
		
			[image: Copertina.jpg]
		

	
		
			

			Simonetta Polenghi (ed.)

			Educational tools 

			in history 

			New sources and perspectives 

			
				[image: Logo.jpg]
			

		

	
		
			International scientific committee and referees 

			Adelina Arredondo, Universidad Autónoma del Estado de Morelos, Messico; Anna Ascenzi, Università di Macerata; Gianfranco Bandini, Università di Firenze; Alberto Barausse, Università del Molise; Emma Beseghi, Università di Bologna; Helena Camara Bastos, Pontifícia Universidade Católica do Rio Grande do Sul, Brasile; Carmen Betti, Università di Firenze; Pino Boero, Università di Genova; Antonio Canales Serrano, Universidad Complutense de Madrid, Spagna; Antonella Cagnolati, Università di Foggia; Lorenzo Cantatore, Università di Roma Tre; Marcelo Caruso, Humboldt-Universität zu Berlin, Germania; Giorgio Chiosso, Università di Torino; Carmela Covato, Università di Roma Tre; Antonia Criscenti, Università di Catania; Fulvio De Giorgi, Università di Modena e Reggio; Maria del Mar del Pozo Andrés, Universidad de Alcalá, Spagna; Ines Dussel, Centro de Investigación y de Estudios Avanzados del Instituto Politécnico Nacional, Messico; Sabrina Fava, Università Cattolica del Sacro Cuore, Milano; Monica Ferrari, Università di Pavia; Mario Gecchele, Università di Verona; Carla Ghizzoni, Università Cattolica del Sacro Cuore, Milano; José María Hernández Díaz, Universidad de Salamanca, Spagna; Tomáš Kasper, Technical University of Liberec, Repubblica Ceca; Panagiotis Kimourtzis, University of the Aegean, Grecia; Blanka Kudláčová, University of Trnava, Slovacchia; Terciane Ângela Luchese, Universidade de Caxias do Sul, Brasile; Juri Meda, Università di Macerata; Maria Cristina Morandini, Università di Torino; András Németh, Eötvös Loránd University Budapest, Ungheria; Gabriela Ossenbach Sauter, UNED, Spagna; Furio Pesci, Università La Sapienza, Roma; Joaquim Pintassilgo, Universidade de Lisboa, Portogallo; Tiziana Pironi, Università di Bologna; Karin Priem, Université du Luxembourg, Lussemburgo; Edvard Protner, Università di Maribor, Slovenia; Béla Pukánszky, University of Szeged, Ungheria; Rebecca Rogers, Université Paris Descartes, Francia; Roberto Sani, Università di Macerata; Brunella Serpe, Università della Calabria; Noah Sobe, Loyola University Chicago, USA; Myriam Southwell, Universidad Nacional de La Plata, Argentina; Giuseppe Tognon, LUMSA, Roma; Eugenio Otero Urtaza, Universidade Santiago de Compostela, Spagna; Angelo Van Gorp, Universität Koblenz-Landau, Germania; Diana Vidal, Universidade de São Paulo, Brasile; Michaela Vogt, Universität Bielefeld, Germania; Giuseppe Zago, Università di Padova.

		

	
		
			Editorial committee

			Paolo Alfieri, Catholic University of the Sacred Heart, Milan

			Dario De Salvo, University of Messina

			Luca Odini, University of Urbino «Carlo Bo»

		

	
		
			The volumes are submitted to the judgment of two blind referees in anonimous form. The editorial committee takes care of the refereeing process. 

		

	
		
			Introduction Educational Tools in History: New Sources and Perspectives Simonetta Polenghi

			One of the most promising recent research field in history of education is the study of the objects used in the learning process. The history of educational ideas has a very long tradition and the history of schools and educational institutions has been a significant topic for decades, but new heuristic approaches have widened the research in history of education, as we can see if we think of the cultural turn, the corporeal turn, or the visual turn. While the question of the history of pedagogy and its tools is embedded in these perspectives, it deserves to be researched with a specific focus. 

			Learning tools have an obvious pedagogical aim. However, they may also imply economic as well as cultural aspects: religious, political, or ideological1, so that their history is much more complicated than it may seem. An interdisciplinary perspective is often necessary when addressing the topic. 

