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Prelude

“The few individuals who are left of the [..] original tribe are now so degenerated that there is little hope of any change for the better for them. They are hopeless and belong to […] most backward and wretched population”[footnoteRef:-1]. I am not quoting a Belgian colonial official in Congo, or a Spanish conquistador in South America. The quotation is, actually, an excerpt from a letter from the Director of School of Finnmark County in northern Norway to the Department of Church and Education in Kristiania (later Oslo). The Director of School is writing about the Sami, an indigenous minority in northern Europe. From an international perspective Norway is, together with its Nordic neighbors, conventionally pictured as homogeneous, stable and equal.[footnoteRef:0] However, as every nation state, the Nordic ones have also had their victims. In my thesis, I want to examine nationalism (together with other ideologies such as racism and positivism) as the discourse that a nation state needs in order to keep itself from falling apart to smaller ethnic, religious or other groups. Last spring I spent in Peru, studying the rich history of that wonderful country. For a class at the PUCP University in Lima, I read some nationalist texts of early twentieth century educators. Having earlier read similar texts from Norway, it struck me how similarly the relationship between the nationalist project and the indigenous population was depicted by the educators in Peru and Norway. [-1:  Director of School Christian Brygfjeld in 1923 to the Department of Church and Education, cited and translated in Henry Minde ‘Assimilation of the Sami – Implementation and Consequences’, Gáldu Cala – Journal of Indigenous Peoples Rights 3 (Guovdageaidnu 2005) 17.]  [0:  Sven Tägil, ‘Ethnic and National Minorities’ in Sven Tägil (ed.), Ethnicity and Nation Building in the Nordic World (London 1995) 12.] 


Throughout this thesis, secondary literature will be referred to in a short manner in the footnotes (i.e. a title once mentioned will be later on referred to by the name of the author). The notes to the sources, however, will always be given in a complete form for best possible clarity and to distinguish between sources and literature.	
The sources are in Spanish and Norwegian. All translations from these languages to English are mine unless otherwise noted.


1. Introduction

In both Peru and Norway, assimilating the indigenous peoples became an important question in the early twentieth century.[footnoteRef:1] In the two countries, security-political factors (in Peru mainly the threat of Chile, in Norway mainly the threat of Russia) and strengthened nationalism led to an intensification of this discourse. The effect of this intensification was a strong push towards the assimilation of the indigenous peoples (by indigenous peoples I refer to the traditionally nomadic Sami in Norway, and to the totality of the various indigenous populations living in Peru).[footnoteRef:2] During early twentieth century, education became to be considered the foremost way of carrying out this planned inclusion of the indigenous groups in both countries.[footnoteRef:3] [1:  Nelson Manrique, 'Democracia y Nación. La promesa pendiente', in PNUD, La democracia en el Perú (Lima 2006) 36; Minde 15–16.]  [2:  Einar Niemi, ‘The Finns in Northern Scandinavia and Minority Policy’, in Sven Tägil (ed.), Ethnicity and Nation Building in the Nordic World (London 1995) 164; Gonzalo Portocarrero and Patricia Oliart, El Perú desde la escuela (Lima 1989) 41.]  [3:  Manrique (2006) 27, Portocarrero 41–42, Minde 7.] 

	
1.2. Main questions and hypothesis

I will examine the nationalist discourse on the assimilation through education of the indigenous peoples in early twentieth century Peru and Norway. My hypothesis is that in both countries, nationalism was constructed against what was considered indigenous. I thus expect to find similarities between the discourses in both countries, which I aim to link to each other and to a bigger global, or transnational context. My hypothesis is tested on an analysis of the sources as well as on secondary literature that will be presented later in this thesis. The assimilation through education became a process of including (in the nation) through excluding (the indigenous). My two main research questions are: How (through what kind of argumentation) did the educational officials and intellectuals in Peru and Norway construct a dominant (nationalist) discourse that excluded any indigenous elements? What kind of similar, but also different, elements can I discover in the discourses in both countries and what are the underlying reasons for these similarities and differences? The sub-questions are: Can the construction of the two-step process of assimilation, minoritization (statement of cultural difference) and inclusion through exclusion (statement of the need to include in the nation by eliminating the difference) be observed in this discourse? What kind of arguments was used in favor of the assimilation? How was the indigenous population talked about? How was the assimilation through education talked about? How did the elite perceive the indigenousness of the indigenous groups?




1.3. Theory and methodology 

1.3.1. Theory and methodology: cases for comparison

As pointed out above, an impulse for assimilating through education, based on strong nationalism together with security-political arguments, is the foremost common factor between Peru and Norway. These similarities form also the starting off point of this research, as finding certain similarities between the countries was the primary reason for choosing these two cases. Other common factors can be found as well. Peru and Norway are interesting cases for a comparative analysis because they are exceptional in their geographical and historical contexts. Peru’s society has long been (and still is) stratified along ethnical lines in a very different manner than in the neighboring countries Ecuador and Bolivia. These countries are similar to Peru in demographical terms but the indigenous population has not been excluded from power in the recent history of these countries in the way it was in Peru.[footnoteRef:4] Norway, on the other hand, stands out among its Nordic neighbors that also have Sami minorities because of the determined and long-lasting character of the assimilation of the Sami in this country.[footnoteRef:5] This exceptionality (when compared to the neighboring countries, the elite had an exceptionally clear cut relationship to and policies towards the indigenous groups) makes the two countries – although geographically very distant from each other – interesting cases for a comparative analysis. In the global context, Norway and Peru were exceptional in another way as well. In early twentieth century, being neither colonizer or colonized[footnoteRef:6] was an exception since during this period, most of the world was colonial.[footnoteRef:7] However, I think I can show that the discourses in Peru and Norway were very closely related to the colonial discourses on the European/indigenous relationship, and used same kind of dichotomous terminology. Finally, the groups I will be investigating are indigenous populations to their respective regions. It is interesting to see how the nationalist discourses in the source material cope (if they do) with the fact that the civilizers were newcomers. According to current research, the presence of the Sami in the northernmost parts of Scandinavia, Finland and northwestern Russia predates the presence of Scandinavian, Finnish and Russian people.[footnoteRef:8] In Peru, the different pre-Colombian peoples had been around for thousands of years before the arrival of the Spanish.[footnoteRef:9] [4:  Manrique (2006) 24.]  [5:  Minde 8.]  [6:  Peru gained independence from Spain in the 1820’s and was thus a post-colonial society. Norway gained independence through the dissolution of the union with Sweden, in 1905.]  [7:  For statistics, see for example David B. Abernethy, The Dynamics of Global Dominance. European Overseas Empires 1415–1980 (Yale University Press; Yale 2002) 411–416.
]  [8:  Helge Salvesen ‘Sami AEdnan: Four States – One Nation?’ in Tägil, Sven (ed.), Ethnicity and Nation Building in the Nordic World (London 1995) 108–109.]  [9:  Peter F. Klarén, Nación y sociedad en la historia del Perú (Lima 2004 [Edition in Spanish]) 27–30.] 



1.3.2. Theory and methodology: key concepts (discourse, nation state/nationalism,  
indigenous people, minority) 

I will now introduce and operationalize the principal theoretical and methodological concepts that I will use, beginning with the concept discourse. Discourse, as described by Ashcroft, Griffiths and Tiffin, is a cultural system that organizes the social interaction and its limits in a certain context. The colonial discourse, thus, defines the limits of interaction in colonial relationships[footnoteRef:10] and the nationalist discourse does the same in national relationships, like those between majority and minority. [10:  Bill Ashcroft, Gareth Griffiths and Helen Tiffin, Key Concepts in Post-Colonial Studies (New York and London 1998) 41, 42.] 

Nation state is a social (cultural) construction that is constructed and maintained through power. The discourse of nationalism is a tool for the elite to use and distribute this power in order to solidify its dominant position.[footnoteRef:11] [11:  Ashcroft, Griffiths and Tiffin 151–152.] 

During its heyday, colonialism globalized the nation state model, making it the standard structure for basically any aspiring political unit.[footnoteRef:12]  In both Norway and Peru, the European-style nation state was the self-evident model. Indigenous peoples (peoples whose presence predate the presence of the current dominant population) inhabiting the territories of these states became to be seen as a problem from the point of view of building a homogeneous nation state, as I will show in the research part of this thesis. [12:  Ashcroft, Griffiths and Tiffin 154–155.] 

