even more explicit in the
following passage:

Our valiant askaris who, at Amba-Alagi, Abba-Garima, in Benadir, and in Tripoli, hero-
ically sacrificed their lives for the honor of the homeland, are a noble example of the sincere
and strong affection we must feel toward Italy, which has bestowed upon the peoples of
Eritrea welfare, freedom, security, and peace within civil and religious order®?.

Although the concept of «homeland» is initially linked to one’s place of
origin, when referring to the askaris — the local soldiers serving colonial Italy —
it shifts to a symbolic and political dimension, aligning with the colonizing
nation. The notion of sacrifice for the <homeland» thus no longer pertains to
one’s native territory, but to Italy itself which becomes the new focal point of
moral and emotional belonging. In this way, the concept of homeland is trans-
formed into an ideological category, serving to cultivate a sense of fidelty and
subordination to colonial authority:

From the day Italy extended its protection over Eritrea, it became a land of labor, rich in
all the comforts of life, free from any enemy invasion, secure within its borders, open to
commerce, and respected among all the lands of Africa. Learn to salute Italy as the loving
and beneficent Mother-Homeland®3.

Beyond the intentions explicitly stated in the prefaces of the manuals, the
clear aim of evangelization emerges, in line with the guiding principles of
Monsignor Camillo Carrara, Apostolic Vicar of Eritrea from 1911 to 1924.
He devoted particular attention to the reorganization and expansion of mis-
sion schools, placing them under the Catholic Mission and recognizing as a
privileged means for transmitting Christian values and strengthening the cul-
tural and spiritual identity of local communities®*.

From this perspective, the manuals drafted by the missionaries were not
merely teaching tools but became vehicles of catechesis, harmoniously blend-
ing scholastic and spiritual formation. Through the readings, examples, and
exercises provided, a distinct catechetical imprint is evident, as demonstrated

81 Ibid., p. 100 (my translation).

82 Missione Cattolica (edd.), Manuale di istruzione ad uso degli indigeni, cit., p. 105 (my
translation).

83 Da Milano, Libro per le scuole elementari indigene. Vol. 11. Classe 111, cit., p. 29 (my
translation).

84 Da Nembro, La missione dei minori cappuccini in Eritrea, cit., pp. 73-74.
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in the various explanatory materials: «God is all-powerful»®’; «Your Heaven-
ly Father knows that you need food and clothing, and if you are good, these
things will not be lacking»®%; «Nature is beautiful, but He who created nature
is more beautiful than it. But who is this Being so great, so beautiful, so majes-
tic? — What is His name so that our lips may honor Him? It is God»%".

Furthermore, the text of the Our Father — indicated below — occupied a
significant place in the Practical norms for the moral and civil conduct of
young Eritreans:

When you pray, pray like this: Our Father, who art in heaven, hallowed be Thy name;
Thy kingdom come; Thy will be done on earth as it is in heaven. Give us this day our daily
bread; forgive us our trespasses, as we forgive those who trespass against us and lead us
not into temptation, but deliver us from evil®$.

Each passage, while guiding the learning of the Italian language, is accom-
panied by explicit references to God and creation, intended to inspire in pupils
a sense of wonder and devotion that introduces the catechetical discourse.
Indeed, catechesis represented, in missionary pedagogy, an educational instru-
ment of high symbolic and practical value, aimed at instilling a sense of be-
longing to God, reverence, and love for Him.

Conclusion

The analysis of the manuals published by the Capuchin Order reveals a
dual pedagogical orientation. On one hand, the missionaries conceived and
organized the school as a «tactic and means of winning over those outside
Catholicism»%%; on the other hand, under the control of the Italian government
over the educational activities of the Catholic Mission, the teaching content
had to conform to the general guidelines established by the competition orga-
nized by the colonial administration. These two axes — religious and political —
constituted the foundations upon which the educational framework of the
mission schools was built, as is clearly evident from the manuals themselves.

An illustrative example is the passage that states

85 Da Milano, Libro per le scuole elementari indigene. Vol. I. Classe II, cit., p. 3 (my trans-
lation).

86 1d., Libro per le scuole elementari indigene. Vol. I1. Classe III, cit., p. 5 (my translation).

87 Missione Cattolica (ed.), Manuale di letture scelte italiane-tigrai, cit., p. 22 (my transla-
tion).

88 Da Milano, Libro per le scuole elementari indigene. Vol. II. Classe 111, cit., p. 3 (my
translation).

89 Da Nembro, La missione dei minori cappuccini in Eritrea, cit., p. 177 (my translation).
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In Italy many great men were born, renowned throughout the world. There are also young
boys of just a few years who deserve to be remembered with esteem for their goodness and
courage. I recall Luigi Gonzaga, and Balilla®®.