			The essays of this volume were presented as papers at the conference ISCHE 43, which was dedicated to the histories of educational technologies. The conference, which was held for the first time as a hybrid event at the Catholic University of Milan from 31 August to 6 September 2022, developed this topic with more than 300 papers2. The essay of this book do not cover, of course, the entire perspectives opened by the research into educational tools, but they show some interesting results obtained by using new sources and methodological approaches: school photos, children’s advertisements, mental tests, medieval images, school meals, school buildings, media and children, school movies. 

			The visual dimension of educational tools is highlighted by Luca Odini in his essay about the image in the Middle ages. There were multiple aspects in the images, depending on what kind of message they wanted to convey. Odini sketches the various dimensions of meaning in the Middle ages: stained glass windows or sculptures, narrative paintings, miniature conveyed messages connected to a theological discourse. Images had a symbolic value; they were used to educate the illiterate providing them with visual exempla of virtues; they were also an aid to the memory. But our capacity to read them nowadays is limited and that may cause misleading interpretations. 

			The visual turn is the heuristic starting point also of Veronica Fonte’s essay, which deals with a new source: advertisements in children’s magazines. Both the images and the texts of one advertisement (Durban toothpaste) are examined, taking into account economic and marketing reasons as well as symbolic and cultural implicit dimensions.

			ISCHE 41, held in Porto in 2019, was dedicated to “Spaces and places of education” and provided new suggestions relating to the material history of schools3. Along this line of research, Dario De Salvo shows how school buildings were reconstructed in Messina after the terrible earthquake of 1908. It took a long time but schools were reconstructed carefully in the centre of the city, as beautiful and imponent buildings. Schools were important for the identity of the city, that needed to be restored after the disaster. But greater importance was given to secondary schools buildings, rather than elementary schools, not to mention the scarce attention for village schools.

			Evelina Scaglia reconstructs the teaching methods and tools used by two important Italian teachers during the Fascist era. Her usage of photos as sources, in accordance with the recent historiographical interest for this material, allows her to widen the discourse on teaching methods and insert it also in the history of school material culture. It is important to stress that the various objects and artifacts that were used in classrooms but also in other educational environments, were designed and produced according to pedagogical theories and teaching methods, but also according to other cultural, economic and social demands. 

			A very new research field is the one addressed by Anna Debè’s essay, about school meals. She also uses visual sources as well as written, and deals with food as a possible educational tool. Through food, in fact, different meanings were transmitted to children: from the medical-assistance perspective to the political-ideological one (in this case, the gratefulness for US which provided the food for Italian school canteens after WW2).

			The materiality of mental testing - the objects used, the room setting, the time necessary to complete the mental tests - are all elements that are important both for the evaluation of the children and the professionalization of the examiners4. But there are also cultural questions about the tests, since they were adapted to certain social and cultural groups (French children; American white people, etc.). Simonetta Polenghi examines the Wechsler’s tests WAIS and WISC and their Italian translations, to see if forms of cultural bias remained in the translations. She shows how sometimes forms of cultural gaps crept into the tests, also because of the great delay some Wechsler’s test had been translated into Italian.

			Other important sources for our topic are the media used for education. There is a wide range of educational objects, not necessarily for schools, that can enrich the history of education of the last century: radio, TV, and cinema. Fictional movies, as well as historical movies, are sources that are important for cultural history, in so much as they shape the collective memory5, especially on account of its emotional power. In the case of school memories6, for instance, school movies do not necessarily represent the true reality, but they certainly depict an image of school and of teachers that contributed to the building of cultural stereotypes and to defining the collective school memory of the last century7. 

			Paolo Alfieri’ s analysis of the film «Scuola Elementare» (1954), by Alberto Lattuada, is an example of how a movie can be a useful source for the history of school memories, but also of mentality and of a history of school materiality. The film shows the life of an elementary school teacher in Milan, in the years of the economic boom. It shows the the relationship between school and society and sheds lights on educational practices, as well as on educational culture, namely materiality, which is composed of objects and spaces both inside and outside the school. Precisely the film’s representation of materiality demonstrates the gap between an imagined vision of schooling and a historical reality.