Finally, minority is a concept that does not have to refer to the actual size of a population. Rather, it is the limited access to power that distinguishes a minority from a (dominant) majority.[footnoteRef:13] It is in this very sense that the term minority will be used in this thesis. Studying minorities and minoritization means challenging the conventional way of perceiving societies[footnoteRef:14] since the minority perspective stretches the limits of social and political units – like the nation state, for instance – that are conventionally viewed as homogeneous and stable.  [13:  Raymond Grew, ‘Introduction’ in André Burguière and Raymond Grew (eds.) The Construction of Minorities. Cases of Comparison across Time and around the World (Michigan 2001) 3–4.]  [14: Grew 2–3, Homi K. Bhabha, ‘Introduction: narrating the nation ’, in Homi K. Bhabha (ed.), Nation and Narration (London and New York 1990) 6–7.] 


1.4. Analyzing the nationalist discourse

As I described above, discourse – in my operationalization – is a cultural system that marks the limits of what is considered true and correct and what is not. It is the totality of signs and practices that defines and organizes and limits the social interaction in each context. [footnoteRef:15] What is talked about, how and by whom, is thus to a high degree steered by the discourse. [15:  Ashcroft, Griffiths and Tiffin 41, 42.] 

My hypothesis is that in Peru and Norway, the national identity was constructed against (among other elements) the indigenous culture that was considered non-Peruvian and non-Norwegian. As pointed out by Stewart Hall, identity is always constructed through lack and exclusion.[footnoteRef:16] Homi K. Bhabha has noted that the colonial discourse is always ambivalent. It states that the colonized are and will remain lacking in relation to the West. At the same time, it states that the colonized must be included in the Western progress.[footnoteRef:17] This same idea applies to the nationalist discourse, when the term colonizers is replaced with national elites and colonized with minorities. The cultural difference is reproduced in the very process of stating the need to eliminate it. The inclusion of the indigenous in the nation is necessary (for more national security and for “civilizing” the “savages”) but this needs to be done through the elimination of the cultural difference (everything considered indigenous). This difference, or dichotomy (indigenous=non-Norwegian, non-Peruvian in my case) is, however, the whole legitimating factor of the dominant (colonial/nationalist) discourse.[footnoteRef:18] Without any non-Norwegians or non-Peruvians to be included and civilized, there would be no need for the civilizing nationalist discourse. In these ambivalent ruptures (inclusion/exclusion and fixing/eliminating the cultural difference) I want to intervene to back up my hypothesis on the similarities between the discourses in Peru and Norway.  [16:  Stewart Hall, ‘Who Needs Identity’, in Paul du Gay, Jessica Evans and Peter Redman (eds.) Identity Reader (London 2005) 18.]  [17:  Sara Mills, Discourse (London and New York 1997) 125.]  [18:  Bhabha (1990) 4; Homi K. Bhabha, El lugar de la cultura (Buenos Aires 2002 [Edition in Spanish]) 108.
] 

It is thus the constructed nature of identity, in my case collective identity (always constructed against something [the Other]), and the ambivalence of the dominant discourse that I find most useful for my research. These are concepts, and the actual methods of detecting these concepts include close examination of the context, the subtexts and even the silences (what is not stated). A very useful idea of the relationship of the author and the context is presented in the article of Maaike Meijer. According to her, it is not so much the individual author that decides what he/she writes or keeps quiet. Instead, the cultural conventions that are transmitted through the discourse itself steer much of what is written, and how – who speaks and who is spoken of. This kind of focalization distributes power in text.[footnoteRef:19] Since I am interested in the cultural systems (for example nationalism, positivism and racism) behind the discourse, this notion of focalization stemming from cultural conventions is very useful to me. [19:  Maike Meijer, ‘Countering Textual Violence. On the Critique of Representation and the Importance of Teaching its Methods’, in Woman’s Studies Int. Forum 16/4 (1993) 373–376.] 

 Another useful theoretical perspective to back up my hypothesis of inclusion through exclusion can be found in the texts of James Wertsch and Eviatar Zerubavel. Both authors study how collective memory works. According to Wertsch, nation states actively promote and control official accounts of the past and try to prevent the diffusion of alternative accounts.[footnoteRef:20] This is an effective tool of assimilation since this kind of control is projected into how individuals see their lives and surroundings. As Zerubavel argues, much of what we remember, we remember only as members of mnemonic communities.[footnoteRef:21] Excluding the indigenous past can be seen in this perspective as a tool of controlling the collective memory, and thus the collective conception of nationhood in Peru and Norway.  [20:  James Wertsch, ‘Specific Narratives and Schematic Narrative Templates’, in Seixas (ed.), Theorizing Historical Consciousness (Toronto 2004) 50. ]  [21:  Eviatar Zerubavel, Time Maps. Collective Memory and the Social Shape of the Past (Chicago 2004) 3.] 

	While investigating the background of the components of the dominant discourses in Peru and Norway, I will use the ideas of Siep Stuurman[footnoteRef:22] and Patrick Brantlinger[footnoteRef:23] to connect the cases to the bigger context of the Westaern discourse on non-white races. [22:  Siep Stuurman, ‘Global Equality and Inequality in Enlightenment Thought’, Reeks Burgerhartlezingen Werkgroep 18e Eeuw 3 2010.]  [23:  Patrick Brantlinger, Dark Vanishings – Discourse on the Extinction of Primitive Races (2003 Ithaca and London).] 





1.5. Periodization: Intensified nationalism and the educational impulse

Security politics and strong nationalism (due to the agitation for Norwegian independence and dissolution of the Swedish-Norwegian union) led to a strong pressure for assimilating the Sami in early twentieth century.[footnoteRef:24] Education was considered the most effective method for carrying out this assimilation, and the northern Finnmark County got its own Director of School as the first county in Norway in 1902.[footnoteRef:25] The discourse on assimilation gained strength and solidified during the first three decades of the twentieth century, culminating in the failure of Sami opposition and in the founding of a secret board for assimilating the Sami. [footnoteRef:26] This period (roughly) 1900–1930 is when the discourse developed to its culmination. It is thus of greatest interest to me. [24:  Minde 15–16.]  [25:  Minde 12.]  [26:  Minde 15–16 ] 

In Peru, early 20th century was characterized by an (in Peruvian terms) unusual political consensus and stability. This period, called the Aristocratic Republic in Peruvian historiography, lasted until 1919.[footnoteRef:27] The Aristocratic Republic was followed by the eleven-year presidency of Augusto B. Leguía. It was Leguía who made the so-called indigenismo (talking about but not with the indigenous people), with its principles of representation and tutelage, the official state ideology.[footnoteRef:28] Leguía was a pronounced capitalist, and protecting the indigenous population from the conservative landowners was a way of clearing more free ground for capitalism in the country.[footnoteRef:29] At the same time, the official tutelage policy confirmed the idea of indigenous persons as infants who needed legal protection. The indigenous population was thus even officially denied complete citizenship.[footnoteRef:30] [27:  Klarén 255.]  [28:  Manrique (2006) 36.]  [29:  Klarén 307.]  [30:  Manrique (2006) 37.] 

Education became to be regarded as the foremost tool of assimilating the indigenous people in the beginning of the Aristocratic Republic.[footnoteRef:31] This “educational impulse” resulted in great growth in the number of pupils in elementary schools.[footnoteRef:32] Along with the liberalist ideas of the nineteenth century, other alternatives for “civilizing” had been debated, among them the “whitening” of the indigenous people through natural mestization (mix of “races”).[footnoteRef:33] My periodization, roughly 1900–1930 corresponds with indigenismo and the “educational impulse” and is thus logical from the point of view of my research. During the 1920’s, the new leftist parties destroyed the hegemony of the traditional oligarch elites and the discourse on the indigenous populaion changed and became intermingled with the concept of class.[footnoteRef:34]  [31:  Portocarrero 41–42.]  [32:  Portocarrero 43–44.]  [33:  Manrique (2006) 27.]  [34:  Manrique (2006) 39–40.] 

In Peru, there was a clear shift in the discourse in late 1920’s and early 1930’s, as described above. This shift corresponds with my periodization. No such shift occurred in Norway. Instead, the end of my periodization for Norway marks the time when the Norwegianization discourse had reached its culmination.