The text deliberately juxtaposes two emblematic figures: Luigi Gonzaga,
a young saint of the Christian tradition, and Balilla, a patriotic symbol later
appropriated by fascist rhetoric.

The apparent heterogeneity of this association resolves itself in the con-
struction of a unified model of the “ideal youth”, in which religious virtues
and nationalist values merge seamlessly. Through this synthesis, the manuals
make explicit their pedagogical aim: to form good Christians and obedient
subjects.

The analysis of the manuals highlights how religious motivations — though
firmly rooted in the mission ad gentes — had to contend with the demands of
the colonial government, compelling the missionaries to navigate between dif-
fering requirements of faith and political control, with varying degrees of crit-
ical awareness. This dual responsibility transformed educational action into a
complex terrain of negotiation between religious values and formative aims on
the one hand, and state objectives on the other.

90 Da Milano, Libro per le scuole elementari indigene. Vol. II. Classe 111, cit., p. 30 (my
translation).
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The imperial examination system was a uniquely Chinese institution of as-
sessment that developed through dynamic interaction with traditional Chinese
culture. It was simultaneously both a product of traditional culture and a vital
component thereof, while also exerting a profound influence on the entirety
of Chinese history and traditional civilization'. Peter K. Bol, Professor of East
Asian Languages and Civilizations at Harvard University, asserts: «The civil
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service examinations were one of the most important institutions in Chinese
history. Without them, China would probably have been entirely different»2.
The uniqueness of the imperial examination system was, in part, responsible
for the distinctive character of traditional Chinese society.

From its inception, the imperial examination system maintained a close
connection with children. During the Tang dynasty, the «Children’s Exam-
ination» [EE T} was even established as a regular subject category. Although
the Qing dynasty abolished the «Children’s Examination» intellectual cul-
tivation aimed at succeeding in the imperial examinations remained central
to childhood education®. From the moment children entered private schools,
their fundamental life trajectory became centered on «studying — passing the
examinations — entering officialdom». They invariably devoted themselves to
mastering literary compositions and engaging in reputation-driven examina-
tion preparation, deliberately neglecting any texts deemed irrelevant to the
examinations®.

The imperial examination reforms implemented in 1901 involved abolish-
ing the military examinations, discarding the rigid Eight-Legged Essay [/ \}%
Y]format, and eliminating the practice of transcribing examination papers for
provincial and national examinations. Concurrently, the strategy testing both
the provincial and national examinations was restructured to focus on Strate-
gies on the Political Systems and Technical Arts of Various Nations [ EBIR
2K, encompassing the political systems and specialized arts/technologies
of countries across the five continents. The strategy testing featured in provin-
cial and national examinations between 1902 and 1904 was closely tied to
contemporary issues of national welfare and the people’s livelihood, primarily
concerning politics, economics, military affairs, culture, education, law, and
other aspects of Western and Eastern nations. A single strategy testing paper
thus encapsulated numerous facets of an era’s economy, politics, and culture. It
served not only as a nexus connecting society and the individual but also bore
significant implications for children’s education and development®.

U T.H. Qu, Y.K. Zhu, The Value of the Imperial Examination System in the Context of
Modern Pedagogy, «<Education Review», n. 2, 2006, pp. 82-84.
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1. Literature Review
1.1. Research on strategy testing

Early research on strategy testing was relatively fragmented, lacking a sys-
tematic theoretical framework. Scholars predominantly explored the modern
value of strategy testing from their respective disciplinary perspectives. For
instance, some scholars examined the element of “history” within the strate-
gy testing to depict facets of the continuation of «historical memory» in late
Qing China®. In 2009, Chinese scholar Liu Haifeng initiated a relatively sys-
tematic discussion on strategy testing, innovatively proposing the concept of
«Cexue»HK¥. He elaborated on the value and significance of «Cexue» from
the perspective of «Kejuxue»F}25%77. Subsequently, through an analysis of the
strategy testing from the national examinations of 1903 and 1904 following
the late Qing examination reforms, Liu Haifeng analysed the “education-first”
principle reflected in the content of post-reform strategy testing®.

1.2. Research on imperial examination examinees

Imperial examination examinees have consistently been a focal point and
major theme within Imperial Examination Studies. Research centered on ex-
aminees can be broadly categorized into two types: «examinee groups» and
«individual examinee cases». Studies on examinee groups often focus on spe-
cific cohorts, such as concentrating on particular historical periods, some
scholars examining the imperial examination examinees group after the 1901

examination reforms’. Others investigate specific geographical regions, such

as research tracing shifts in the mentality of scholars from the Jiangnan area”.

And still others examine examinees holding specific examination degrees, such
as spatiotemporal analyses of the family backgrounds of national graduates in

6 Q. Zhang, “History” in “the strategy testing”: An Aspect Concerning the Continuation
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