			Alessandra Carenzio reconstructs the relationship between children and media in the last 70 years, from TV to mobile phones, in accordance with the shifts in the way children and families accessed them, showing the changes in families’ culture and educational approaches. She focuses on the places where media were used, public or private, inside home or outside, with restriction and adults’ control or not. The rapid evolution of media devices and their complexity puts educational questions that can be better understood with the support of a historical analysis.

			In short, these essays provide examples of how different sources can be used, focussing on them as educational and learning tools and how cultural, religious, economic and ideological dimensions, as well as pedagogical, can be detected. 

			
				
					1 M.Lawn, I.Grosvenor (eds.), Materialities of schooling: design, technology, objects, routines, Oxford, Symposium Books, 2005; A. Escolano Benito (ed.), La cultura material de la escuela,Berlanga de Duero, CEINCE, 2007; S. Braster, I. Grosvenor, M.d. M. del Pozo Andrés (eds.), The black box of schooling: a cultural history of the classroom, Brussels, Peter Lang, 2011; J.Meda, Mezzi di educazione di massa. Nuove fonti e nuove prospettive di ricerca per una “storia materiale della scuola” tra XIX e XX secolo, in «History of education & Children’s Literature», 6/1, 2011, pp.253-279; M. J. Mogarro (ed.), Educação e património cultural: escolas, objectos e práticas, Lisboa, Ed. Colibri, 2015; J. Meda, Mezzi di educazione di massa. Saggi di storia materiale della scuola tra XIX e XX secolo, Milano,  FrancoAngeli, 2016; F. D. Pizzigoni, Tracce di patrimonio: fonti per lo studio della materialità scolastica nell’Italia del secondo Ottocento, Lecce, Pensa Multimedia, 2022; M. C. Morandini, F. D. Pizzigoni (eds.), Looking for the first educational technologies: commercial catalogues as sources for the study of the birth of school materialities, Macerata, EUM, 2023.

				

				
					2 For a wide perspective on this topic see the special issue Histories of Educational Technologies. Introducing the Cultural and Social Dimensions of Pedagogical Objects, edited by S.Polenghi, in «Paedagogica historica», 60/1, 2024.

				

				
					3 L. Grosso Correia, Spaces and places of education: prelude, in «Paedagogica Historica», 57/1-2, 2021, pp.1-10.

				

				
					4 C. Ydesen, The rise of high-stakes educational testing in Denmark (1920 – 1970), Frankfurt a.M., Peter Lang, 2011, pp.92-93.

				

				
					5 I. Bondebjerg, Screening Twentieth Century Europe. Television, History, memory, Cham, Palgrave European Film and Media Studies, 2020, p.31. See also G.Thyssen, K. Priem, Mobilising meaning: multimodality, translocation, technology and heritage, in «Paedagogica Historica», 49/6, 2013, pp.735-744.

				

				
					6 C.Yanes Cabrera, J. Meda, A. Viñao (eds.), School Memories. New Trends in the History of Education, Cham, Springer, 2017. 

				

				
					7 P.Alfieri, Introduzione, in P.Alfieri (ed.), Immagini dei nostri maestri. Memorie di scuola nel cinema e nella televisione dell’Italia repubblicana, Roma, Armando, 2019;  see also P.Alfieri, I. Garai (eds.), Individual and collective school memories. Research perspectives and case studies in Italy and Hungary, Roma, Armando, 2022 and J.Casanovas, N. Padrós, E. Collelldemont, The representation of school on NO-DO: visions of school practice on Francoist newsreels, in «History of education and Children’s Literature», , 15/2, 2020, pp.163-182.

				

			

		

	
		
			The Symbolic Value of the Image as an Educational Tool in the Middle Ages Luca Odini

			Introduction

			This article intends to contextualise the use of images as an educational tool in the Middle Ages. The field of research is not limited to a particular period of time, as this contribution is intended to provide a methodological map to clarify which elements must be considered when analysing the symbolic value of the image as an educational tool in the Middle Ages.

			A significant turning point in studies of the world of the visual dates back to the late 19th and early 20th century. From photography to film to the development of the social sciences, all these elements provided anthropology and sociology with the resources to begin to reconstruct a historical context.