1.6. Sources

My source material is formed of texts by educational officials and intellectuals in Peru and Norway in early twentieth century. I will approach my sources with the theoretical concepts of construction of nation/minority. I will especially examine the “ruptures” of the discourse. These are two ambivalent dichotomies, the first one being the fixation of/need to eliminate the cultural difference. The other dichotomy is the inclusion (in the nation)/exclusion (of everything considered indigenous) on the other. 
I am investigating the dominant discourses on the education of the indigenous in early twentieth century. A problem I faced in the very beginning of my research was the different character of source material in the two countries. The various indigenous groups in early twentieth century Peru formed a majority (in numbers) of the population. They lived all across the vast country with the exception of the coastal cities, the biggest of which was Lima. In Norway, the Sami were a small, traditionally and still partly nomadic minority, living mostly in the northern part of the country. This has its implications on the source material. In Peru, the assimilation of the indigenous population was an issue of very great national importance. In Norway, it was somewhat more of a local question, since the Sami only inhabited a small part of the country. Still, the money the Norwegian government spent on the assimilation of the Sami (through a fund called the Finnefondet) suggests (among other things) that the issue was considered an important one even in Kristiania (from 1925 Oslo).[footnoteRef:35] [35:  Minde 12.] 

	In Peru, a long-lasting and thorough debate on the education of the indigenous was developed and published especially by two men, Manuel Vicente Villarán and Alejandro Deustua. Both Villarán and Deustua were academics and intellectuals, but they held public positions that allowed them to affect educational politics practically as well.[footnoteRef:36] To get a more nuanced picture of the dominant discourses, I will include the writings of José Antonio Encinas in my sources. Encinas was an intellectual and politician like Deustua and Villaran. What makes his writings interesting from my research is that he himself worked at schools, notably at the Centro Escolar No 881 in Puno, far inland close to the Bolivian border.[footnoteRef:37] He thus had a concrete link to the education of the indigenous population. My source material, for the part of Peru, is formed of essays, published speeches and other texts by these three intellectuals and politicians.  [36:  Gildomero Arista, ‘Alejandro Deustua’ in Ministerio de Educación, Grandes Educadores Peruanos (Lima 2003) 54–56; María Luisa Rivara de Tuesta, ‘Manuel Vicente Villarán’ in ibid. 32.]  [37:  Aurora Marrou Roldán, ‘José Antonio Encinas Franco’ in Ministerio de Educación, Grandes Educadores Peruanos (Lima 2003) 11.] 

In Norway, the debate and the dominant discourse are mostly to be discovered around the writings by and to the Director of School for the Finnmark County (where most of the Sami lived and where the nationalist/security-political aspect was strong due to the proximity of Finland and Russia). Three men held this office during my period of investigation: Bernt Thomassen (1902–1920) Karl Marenius Ivarson (1920–22) and Christen Andreas Brygfjeld (1923–1933).[footnoteRef:38] Parts of this material have been used in earlier research although from a different perspective, namely that of security politics and assimilation.[footnoteRef:39] These documents are in The Regional State Archives in Tromso, Norway and a great part of them are published in the excellent web database of the Sami School History project.[footnoteRef:40] I have also used some articles from local newspapers and journals that are also published in the same web database. Apart from these documents, a very useful addition to the sources has been the book Fornorskningen i Finnmarken. This book was published in 1917. It is written by a group of Finnmark teachers and priests who opposed some measures of the Norwegianization policy. [footnoteRef:41] This excellent source has been used surprisingly little in earlier research.  [38:  Arkivkatalog Skoledirektören i Finnmark (1897 – 2002), The Regional State Archives in Tromso, Norway <http://www.arkivverket.no/arkivverket/content/download/3882/45363/version/1/file/Skoledirektoren_Finnmark.pdf> 16.12.2011. ]  [39:  Knut Einar Eriksen and Einar Niemi, Den Finske Fare: sikkerhetsproblemer og minoritetspolitikk i Nord 1860–1940 (Tromso 1981).]  [40:  Svein Lund (ed.), Sami School History 1–4 <http://skuvla.info> 20.4.2012.]  [41:  Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917).] 

	I am dealing with two countries on two continents divided by thousands of kilometers, with very different demographical, political and historical circumstances. Careful analysis against this context is thus needed, and I need to be aware of the background and goals of the authors. Nevertheless, as I will discuss in the research part of this thesis, some general ideas seem to be universal in all texts. Assimilation through education was considered a national duty. Civilizing the indigenous was also considered an act of philanthropy, in accordance with the famous idea of the “white man’s burden”.

1.7. Scientific relevancy – comparing elite discourses on the margins of the margins

In comparing these two instances of nationalist assimilating policies, I wish to connect both Peru and Norway to a larger global context. At the same time, I think I can contribute to the bigger picture itself by nuancing it through these examples of global history from the periphery[footnoteRef:42]. For the purposes of a master’s thesis, the research has to be narrowed down to a manageable set of research questions. I am also aware of the fact that the limited length of the thesis and the limited number of cases (two) makes a major scientific contribution difficult to achieve. However, by investigating the process of inclusion through exclusion, I think I will be able to shed some more light on how the nationalist assimilation discourse is constructed and what kind of elements it is constructed of. Through my research, I try to fill a double historiographical gap.  Firstly, I am comparing two seemingly very different contexts, and this comparison is a pioneering project in its own right. Comparing the elite discourses on the minorities of two peripheral[footnoteRef:43] nation states, I am writing from a periphery perspective in a double sense. From the point of view of mainstream global history, the indigenous peoples of Peru and Norway are the margins of the margins. I want to show that the same kind of discourse that early twentieth century colonizers used to legitimate their colonial projects was used in these two peripheral countries to legitimate the homogenizing nationalism. This notion can contribute to historical knowledge of the specific cases (Norway, Peru) if only by connecting them to a wider context. It can also help to nuance the wider context (global history, colonial/nationalist discourse) itself. On a more theoretical note – and this is the second historiographical gap I try to patch up – I want to open up the discourse of assimilation and investigate the components from which it is formed.  [42:  Leos Müller, Göran Rydén, Holger Weiss (eds.), Global historia från periferin – Norden 1600–1850 (Lund 2010). Translation from Swedish of the term in italics is mine.]  [43:  Peripheral from the perspective of the Central European and North American economic and cultural centers of the period.] 



2. Historiographical debate

2.1. Introduction

2.1.1. General introduction to the theme

”Concepts like ‘nation’ [...] threaten to turn names into things. Only by understanding these names as bundles of relationships, and by placing them back into the field from which they were abstracted, can we hope to avoid misleading inferences and increase our share of understanding.”[footnoteRef:44] I think that it is very appropriate to start the introduction of the historiographical debate with this quote from Eric R. Wolf. Through comparing the relationship of nation building and the indigenous in early twentieth century Peru and Norway, I am going back to the “field”, to investigate why, and especially how the concepts of “Peruvian nation” and “Norwegian nation” were constructed in elite discourse. I will especially investigate the rhetoric on the assimilation through education of the indigenous since this was considered to be the foremost way of building a homogeneous nation. In the words of another classic in the field of deconstructing the concept of nation, Benedict Anderson, I am investigating nationalism “by aligning it […] with large cultural systems that preceded it, out of which — as well as against which — it came into being.”[footnoteRef:45] As I want to show, the cultural systems against which nationalism was constructed included global (or at least transnational) ideologies, neighboring countries and minorities living inside the borders of Peru and Norway. [44:  Eric R. Wolf, Europe and the People without History (Berkeley 1982) 3.]  [45:  Benedict Anderson, Imagined Communities : reflections on the origin and spread of nationalism (London 1990)  12.] 

The relationship between nation state and minority is another key concept in my research. Authors like Raymond Grew and Homi K. Bhabha have written influential works on this subject.[footnoteRef:46] Both authors will be discussed more thoroughly later but one of their main assumptions is that investigating the relationships of nation states and minorities means challenging the conventional perspectives on history. It also means unveiling the cultural uniformity that nationalism seems to take as its guiding principle, as well as unveiling the processes that aim at this uniformity.  [46:  Grew, Bhabha (1990), Bhabha (2002).
] 


2.1.2. Introduction – positioning the thesis

The theme of my research is nationalism and educational politics aimed at the assimilation of the indigenous in early twentieth century Norway and Peru (in Norway, the nomadic Sami in the northern part of the country, in Peru the various indigenous groups of the country).  I will investigate what kind of argumentation the elite used when talking about these educational politics. The theoretical structure of my thesis is a comparative analysis. Thus, some words on the historiographical positioning of my thesis are appropriate in this introduction to the historiographical debate. 	Comparing a South American country with a Scandinavian one is a somewhat unusual task. This means that there is no self-evident canon, paradigm or scientific tradition available that I could refer to, either to back up my arguments or to criticize earlier writing on the subject. I have constructed two parallel lines – the states of art in Peru and Norway, selected according to what seems relevant from my perspective (themes like nationalism, assimilation and educational politics). A third line is formed by the state of art of the theoretical and methodological literature that is relevant to my research. This line runs from the theoretical tradition of comparing nationalism in different contexts on the one hand (e.g. Wolf, Anderson) and from the research on the relationship between nation states and minorities on the other (e.g. Grew, Bhabha).