			The construction of the history of education, as Depaepe and Henkens8  illustrated, has also benefitted from the world of the visual in terms of content and also from a methodological point of view. This kind of approach was also advocated at the ISCHE conference in Berlin in 19959. In Italy Egle Becchi with her «I bambini nella storia»10 and «Maschietti e bambine. Tre storie con figure»11 made similar observations. Continuing studies lead by academics like Grosvenor12, Mietzner13 or Pozo and Braster14 have increased the use of visual when constructing historical contexts. There has been considerable research into arts and aesthetics of the Middle Ages; think of Le Goff15, Eco16, and Schmitt17 but very little concerned its role in education; think of Giallongo18, in Italy. The key issue that needs to be considered is examined by Peter Burke in his volume «Eyewitnessing. The uses of images as historical evidence»19, and so the challenge is how to read the image from a pedagogical/educational point of view in the Middle Ages. We will therefore try to examine first of all the theoretical and literary references that allow us to frame the image’s conception in the Middle Ages, then move on to the context in which images were used in the Middle Ages and sketch out some possible conclusions.

			Theoretical and literary sources

			Let us now try to understand the belief system behind the production of images in the Middle Ages and how they were undoubtedly used as objects of worship. If the latter aspect has been investigated by various studies, as far as the theory of the image is concerned, as Stella20 highlights, a reliable source is the ongoing work of Carruthers’21.

			To understand how the image was received in the medieval world, we need to re-interpret our understanding of the word ‘art’ and what Belting22 calls the «age of the image». Christians of the first centuries had a relatively clear idea of the meaning of the representation of sacred images, and the primary reference was the biblical text. We will use the text of the Bible, translated in the 4th century by Saint Jerome, the Vulgate, Exodus and Deuteronomium 4,15.

			Exodus 20,4: «non facies tibi sculptile neque omnem similitudinem quae est in caelo desuper et quae in terra deorsum nec eorum quae sunt in aquis sub terra» (Thou shalt not make to thyself a graven thing, nor the likeness of anything that is in heaven above, or in the earth beneath, nor of those things that are in the waters under the earth). And the passage from Deuteronomy 4,15-16 explains: «custodite igitur sollicite animas vestras non vidistis aliquam similitudinem in die qua locutus est Dominus vobis in Horeb de medio ignis, ne forte decepti faciatis vobis sculptam similitudinem aut imaginem masculi vel feminae» (Keep therefore your souls carefully. You saw no similitude in the day that the Lord God spoke to you in Horeb from the midst of the fire, lest perhaps being deceived you might make you a graven similitude, or image of male or female). This kind of distinct and clear direction was familiar to the Jewish faith and also to the Islamic faith, but Christianity, for various reasons, underwent a decidedly different evolution. In the early days, however, this was not to be, and an aniconic position was widely shared (think of the strong opposition of the cult of images in the writings of Minucius Felix).

			Following the Edict of Constantine (313) the use of imagery began to change. We find traces of Christian depictions in sarcophagi ranging from Rome to Provence or exceptional cases such as that of the chambers of Dura Europos (a kind of sanctuary of 256 that included places for Jewish, Mithral and Christian worship. These findings and allegorical scenes (despite the explicit prohibition of the biblical text) are explained by Grabar23, a milestone in research. The intellectual debate continues with writings of Eusebius of Caesarea or Gregory of Nyssa. In particular, it was with Gregory of Nyssa that, according to Stella, a qualitative leap was made: «the idea that the beauty of the representations has a dual function: to be pleasing to the beholder and to communicate the story of the saint ‘like a book’, that is, as if a text were narrating it to those who know how to read it [...] Aesthetic and didactic-edifying arguments, therefore, make their appearance» and shortly afterwards, referring to another text by Gregory of Nyssa, he emphasises: «[art], therefore, has a communicative, didactic efficacy; the fact that the spectator is moved by seeing the painting: this is a first attestation of the emotional effect of art, beyond any secondary function»24. 