2.2 The cases of comparison

As Nelson Manrique (Peru) and Henry Minde (Norway) have argued, assimilating the indigenous peoples became an important question in both Peru and Norway in the early twentieth century.[footnoteRef:47] In the two countries, scholars have emphasized that the issue gained importance because of strong nationalist feelings among the elite. One of the effects of this nationalist discourse was a strong push towards the assimilation of the indigenous peoples.[footnoteRef:48] Education became to be considered the foremost way of carrying out the planned inclusion of the indigenous.[footnoteRef:49] [47:  Manrique (2006) 36; Minde 15–16.]  [48:  Niemi 164; Portocarrero 41.]  [49:  Manrique (2006) 27, Portocarrero 41–42, Minde 7.] 

	Both Norway and Peru are examples of global history from the periphery[footnoteRef:50]. This concept was introduced by some Scandinavian scholars and it refers to the peripheral, unexplored and non-obvious cases of global history. In its use by Scandinavian scholars, periphery is a geographical term (Scandinavia as a peripheral area to early modern Europe) but the term can also have a more cultural definition and connotation, as it does in my research (the minorities are the peripheries of the nation state). My perspective is peripheral in a double sense: I investigate the cultural peripheries of two geographical peripheries. This makes the comparison interesting since the examples themselves are somewhat unconventional. The majority of global history investigating nationalism deals with empires and imperialism, and imperial centers and their peripheries. [50:  Müller, Rydén, Weiss.] 

Peru and Norway are interesting cases for a comparative analysis because of them being exceptional in their geographical and historical contexts, as described earlier. Finally, the two groups I am investigating are indigenous populations to their respective regions. I will investigate if the discourses in the source material deal with the fact that the civilizers were actually newcomers when compared to the indigenous.




2.2.1 The cases – historiography: Norway

As Henry Minde has noted, historical research on the assimilation, or the Norwegianization of the Sami began quite late.[footnoteRef:51] A major contribution to this field was the book Den Finske Fare [The Finnish Menace] by Knut Einar Eriksen and Einar Niemi, published in 1981. This monograph studied the process of assimilation from a security-political perspective. Even if Eriksen and Niemi mainly study another minority in the north, the Finnish immigrants, the book is the corner stone for any later research on the assimilation of the Sami as well. The history of the two groups (Finns and Sami) became very much intertwined from the nineteenth century onwards, at least from the point of view of the Norwegian majority population, and especially from the elite perspective. At times no distinction was made between the Sami and the Finnish immigrants in official records. They were both considered foreign, and thus a security problem for the Norwegian nation state.[footnoteRef:52] According to Eriksen and Niemi, it was the menace of the neighboring Finland and Russia that explains the exceptionally strong politics that aimed at assimilating the northern minorities.[footnoteRef:53] Norwegianization can be seen as a separate period in the history of the Sami people. The period as a whole spans roughly the time from 1850 to 1980.[footnoteRef:54] This can be further broken up into shorter intervals. For the purposes of my research, the early twentieth century, roughly the time between 1900 and 1930, is of greatest interest. During this period, the discourse on assimilation intensified. It gained strength through the agitation for Norwegian independence from the Swedish-Norwegian union (dissolved in 1905) and reached its culmination in the founding of the Finnmarksnemnden in 1931, a secret Board for educating and assimilating the minorities in the north.[footnoteRef:55] As Helge Salvesen has pointed out, Sami efforts to counter the assimilation policies had proven insufficient and ineffective by the 1930’s, thus showing the power the official nationalist discourse had gained during the early decades of the twentieth century.[footnoteRef:56] The increased interest in assimilation is also visible in the national budget. A special item in the budget (Finnefondet) was created in 1851 by the Norwegian parliament to promote the teaching and enlightenment of the Sami. Allocations to this fund increased remarkably during the first decades of twentieth century.[footnoteRef:57] Further indications of a stricter position towards the minorities were the law that allowed land to be sold only to persons who spoke Norwegian[footnoteRef:58] and the fact that the northern Finnmark County got its own Director of School as the first county in Norway[footnoteRef:59], both in 1902. A further indication of the hardened political climate was the school instruction from 1898 that stated that Sami language could be used in schools exclusively as an auxiliary language.[footnoteRef:60]  [51:  Minde 8–9.]  [52:  Minde 16–17.]  [53:  Eriksen and Niemi 141–142.]  [54:  Minde 1.]  [55:  Minde 15–16.]  [56:  Salvesen (1995) 130–131.]  [57:  Minde 12.]  [58:  Helge Salvesen, ‘Tendenser i den historiske sameforskning – med saerlig vekt på politick og forskning’, Scandia 1, 1980 27.]  [59:  Minde 12.]  [60:  Minde 13–14.] 

Eriksen and Niemi study the assimilation as a phenomenon that involves a broad range of social institutions. In his article from 1995, Helge Salvesen examines the historical and current possibilities for the Sami to promote their own identity inside and over the boundaries of the four nation states they inhabit.  While both Eriksen and Niemi on one hand and Salvesen on the other regard assimilation as an assault launched by the nation state through several societal sectors, they especially highlight the role of education in the process. In an article by Einar Niemi from 1997, he writes that the assimilation was carried out “with school as the battlefield and teachers as frontline soldiers”.[footnoteRef:61] As pointed out by many scholars (Louis Althusser, for example), the role of school in governing any nation state should not be overlooked.[footnoteRef:62] In the Norwegian context, Henry Minde has concentrated on the role of school in the assimilation of the Sami.[footnoteRef:63] In addition, in 2003, a very ambitious and interesting project was started to publish scientific articles and to collect memories, pictures and sources with a link to the Sami school history. So far four volumes have been published as printed books as well as online in Sami and in Norwegian.[footnoteRef:64] One of the editors of the Sami school history project, Svein Lund, has also published a book about Sami school history, which gives some additional information on the text of Minde.[footnoteRef:65] [61:  Einar Niemi, ‘Kulturmote, etnisitet og statlig intervensjon på Nordkalotten’, cited and translated by Minde 7.]  [62:  Louis Althusser ‘Ideology and Ideological State Apparatuses’ in Lenin and Philosophy, and Other Essays (London 1971 [edition in English]) 133.]  [63:  Minde 7.]  [64:  Svein Lund (ed.), Sami School History 1–4, <http://skuvla.info/index-e.htm> 5.1.2012.]  [65:  Svein Lund, Samisk skola eller norsk Standard: reformerne i det norske skoleverket og samisk opplaering (Kárášjohka 2003).] 

In their article about Nordic national histories, Aronsson, Fulsås, Haapala and Jensen describe Norwegian nationalism as constructed mainly against two spatial (or external) Others: Denmark and Sweden. Whereas the nationalism in the two other Scandinavian countries highlighted the common Nordic past, the Norwegian nationalism was constructed against this idea and was instead founded on the notion of a distinct Norwegian nation that had existed in the middle ages before the foreign rule of Denmark and Sweden.[footnoteRef:66]  As discussed by Eriksen and Niemi, Finland was also an external Other, but it also constituted a threat inside the borders of Norway. The Finnish-speaking minorities – and often also the Sami – were considered an extension of Finnish nationalism.[footnoteRef:67] The idea of the distinctively Norwegian (as opposed to Scandinavian) is discussed in the anthology Norsk idéhistorie (The history of ideas in Norway). A quote from the book states that “the mission of Norwegian nationalism was twofold: out of the political union with Sweden, and out of the cultural union with Denmark.”[footnoteRef:68] A new Norwegian written language that was based on local dialects, the nynorsk, was created during late nineteenth century. The aim was to replace the old Danish-influenced written language. At the same time, agitation for the dissolution of the union with Sweden was growing. [66:  Peter Aronsson, Narve Fulsås, Pertti Haapala and Bernard Eric Jensen, ‘Nordic National Histories’ in Stefan Berger and Chris Lorenz (eds.), The Contested Nation – Ethnicity, Class, Religion and Gender in National Histories (Basingstoke 2008) 260–262.]  [67:  Eriksen and Niemi 141–142.]  [68:  Øystein Sørensen, ‘Norskdomsrørslas radikaliserte kulturnasjonalisme’ in Øystein Sørensen, Norsk Idéhistorie III – Kampen om Norges sjel 1770-1905 (Oslo 2001) 344.] 

According to Aronsson et al., the Sami were considered the non-spatial or internal Other. The nationhood of the Sami, and with that their right to found their own nation state was simply ignored and denied on the grounds that they were an inferior race. They could and should be assimilated to the Norwegian nation.[footnoteRef:69] Lund writes that Norwegians (as a Germanic people) were considered to be on top of the racial ladder, whereas the Sami were considered to be on the most primitive level (the Finns and the Russians were considered to be on a intermediary level).[footnoteRef:70] Eriksen and Niemi have highlighted the link between Social Darwinism and the liberalist positivism that coexisted in Norway during late nineteenth and early twentieth century. Norway was on its way to the top club of civilized nations, and the Sami were given a possibility to participate – with the condition that they leave behind their backward culture.[footnoteRef:71] Also Salvesen discusses this in his article from 1980.[footnoteRef:72] According to him, a very strict and radical form of social Darwinism became prevalent in the rhetoric of the officials in Kristiania during the nineteenth century, especially in the context of granting special rights for reindeer herding for the Sami. The official view was that no special treatment was needed, since the Sami were considered to be on a lower level of civilization than the majority of the population, and were thus doomed to disappear as a people in any case.[footnoteRef:73] As Minde has noted, the discourse was more nuanced in the educational context, ranging from paternalism (bringing the Norwegian civilization to the savage Sami) to more radical views of the Sami as a “wretched people”.[footnoteRef:74]  [69:  Aronsson et al. 262.]  [70:  Lund 16.]  [71:  Eriksen and Niemi 37.]  [72:  Salvesen (1980).
]  [73:  Salvesen (1980) 35–36. ]  [74:  Minde 15, 17.] 


2.2.1.1. Opposition to the Norwegianization policies

As pointed out by Salvesen, the Sami were influenced by the same nationalist ideas that triggered the Norwegianization policies. This nationalist feeling led to the founding of Sami organizations that demanded the use of Sami in education (instead of Norwegian). In the Finnmark County, a Sami newspaper, the Sagai Muittalaegje (The News Reporter), was published between 1904 and 1911. Through an alliance with the Norwegian Labor Party, a Sami representative, Isak Saba, was also elected to the Norwegian parliament for the period 1906–1912.[footnoteRef:75] As stated by Svein Lund, Saba got little support from his party in the parliament. The Sami organizations had the same faith, and were supported in the Sami areas by some of the Sami, but otherwise the sympathizers were few.[footnoteRef:76] According to Salvesen, by the 1930’s all efforts to form a Sami opposition to the assimilation policies had failed.[footnoteRef:77]  A group of priests and teachers from Finnmark published in 1917 a book, Fornorskningen i Finnmarken[footnoteRef:78] . Earlier research has used it as an example of opposition to Norwegianization.[footnoteRef:79] However, as I will explain later (see fore example p. 38), I think that it is more appropriate to state that the book criticized some measures of Norwegianization in schools, but not the idea of Norwegianization per se. [75:  Salvesen (1995) 130–131.]  [76:  Lund 22–23.]  [77:  Salvesen (1995) 131.]  [78:  Hidle&Otterbech.]  [79:  Eriksen and Niemi 120–122.] 



2.2.1.2. Conclusion

In recent research on the Sami in Norway the security-political aspect, combined with nationalist and social Darwinist rhetoric, has been in center of the attention. The menace of Russia and Finland[footnoteRef:80] was the main element in the security-political argument for assimilation of the Sami, that together with the Finnish immigrants in Northern Norway were considered a “foreign nation”.[footnoteRef:81] This paradigm was set by the book of Eriksen and Niemi. They point out that the combination of security politics and ideology (social Darwinism, nationalism) that led to efforts of assimilation is not an unusual one, as the example of assimilation of the Finns in the neighboring Sweden goes to show.[footnoteRef:82] But even in a very different context and on the other side of the world, same kind of arguments were presented to back up the policy of leaving behind the indigenous culture. [80:  Finland gained independence from the Russian Empire in 1917.]  [81:  Eriksen and Niemi 36–37.]  [82:  Eriksen and Niemi 37–38.] 


2.2.2. The cases – historiography: Peru

When describing Peruvian nationalism, Benedict Anderson seems to miss a very important point. As evidence for inclusive Peruvian nationalism, he cites the words of liberator San Martín as he declared that “in the future the aborigines shall not be called Indians or natives; they are children and citizens of Peru and they shall be known as Peruvians.”[footnoteRef:83] The emphasis, added by Anderson, is misplaced. The aborigines, together with the descendants of slaves, were actually denied citizenship.[footnoteRef:84] These groups got full citizenship no sooner than 1979, when analphabets finally got the right to vote.[footnoteRef:85] As pointed out by Nelson Manrique, inner domination structures changed little or not at all with the break of Peru from Spain. Surely, Peru ceased to be a colony, but it became a “republic without citizens” [footnoteRef:86] instead. What should be emphasized in San Martín’s citation is not citizen but children. The elite considered the indigenous people as children, as proto-citizens that might theoretically some day gain full citizenship. But before this could happen, they needed to be civilized and represented by white people. This discourse of tutelage intensified with the indigenismo movement in early twentieth century and became official with president Augusto Leguía in 1920.[footnoteRef:87] What Anderson’s quote from San Martín[footnoteRef:88] goes to show, however, is that the white elite decided that the indigenous population was to be first and foremost Peruvian. This notion is of importance, and will be discussed in the research part of this thesis. But in the eye of the law, persons of indigenous origin were considered children, and not citizens until the 1970’s. [83:  Anderson 49–50.]  [84:  Manrique (2006 )21.]  [85:  Manrique (2006) 36.]  [86:  Manrique (2006) 25.]  [87:  Manrique (2006) 36.]  [88:  Anderson 49–50.] 

The book Indian Integration in Peru: A Half Century of Experience 1900–1948  from 1974 by Thomas M. Davies JR. is a good and useful overview of the assimilation policies undertaken by Peruvian officials in early twentieth century. Thomas states, in accordance with Jorge Basadre, the famous Peruvian historian from the same time, that the defeat against Chile in the War of the Pacific (1879–1883) was a watershed in Peruvian political and social life. It marked a new era also in the debate on the assimilation of the indigenous population.[footnoteRef:89] The defeat by Chile was blamed on the loose assimilation of and weak nationalist feelings among this population. The indigenous groups suddenly became the most important national problem of the country.[footnoteRef:90] This problem became the main issue of indigenismo, the new paternalist, (neo-)positivist ideology that gained importance among the intelligentsia in early 20th century Peru.[footnoteRef:91] The indigenistas criticized the earlier openly racist views of the indigenous people, replacing them with paternalist arguments and calling for universal education to include the indigenous population in the national project.[footnoteRef:92] [89:  Thomas M. Davies, Indian Integration in Peru: A Half Century of Experience 1900–1948 (Lincoln 1974) 33; Jorge Basadre, ‘Un esquema de la evolución social en el Perú republicano’ in Percy Cayo Córdova, Antologia de Jorge Basadre (Lima 2003) 228.
]  [90:  Davies 34, 37; Manrique (2006) 36.]  [91:  Nelson Manrique, La piel y la pluma (Lima 1999) 77.
]  [92:  Manrique (2006) 36.] 