			Another significant source involves Gregory the Great and the bishop of Marseilles, Serenus. Serenus to prevent the Christians entrusted to him from falling into the idolatry of worshipping images instead of the true God, decided to destroy the images of the saints on the pretext that they should not be worshipped25. Gregory says he certainly approved the decision to prohibit the adoration of images of saints but not of destroying them out of inconsiderate fervour. He argues that it is one thing to worship a painting and something else entirely to learn from the painted story what one should worship. For Gregory, the image is to the illiterate as writing is to the learned. In the painting, Gregory the Great tells us the ignorant see what they can and must conform to; in painting, those who cannot read gain an understanding from the visual. Hence, the idea that picture is like reading for the people. And Gregory reproaches the zealous bishop because by destroying these images, he could have generated scandal among primitive minds. The point of images, he reminds him, is not to be worshipped but to instruct the minds of the most ignorant people.

			It would certainly be interesting to go deeper into the theme of the relationship between the image and the written word and to explore a valid theory of the iconic act by investigating its pedagogical implications. In this case, it would be fascinating to return to Augustine, and his elaboration on images, but we postpone this in-depth study to further investigation. In this case, we are interested in emphasising the sedimentation of a conception of the image typical of the Western Middle Ages, and we can undoubtedly assert that Gregory the Great, in many ways, was the first to systematise it. Once again, it would be interesting to follow up on the theme of the use of images and the educational attention and justifications that were adduced during the iconoclastic conflict. Still, here, too, we must defer to further research.

			Another step that we can take in showing the path of the symbolic value of the image as an educational tool in the Middle Ages is to cite Yuannā ibn Sarjûn, just so as not to forget his Syrian origin, Christian and advisor to the caliph, this author, also known as John of Damascus, was the first theologian to dedicate himself to the theme of images systematically. He was invited to speak at the Second Council of Nicaea, however we cannot go into his arguments here. What we want to emphasise, is the fact that he was aware26 of the biblical foundation (Exodus and Deuteronomy, which we have quoted) and also of the fact that the divine nature is not definable; nevertheless, he argued that those passages had to be contextualised within a particular background. Indeed, John of Damascus contrasted the Jews that tended towards idolatry, while Christians had a mature knowledge of God through theological elaboration. He insisted, moreover, and this is interesting to us, that through the image, one reproduced to form and expose to view the one who had accepted to be seen. He went on to recall an image that is placed in remembrance of something so that one can flee evil and follow virtue. He distinguished how one did not worship, the images as matter, but the creator of matter, and through the image, one remembered it. Again, the same reason returns as we saw for Gregory the Great: the image is to the illiterate what the word is to the cultured.

			This interpretation sets the standard and returns constantly, so much so that in the Conciulium Arragonense, convened in 1025, the bishop of Cambrai, Gerard, upholds the arguments that we already know and must have settled. After stating the reasons for the veneration of the Lord’s cross and reporting the same distinction that also returned in John of Damascus, he follows the same logical procedure: «Scimus namque quia omnis substantia, quae Deus non est, creatura est, et quae creatura est, Deus non est. Ligno igitur nihil divinum damus ut illud adorandum iudicemus» (every substance that is not God is a creature, and what is a creature cannot be God; hence, we cannot attribute anything divine to the wood for it to be worshipped). 

			He then goes into a theological demonstration that is not of primary importance in this context. Finally, he puts into the mouth of the blessed Andrew, who sees and venerates the cross, these words: «Salve, crux, quae in corpore Christi dedicata es, et ex membris eius tanquam margaritis ornata. Antequam te ascenderet Dominus noster, timorem terrenum habuisti; modo vero amorem coelestem obtinens pro voto susciperis. […] O bona crux, quae decorem et pulchritudinem de membris Domini suscepisti: diu desiderata, sollicite amata, sine intermissione quaesita, et aliquando concupiscenti animo praeparata! Accipe me ab hominibus, et redde me Magistro meo, ut per te me recipiat, qui per te me redemit». Before Jesus went up on the cross, it instilled fear, but once the body of Christ consecrated it, it became an image that took him away from men and led the disciples back to the Master. But the synod goes on to investigate not only another reason of a theological nature but also one of a decidedly pragmatic nature which we are already familiar with. «Est vero alia huius ratio: simpliciores quippe et illiterati, quod per scripturas non possunt intueri, hoc per quaedam picturae lineamenta contemplantur, id est, Christum in ea humilitate». Through certain painted symbols, the simple and unlettered can contemplate what they cannot understand through writing. And again, an aspect that we are particularly interested in emphasising: «Non enim truncus ligneus adoratur, sed, per illam visibilem imaginem, mens interior hominis excitatur, in qua Christi passio et mors pro nobis suscepta tamquam in membrana cordis inscribitur, ut in se unusquisque recognoscat quanta suo Redemptori debeat». Through the image, one does not worship a wooden log, but the inner human mind is stimulated so that each person within himself recognises how much he owes to his redeemer. The image, therefore, is also a stimulus for the inner human mind for memory. It continues: «Similiter de imaginibus sanctorum rationari licet, quae ideo in sancta ecclesia fiunt, non ut ab hominibus adorari debeant, sed ut per eas interius excitemur ad contemplandam gratiae divinae operationem, atque ex eorum actibus aliquid in usum nostrae conversationis trahamus»27. He argues that the images of saints that we find in churches are not meant to be worshipped by men but so that through them, we can follow the example they have given us with their lives. This is the purpose of images.