In recent years, Nelson Manrique has studied different aspects of Peruvian society. According to him, democracy and nationhood remain “pending promises” in the country. [footnoteRef:93] For Manrique, the main reason of the failure of a democratic order in Peru has been the survival and transmission of injustices from the colonial to the republican era.[footnoteRef:94] Other scholars have criticized this idea of addressing the current injustices to the colonial heritage. Although not directly criticizing Manrique, Cecilia Méndez calls for more positive history instead of comparing Peru with European style democratic systems. She considers Peruvian historiography as mainly negative, stating what Peru is not (in comparison with Europe) instead of stating what it is.[footnoteRef:95] She too sees in the elite rhetoric of the twentieth century a strong element of fear. To the fear of Chile we can add the fear of the indigenous, already pointed out by for example Anderson, Davies and Manrique.[footnoteRef:96] Ever since the 1780 indigenous-mestizo rebellion led by Túpac Amaru II, a member of the indigenous elite (this elite, a link between the white elite and the indigenous people, was destroyed after the rebellion), the white elite has been afraid of the indigenous population. According to Manrique, this fear is one of the elements behind the reluctance of the elite to share power with the indigenous part of the population in Peru.[footnoteRef:97] Mendez has described how the elite even monopolized the Inca past so that the indigenous groups could not use it to create a common political identity.[footnoteRef:98] This idea is very much visible in indigenismo rhetoric, where the only way to repeat the grandeur of the Inca civilization is to leave behind everything that is indigenous and to teach the people to work like a white man.[footnoteRef:99] As Manrique has stated, indigenismo was an ideology that pretended to represent the indigenous and that criticized the most shocking manifestations of the oppressive structures but never the structures themselves. In addition, the indigenista intellectuals were often themselves part of the oppressive system.[footnoteRef:100] [93:  Manrique (2006) title page.]  [94:  Manrique (2006) 48.]  [95:  Cecilia Méndez, Incas sí, indios no: Apuntes para el estudio del nacionalismo criollo en el Perú (Lima 2000) 1–3. <http://www.cholonautas.edu.pe/modulo/upload/Mendez.pdf> 7.1.2012.]  [96:  Anderson 48, Davies 34, 38; Manrique (2006) 18.]  [97:  Manrique (2006) 18.]  [98:  Méndez 23–24.]  [99:  Manuel Vicente Villarán, ‘El factor económico en la educación nacional’ (1908) printed in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional, Tomo I (Lima 2009) 72, 75.]  [100:  Manrique (1999) 53.] 

Peter F. Klarén’s Nación y sociedad en la historia del Perú is a useful overview of the history of the Peruvian society. I use the book together with Manrique’s texts to describe the political and social conjunctures of early twentieth century Peru. As described earlier, the period was characterized by a political consensus and stability, and is called the Aristocratic Republic in Peruvian historiography.[footnoteRef:101] The Aristocratic Republic was followed by the presidency of Augusto B. Leguía with strong and official indigenismo ideology. [footnoteRef:102]  [101:  Klarén 255.]  [102:  Manrique (2006) 36.] 

Gonzalo Portocarrero has studied education in Peru. In his essay La historia del Peru en los textos escolares he describes how education became to be seen as the foremost tool of assimilating the indigenous in the early years of the Aristocratic Republic.[footnoteRef:103] This “educational impulse” resulted in great growth in the number of pupils in elementary schools.[footnoteRef:104]  During the nineteenth century, and under the influence of liberalist ideas, other alternatives for “civilizing” the indigenous population had been debated, among them the “whitening” of the population through natural mestization.[footnoteRef:105] I have chosen my periodization, roughly 1900–1930, because it corresponds with indigenismo and the “educational impulse”. As explained earlier, the elite debate on the indigenous people changed from the late 1920’s on, when the nationalist discourse on the races became intermingled with the concept of class. [footnoteRef:106] [103:  Portocarrero 41–42.]  [104:  Portocarrero 43–44.]  [105:  Manrique (2006) 27.]  [106:  Manrique (2006) 39–40.] 

As in Norway, Peruvian nationalism was constructed against the external Other (Chile) and the internal Other (the indigenous people), as described by Manrique[footnoteRef:107] and Portocarrero[footnoteRef:108], for example. And as stated by Manrique, the liberalist indigenista discourse considered (even officially) the indigenous persons as being minors, or children, that the white population had to lead and guide to the light of civilization.[footnoteRef:109] [107:  Manrique 2006 26–27.]  [108:  Portocarrero 41–42.]  [109:  Manrique (2006) 26–27, 36–37.] 

It was in the atmosphere of indigenismo, nationalism and paternalism that the educational officials wrote their debate entries. Security politics (both domestic and foreign), and ideology (nationalism and more or less hidden racism) are common factors when compared to the other case in my comparison, Norway.
Nationalism, which included elements of nineteenth century liberalism and social Darwinism, had great effect on the elite attitudes toward the indigenous population. The cultural difference setting the Sami apart from the majority of the population became significant only when national interests in the northern parts of Scandinavia became stronger.[footnoteRef:110] In a similar manner, rhetoric on the indigenous became more intense with the Peruvian independence and the nationalist agitation following the War of the Pacific, when the new South American born (but still white and “European”) elite had to fix its relationship to the original inhabitants of the country. [footnoteRef:111]  In the Peruvian case, the indigenous population formed the majority of the total population, and it needed to be minoritized. In both cases, the assimilation aimed at integrating and including. Somewhat paradoxically, this was considered to be possible only through excluding everything that was considered “indigenous”. [110:  Salvesen (1995) 123–125]  [111:  Manrique (2006) 20–21.] 


2.2.3 Historians on schools and schooling in early twentieth century Peru and Norway

As described by many scholars (cited earlier), early twentieth century experienced an educational impulse in both Peru and Norway. Education became to be regarded as an effective tool for promoting the interests of the nationalist elite. Since schools and schooling are such integral elements of my thesis, a short description of earlier writing on the situation in both countries is appropriate.
As described by Portocarrero, the idea of universal education existed in Peru since the early days of independence. However, it was only in the extremely nationalistic cultural atmosphere following the lost war against Chile that the idea got a practical form. Education became to be seen the key to national integration. Early twentieth century saw a substantial growth in the number of both schools and pupils, from 844 schools with 57.260 pupils in 1890 to 2.262 schools and 161.660 pupils in 1907. The first two years of elementary school were made free of charge and obligatory for everybody.[footnoteRef:112] [112:  Portocarrero 41–43. ] 

Hans Lindkjølen has described how the schooling of the Sami was for a long time connected to Christian missionary activities. The use of Sami in religious and educational practices was natural considering the Lutheran principle of preaching the bible to the people always in their own language.[footnoteRef:113] As described by Minde, in the first half of the nineteenth century this idea was strengthened and confirmed by the romantic ideals that speaking one’s mother tongue was a human right. For example, clergyman N.V. Stockfelth translated into Sami and published several books for religious and educational purposes. Stockfelth met with strong opposition especially among the elite in Finnmark, and from the 1850’s onwards, this opposing discourse would gain more and more strength, resulting in the policies of assimilation through education in early nineteenth century.[footnoteRef:114] A reform in 1889 created the obligatory 7-year elementary school (Folkeskola).[footnoteRef:115] [113:  Hans Lindkjølen, ‘Kirkens rolle i samisk opplæring’ in Samisk skolehistorie 1 (Kárášjohka 2005) <http://skuvla.info/skolehist/lind-n.htm> 9.2.2012.]  [114:  Minde 9–10.]  [115:  Lund 14.] 

In early twentieth century, as the discourse of assimilation through education intensified, new proposals for educating the Sami led to the founding of boarding schools in Finnmark. They were considered more effective for the goals of Norwegianization since the pupils were less exposed to the Sami culture than in normal elementary schools. According to Svein Lund, 50 boarding schools were built in Finnmark during the first four decades of the twentieth century.[footnoteRef:116] [116:  Lund 23.] 


2.3. Theory and methodology

2.3.1. Minority, minoritization/assimilation and nationalism

As I already described in the introduction, I will compare two indigenous minorities. The term indigenous, as I will use it in my thesis, means simply that the populations (In Norway: the Sami, in Peru: different groups descending from pre-Columbian populations) referred to as indigenous predate the presence of the Spanish and Scandinavian “newcomers” in the areas studied.  Minority, as described by Raymond Grew and Homi K. Bhabha, does not necessarily refer to a population smaller in number but rather to its differential access to power (in relation to the population at large).[footnoteRef:117] Investigating minority is a theoretical perspective that challenges the conventional way of perceiving societies.[footnoteRef:118] In studying how the minorities were minoritized in the context of strong nationalism, I am studying the emergence and consolidation of nation state and nationalism as well.  [117:  Grew 3–4.]  [118: Grew 2–3, Bhabha (1990) 6–7.] 