			 In Gombrich’s theorisation of art28, which is also a theorisation of creative thinking, he argues that the work of art, even before being a work of art, is a symbol. It must, therefore be able not only to say something but also to replace something. And this tells us something about the symbolic value of images as an educational tool in the Middle Ages. An interesting study by Bettetini comes to our aid29 «The status of image: a challenge for medieval aesthetics», in which one chapter asks: «Image as a pedagogy for Christians?». The author cites a letter from Gregory the Great written to the hermit Secondinus that is interesting for at least two reasons. The first is historical, as Bettetini30 explains, given the partially apocryphal nature of the text that has reached us and the fact that the exact text was presented at the Lateran Council of 769. The second, which is of more interest to our work, derives from the fact that Gregory fulfils a hermit’s desire for sacred images. In this case, therefore, we are not dealing with the illiterate or mere common people, but with a hermit: «But at least three things must be borne in mind; first, that it is precisely the part where the value of sacred images is set out that is the interpolation that would later be used against the iconoclasts; second, that Gregory nevertheless uses the verb ‘recordare’ to indicate the passage from the visible to the invisible, which is not a mystical elevation, but always an aid to the memory, passing from the image to the facts of Christ’s life and so to sentiments of joy or pain; and, third, that the subject is always sacred pictures, and not images or art works in general. The pictura quasi scriptura is in any case related to two roles: that of teaching and the recall of what has been learnt»31.

			The Bible of the Unlettered?

			The aspects we have mentioned so far have introduced us to the understanding of a decidedly complex and articulated theoretical system that provides various and extensive insights. But we must also come to terms with certain interpretative categories that over time have led to considerable misunderstandings. Unfortunately, the tools we have at our disposal today do not help us establish deeper understanding of the role images played. In addition, very few manuals in the field of educational history consider the significance of imagery appropriately. If we search databases for «school in the Middle Ages» or look at a collection of illustrated manuals, they remind us of a certain type of image that we can trace back, albeit by broad generalisation, to the famous image of a school by Laurentius de Voltolina (Fig.1). At best, this image is used and then qualified explanations are given in the lines of the text. Except that many students will tend, due to the strength of the image itself, to associate the image with a didactic model, and thus imagine that the dominant didactic model in the Middle Ages was that of a frontal lecture. In the worst case, such an image is used as if it were a kind of photograph of how lessons were conducted in the Middle Ages. In the latter case, in most of the comments to these images, we find erroneous or misleading (from a historical/pedagogical point of view) comments present it as if it were a faithful reproduction of what was happening in a classroom of a monastic or cathedral school in medieval schools. The key words that seem to characterise this interpretation are: frontal didactics/transmissive knowledge/relationship between teaching and learning unbalanced on the first aspect, while learning seems to play only a passive role. This is the school model inferred by commenting on these images. However, we know very well that this is not the case. Various sources remind us how three moments alternated in the lessons: the lectio, consisting of a precise analysis of the texts, the quaestio, i.e. an explanatory commentary, and the disputatio, a sort of monothematic discussion, with questions and answers that involved the active participation of the students, which could continue for several days. This was not only a revolution in terms of study methods, but also a different way of approaching problems: in reading sacred texts, the quaestio made it possible to isolate individual topics and discuss them critically, giving rise to systematic theological knowledge for the first time.