As pointed out by Grew, comparing minorities in different nation states is not fruitful since minority itself is a social construction and should not be taken as something fixed.[footnoteRef:119] What is of interest, then, is comparing the processes of minoritization (how minorities are constructed). Comparison can reveal some common factors of the process of minoritization even if these cannot be generalized to be valid in every specific instance. At the same time, the differences in the specific processes can shed light on possible special conditions of the historical contexts.[footnoteRef:120] My aim is to investigate through what kind of argumentation the indigenous minorities in Norway and Peru were excluded from power and full membership of the nation state. With this I mean, that being culturally indigenous and legally Norwegian or Peruvian was not compatible. [119:  Grew 12.]  [120:  Grew 12–13.] 

The historiographies in Peru and Norway speak mostly of assimilation of the minorities. At first sight, minoritization might seem like a contrary process to assimilation. But it can also be seen as a part of assimilation. A group, in my case the indigenous in Peru and Norway, needs first to be minoritized, to be seen as being different from the majority of the population, regardless of if they are bigger or smaller in numbers. Only then can the need for assimilation be presented.
Fear of the Other and security politics are important elements in nationalism as a cultural system. Nation, like minority, is a social (cultural) construction, as described in the useful guide to postcolonial studies by Ashcroft, Griffiths and Tiffin. It is a construction that is bound to fall apart to smaller groups (based on language and religion, for example) if it is not maintained. Nation, and its political extension, the nation state, is maintained through the discourse of nationalism. Nations are constructed and maintained through power. Where there is nationalism, there are elite interests, domination and exclusion. The nationalist discourse is a tool for the elite to (try to) consolidate the power structures that are in its interests.[footnoteRef:121] [121:  Ashcroft, Griffiths and Tiffin 151–152.] 

Nationalism – and the nationalist discourse – is a close relative of colonialism – and the colonialist discourse. Colonialism, together with the opening of imperial markets, was the process that motivated strong nation states in Europe in the first place.[footnoteRef:122] And it was this very same process of colonialism that globalized the European nation state model to be the standard political unit.[footnoteRef:123] This colonial legacy is very much present in the case of Peru, were the European nation state was the self-evident model. Norway's strong nationalism can likewise be seen as a project to legitimize the newly independent country as a nation among other nations. The fact that indigenous "non-European" people happened to inhabit parts of these countries was a problem. 	 [122:  Timothy Brennan, ‘The National Longing for Form’ in Homi K. Bhabha (ed.), Nation and Narration (London and New York 1990) 59.]  [123:  Ashcroft, Griffiths and Tiffin 154–155.] 

Homi K. Bhabha has studied the dominant discourse in relation to its subaltern objects. As Bhabha points out, the dominant nationalist discourse assumes a cultural supremacy over the minorities, and is in this way closely related to the colonial discourse that assumes a similar supremacy.[footnoteRef:124] It is an ambivalent discourse, its ambivalence stemming from the realization that the idea of a fixed, homogeneous origin of a nation state (that seems certain according to the dominant discourse) does not correspond with the much more heterogeneous and fluid social reality.[footnoteRef:125] The heterogeneity, and the minorities living inside the borders of a nation state, thus become a threat to the dominant discourse that idealizes national unity. From the point of view of the dominant nationalist discourse, the minority, the Other of the nation state, is something to be afraid of.[footnoteRef:126] How the majority talked about minorities can thus reveal us a great deal about nationalism as a cultural system and nations as narrative creations.  [124:  Bhabha (1990) 4.]  [125:  Bhabha (1990) 1.]  [126:  Bhabha (1990) 2.] 

Bhabha has also pointed out another ambivalence in the dominant discourse. It seems that the dominant discourse (in my case the nationalist discourse on assimilation and civilization of the indigenous) needs to fix the cultural difference in order to legitimate itself (in my case the nationalist project). This fixation states the cultural difference as something stationary, something that cannot be changed (e.g. “indigenous population X is a wretched people who lack the capacity to learn”).  My hypothesis is that Norwegian and Peruvian nationalisms were constructed against (among other things, such as neighboring nation states) the indigenous elements that were considered “non-Norwegian” and “non-Peruvian”. These elements can be seen as being a form of the ”non-spatial Other” described by Stefan Berger and Chris Lorenz.[footnoteRef:127] Similarly to the neighboring nation states and empires (the spatial Others), the non-spatial Other is an alternative to the nation, and thus a threat to the national master narrative. Spatial Others can be labeled through a different religion, class position, ethnicity/race or gender in relation to the master narrative.[footnoteRef:128] As pointed out by Stewart Hall, identity, in this case national identity, is always constructed through lack and exclusion.[footnoteRef:129] At the same time, this fixed difference, or dichotomy, the lack, is the raison d’être of the dominant discourse.[footnoteRef:130] Without any non-Norwegians to be norwegianized or non-Peruvians to be included in the Peruvian nation, there is no need for nationalism. The discourse is thus constantly repeating and fixing the difference (the stereotype) while at the same time stating the necessity of getting rid of it. The Sami are by nature non-Norwegians and non-modern but they need to be made Norwegians and modern. In this ambivalent process of minoritization lies the chance for scholars to intervene, to gain knowledge of the process and the context.[footnoteRef:131]  [127:  Stefan Berger and Chris Lorenz, ‘Introduction’ in Stefan Berger and Chris Lorenz (eds.), The Contested Nation – Ethnicity, Class, Religion and Gender in National Histories (Basingstoke 2008) 1–23.]  [128:  Berger and Lorenz 2.]  [129:  Hall 18.]  [130:  Bhabha (1990) 4; Bhabha (2002) 108.]  [131:  Grew 12–13.] 



2.4. Conclusion of the historiographical debate

Through my research, I try to fill a double historiographical gap.  Firstly, I am comparing two seemingly very different countries. I think that I will find both significant similarities and significant differences. On the other hand, studying minorities in two peripheral nation states, I am writing from a periphery perspective in a double sense. I want to link the cases to each other and to a wider context of early twentieth century ideologies.
The state of art in both Peru and Norway positions the indigenous as someone who were talked about and acted upon. This was due to security-political factors that together with strong nationalism (or as a part of it) led to an impulse to promote education as a tool of assimilation of the indigenous. In Norway, the assimilation/education discourse was built against the more tolerant discourse of the early nineteenth century (e.g. Stockfleth) whereas the Peruvian one (indigenismo) was constructed against the more openly racist and positivist views of the nineteenth century. In Norway, the Sami showed more organizational resistance while in Peru the debate was always predominantly indigenista – that is, about and not with the indigenous. However, neither in Norway did the officials listen to the claims of the Sami. They were considered a foreign nation that should either be Norwegian and disappear as a culture, or vanish as a population (due to its biological inferiority).
As for theory and methodology, I will use some key concepts and theories from the postmodern and postcolonial studies. The state of art in Peru and Norway are centered around the terms assimilation and exclusion, as are Bhabha and Hall, for instance. Other scholars, like Raymond Grew are interested in the concept of minoritization. These two, assimilation and minoritization, could be considered separate or even contrary processes. When positioning myself to these scholarly currents, I am at the same time formulating a hypothesis. The populations needed to be minoritized before they could be assimilated. This meant labeling them as different from the majority and then stating the necessity of eliminating that difference.
Finally, from the historiographies in both countries as well as from the methodological and theoretical literature, I have derived the title of my thesis. By “inclusion through exclusion” I refer to the assimilation as a process where the indigenous were offered a ticket to ride along on the path to civilization. A condition for this inclusion was leaving behind everything that the elite considered “indigenous”, “non-modern” or “non-Peruvian/Norwegian”. With this hypothesis in mind I will approach my source material.