			The theme of the image as biblia pauperum is also something that needs to be thoroughly reviewed and contextualised. Baschet32, tracing a brief history of this idea of the image as a bible of the poor, rightly cites Mâle’s text33. The latter recalls how the first printers of the 15th century had given this name, biblia pauperum, to a treatise that became widespread in the late Middle Ages and that demonstrated, through images, the typological relationship of biblical episodes from the Old and New Testaments34. At this point, however, a couple of considerations must be made. The first: as Baschet highlights, «at that time there was no autonomous aesthetic purpose and the artist was not distinct from the craftsman, even if medieval creators (artifex, opifex) remained anonymous less often than is generally believed»35. Secondly, the user and scholar who wants to use images from that period, must always remember the concept of art that we possess is decidedly different from what they could imagine and feel in the Middle Ages36.

			This is why Baschet37, referring to the same sources we cited in the first part of this contribution, emphasises how they never go so far as to claim that the image is a Bible for the unlettered. Referring back to Gregory the Great’s letter to Serenus that we quoted, when Gregory argues that what scripture is to the reader, the image is to the unlettered, in the sense that they see what they have to follow or do (he specifies) he concludes that «In ipsa legunt qui litteras nesciunt»38. In this case that «litteras» is probably to be understood as referring to the social and cultural context in which orality plays a predominant role and thus in terms of reading or speaking. Baschet, quoting a study by Camille39, stresses: «He wonders, moreover, whether Gregory really subjects the image to the hegemony of writing and linguistic fact, as is generally believed. Certainly, the image seems, in his intentions, devalued by the subordinate status of its recipients, and it is in comparing it with the source of authority that his interlocutor cannot consider (the Scriptures) that Gregory claims to justify it. But in doing so he establishes an equivalence between the Scriptures and the image, both of which give access - albeit for different addressees - to what is to be known, believed, done»40. In short, the image cannot be considered as a mere ornament or something subordinate or inferior to the text, or as the fruit and confirmation of a hegemony over a message. This is also confirmed by Bettetini’s aforementioned study; the image thus carries with it various functions, including not only that of instruction. Theorisations on images then move from authors such as Valaphrid Strabo, Jonah of Orléans, Peter Lombard or William Durando to a full theological justification of the image with Scholasticism. The image, therefore, is associated with at least three functions41, which will expand, adapt and modify over time, however always seems to refer back to the idea of instructing, reminding and conceptualising the abstract. If the image, as we have seen in all the examples we have given, has a didactic pedagogical intent, it cannot be labelled with a single or prevailing function but must be open to interpretations that take into account multiple aspects, many of which, again, refer to educational or pedagogical functions because the context, the spaces, come into play.  

			The church certainly represents one of those spaces that were filled with objects that were not only functional to the liturgical action. It often found itself embedded in a real context of life, for example in the monastery, where there were specific spaces for living, recreation, meditation, work, rest and schooling. Within these environments, there were certainly codices and books. Those books  evolved, changed in form and workmanship and inside decorations and images began to take shape and gradually occupied different spaces.

			Now how can we read and interpret these images? The fundamental question always remains. In our view, for the field of educational history studies, it becomes interesting to be able to combine an aspect of the investigation that is functionalist, that is, to try to understand what the image was intended to be used for, what kind of message it wanted to convey or what kind of notion it wanted to convey. This is certainly one of the levels of investigation and, as we shall see in the conclusions, in our field of study, it lends itself to many interesting insights. But equally interesting is the investigation that can be carried out by putting that same functionalism we mentioned in brackets. We must start, in this case, from the idea that the image, in a certain sense, looks at us. The image is «also an object embedded in social practices and acknowledged to have an efficacy. But in what exactly does this efficacy consist? What is the purpose of images? Should we try to highlight their multiple functions? In order to have recourse to this latter notion, one would have to make sure one has eliminated all functionalism, which reduces every aspect of the social world to the status of a cog perfectly calibrated to its supposed purpose, and postulates a mechanical and unadulterated adjustment between the social and its representations [...] Is it enough to emphasise that most images combine multiple functions, that these vary according to the audience, the moment considered, during or outside of ritual time, or even during the lifetime of the image itself? Is it enough to recognise that unforeseen functions often aggregate with intended ones, and that one may contradict the other?» 42.

			The subject, as illustrated, is indeed more complex than it might appear at a superficial glance.

			Conclusions

			What we have examined so far has led us to explicate the different levels of interpretation with which we can grasp the specificities of the image in the Middle Ages and correspond to as many research directions that in the field of the history of education can all be taken into consideration43.

			The first concerns what we might call the level of the theoretical norm, of the philosophical/theological approach to the image. Here it is a question of understanding those elements of theory, or perhaps it would be better to say, in some ways, theology of the image. In this case, we find an endless field of texts and authors whose work and theoretical thought on the image has only in part been analysed from a historical/educational perspective.

			A second level, concerns that of the intention of the image, and this can certainly be more or less explicit and also vary considerably, but it is also in this case, at least for the history of education, an almost unexplored world that would certainly deserve to be explored in depth, starting, perhaps, from a real cataloguing of images.

			We can then venture to identify a third level that is that of uses and that requires knowing, evaluating and contextualising the practices within which images were used, within what space, what relationships and in what way they were useful. These are all questions that, in essence, are not only related to developments in the study of medieval iconography that we have repeatedly mentioned in this text, but which also reflects that visual turn in the history of education that we mentioned in the introduction. In this case, then, it is a question of exploring real, almost unknown fields that, starting from the image, investigate its functions and, at the same time, a context. Because in this case it will not be enough to investigate an image in itself, but it will be necessary to grasp it, from an educational pedagogical point of view, in its context. This can cover multiple artistic fields, ranging from architecture to stained glass windows or sculptures, to narrative paintings on the walls of buildings or churches to actual objects that acquire educational significance in this case. Studies, in this case, are not entirely absent44, but the link and the exquisitely educational contribution that can emerge are lacking. Let us think of liturgical space, religious clothing and liturgical furnishings. This field, again, is not entirely unexplored by recent studies45, but it is practically unexplored from the point of view of the history of pedagogy. However, one can grasp and identify another line of research that we consider particularly interesting for its pedagogical/educational implications and implications, and that is that of the miniature.

			This is a field of research that has found its dignity and development in a relatively recent age, and the studies of authors such as Pächt have contributed significantly to extricating this field from the idea of such a specialised field that could be understood as minor. The medieval miniature has multiple aspects of interest. First of all, the fact that it is a decoration or an image of a written page poses an initial problem when investigating the relationship between text and representation. Secondly, it is linked to a very rich variety of texts ranging from Bibles to scientific texts to Apocalypses and liturgical books. Pächt himself46 identifies them as true didactic representations in which, however, one must not «make the mistake of judging it according to our visual habits as if it were a monumental painting». In this sense, therefore, it is a question of grasping «what is the specific function of the full-page illustrations that have decorated books since Late Antiquity and the Carolingian era» and recalls, a little further on, how: «It is true that the book was a privileged place where the didactic combination of word and image could develop in the richest form. And it is true that the study of theology found in illustrated books a very useful doctrinal aid. In the Middle Ages, people did not hesitate to represent complicated philosophical systems by means of images: what we metaphorically call an image of the world thus became an image in its own right» 47.

			Certainly, therefore, we can affirm «the symbolic value of the image in the Middle Ages as an educational tool», without forgetting that it always refers back to a correspondence, requiring a typological reading that makes explicit and reveals a true ontology, of which the image becomes an explanatory tool. What is more, we cannot forget how, after the visual turn in the history of education and the studies we have mentioned on the interpretation of the image in the medieval context, this research has the potential to play a greater role in discussions tackling a pedagogical reading at multiple levels and starting from different points of view. From codes, to rituals, to treatises, to liturgical books, never before has it been as possible to broaden educational analysis through these images, starting from theory, passing through the symbol, everyday life and referring back to educational aspects and horizons. Being able to understand and interpret these images in relation to the complexity of an educational action and intent means being able to «overcome the gigantic loss that the modern era has produced in privileging the subject as creator and guardian of the world. The ego is only strengthened by relativising itself in the light of the intrinsic activity of images. Images cannot be placed in front of or behind reality, for they contribute to constructing it. They are not an emanation of it, but a necessary condition of it»48. 
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			Fig. 1. Laurentius de Voltolina, in Liber ethicorum des Henricus de Alemannia. (Henricus in Front of His Students)
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