3. Research chapter (analysis of the sources)

In the following chapters I will present my analysis of the source material. The analysis chapters are six in total. The first five chapters are arranged thematically. Each theme corresponds to one or more of the research questions presented in the introduction. The sixth chapter is a concluding chapter where I aim to give background to my findings and link the similarities between the cases. 
The main research questions are as follows: How (through what kind of argumentation) did the educational officials and intellectuals in Peru and Norway construct a national discourse that did not include indigenous elements? What kind of similar, but also different, elements can I discover in the discourses in both countries and what are the underlying reasons for these similarities and differences? The sub-questions are five in total and examine related themes. The first sub-question examines the construction of the two-step process of assimilation, (1.) minoritization (statement of cultural difference) and (2.) inclusion through exclusion (statement of the need to include in the nation by eliminating the difference). The second sub-question studies the arguments that were used in favor of assimilation. The third sub-question enquires how the indigenous were presented in the discourse. The two last ones ask how the assimilation through education was talked about and how the elite perceived the indigenousness of the indigenous. 
The method I will use in the analysis is the so-called “reading against the grain”[footnoteRef:132] –method. This implies close reading of the sources while being aware of the specific contexts the sources were written in. Let me briefly repeat my operationalization of discourse here. In short, discourse, in this thesis, means what and who is talked about, how, and why as well as what is left out. Discourse limits and steers these actions and limits thus the autonomy of the authors.  [132:  See for instance Karin Willemse, Ruth Morgan and John Meletse, ‘Deaf, Gay, HIV Positive and Proud: Narrating Alternative Identity in Post Apartheid South Africa’, Canadian Journal of African Studies, Spring 2009 1.] 




3.1. Assimilation as a national duty and a matter of welfare for the indigenous people

A general overview of the source material from Norway reveals two general points that all the authors seem to agree upon, regardless of their position vis-à-vis the measures of Norwegianization. Firstly, Norwegianization was seen as a national duty on the one hand, and as a healthy development for the indigenous population on the other. The first Director of School of the Finnmark County, Bernt Thomassen, wrote to the Department of Church and Education in Kristiania in 1917 as follows:     

In Norwegianization – and its application as soon as possible – I see not only a national task but as much an issue of welfare for the majority of the Sami […] population in Northern Norway. With Norwegianization the way to development and progress is cleared even for this population.[footnoteRef:133] [133:  Director of School in Finnmark, Bernt Thomassen to the Department of Church and Education in Kristiania 24.1.1917, B – Kopiböger (Copy books of correspondence) 1902–1992, 0016 Kopibok (press XV), Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.] 


It is hardly a surprise that the Director of School wrote this, that the Norwegianization is “a national task” and “an issue of welfare”. Even from the point of view of the County governor of Finnmark, Norwegianization was the most important mission of the Director of School in Finnmark, as a letter from the governor to the Director of School in Finnmark goes to show. In this letter, Norwegianization is considered “the most important duty of the Director of School”[footnoteRef:134]  as well as a “great national issue”[footnoteRef:135].  The successor of Thomassen, Director of School Christen Brygfjeld, expresses the idea of the teleological relationship between Norwegianization and welfare, and the necessity of educating the Sami in even harder terms: [134:  County governor of Finnmark to Director of School, Christian Brygfjeld 4.7.1923, D - Saks- og korrespondansearkiv. Da 0144 Korrespondanse og saksdokumenter 1923–1924, Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.]  [135:  County governor of Finnmark to Director of School, Christian Brygfjeld 4.7.1923, D - Saks- og korrespondansearkiv. Da 0144 Korrespondanse og saksdokumenter 1923–1924, Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.] 


The Sami have had neither the capability nor the will to use their own language as written language. [---] The Sami have, thus, not expressed any greater passion for their language or their 'culture' [sic]. [---] They had not [have not had] the capability to rise on their own to a higher culture without the path that goes through the Norwegian language and culture.[footnoteRef:136] [136:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 29.6.1923 published in Svein Lund (ed.), Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/cb-fokstad1-tn.htm>. 20.4.2012.] 


These are the words of a Director of School that really seems to believe in his task as civilizer, despite the fact that he himself was of Sami background (see also p. 35).[footnoteRef:137] What gives more depth to my analysis of the elite discourse is the book Fornorskningen i Finnmarken[footnoteRef:138] (“Norwegianization in Finnmark”), published in the same year that Thomassen wrote his letter, in 1917. It is a book written by a number of Finnmark (Lutheran) priests and teachers, some of them also of Sami background. The book criticizes the Norwegianization policies, or at least some of the measures taken. However, also these men consider Norwegianization a national necessity and regard it as something positive for the Sami. Teacher Anders Larsen, also of Sami background, explicitly criticizes Director of School Thomassen for not allowing the use of Sami as help language in schools. This, according to him, has led to serious damage to the souls of the young Sami.[footnoteRef:139] Nevertheless, on the following pages, he writes: [137:  ‘Christen Brygfjeld: Ingen grunn til forändring’ Svein Lund (ed.), Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/brygfjeld-n.htm>. 20.4.2012.]  [138:  Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917).]  [139:  A. Larsen, ‘Fornorskningen i de nuvaerende skoler i Finnmarken’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 35.] 


But should not, then, the Sami children learn Norwegian? Yes, and yes again. The Sami both want and must learn the official language of the country. But they should not have to buy the gold too dear. Surely they will learn Norwegian as quickly and as well as currently even if Sami [language] would get more room in the schools. [---] Because if the school can bring greater and healthier culture to its pupils than now, their national feeling will grow in any case, with the certainty of a natural law. There are already some signs of this. One can see that the more enlightened Sami, that according to the general opinion are totally norwegianizised, most often are the most nationalistic ones.[footnoteRef:140] [140:  A. Larsen, ‘Fornorskningen i de nuvaerende skoler i Finnmarken’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917)  37.] 


The critique is thus not aimed at the Norwegianization as such, but at the use of only Norwegian in schools. Norwegianization itself is something positive, and being able to speak Norwegian is “gold”. The positivist and paternalist elements of this quote are also very interesting. As in the earlier quote by Thomassen, where Norwegianization would clear the way for civilization for the Sami, in this latter one by Larsen, adequate schooling is supposed to lead to nationalist feelings with the “certainty of a natural law”. There is hope, but the path has to be cleared for the Sami (through Norwegianization), since they are incapable of doing it themselves. These ideas are reproduced in the chapter by Jens Otterbech where he compares Norwegianization to other education policies regarding minorities in Europe. “The Scots have their Gaels exactly like we have our Sami”[footnoteRef:141], he begins in a typically paternalist manner. He later concludes that in Scotland, the use of English and Gaelic in schools has produced good results and therefore this model should be imported to Norway so that the results of Norwegianization would be better.[footnoteRef:142] Norwegianization is the self-evident goal also in this text. [141:  Jens Otterbech, ´Fra Skotland, Slesvig og Sverige´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 54.]  [142:  Jens Otterbech, ´Fra Skotland, Slesvig og Sverige´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 56.] 


In the same book, Johan Beronka, a priest, describes the Sami:

General characteristics among the Sami include cheerfulness and peacefulness, childishness that often turns into childlikeness, merriness and chattiness. However, they seem to lack in the bodily and spiritual qualities that, in the struggle for existence of the peoples, secures equality with others.[footnoteRef:143] [143:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 45.] 


Beronka was of Kven (a Finn living in Norway) origin himself (and thus from another northern minority in Norway). According to Svein Lund, among others, the Kvens were considered to be somewhere between the Norwegians and the Sami in the racial hierarchy of the period.[footnoteRef:144] Nevertheless, Beronka’s open racism in a book that is written to criticize the Norwegianization policies is significant. He might have criticized the policies but not the general idea of Norwegianizing the Sami. The excerpt from Beronka’s text is also a good example of the statement of a cultural difference as described by Homi K. Bhabha.[footnoteRef:145] The Sami are described as childlike and merry, but they lack the general characteristics of a civilized people and have to be led out of the darkness by the Norwegians. These notions are the steps of assimilation that I would like to call minoritization (statement or production of cultural difference) and inclusion through exclusion (statement of the need to include in the nation by eliminating the difference). The discovery and statement of the difference is the direct legitimization for the civilizing assimilation and it can be discovered in my source material from Peru as well. This question will be discussed in more detail later. [144:  Lund (2003) 16.]  [145:  Bhabha (2002) 108.] 


Alejandro Deustua, the Peruvian intellectual, writes in his essay from 1904:

[The Indian[footnoteRef:146]] lacks in all culture, not only does he not have it, but he does not have the fundamental capacity to possess it, the interest to know. [The Indian lives] Without an idea of the bond of nationality; without expressing any emotion that would make him understand that this homeland [in Spanish: patria] is his homeland, that this soil is his, that the society is constructed for his progress, that the authorities' mission is to protect him [---] he lives without any kind of interest, in the empire of exclusively material needs that he satisfies like the animals that are his only models [---] To correct his actions with models is the only way to civilize them [indians] and make them less unhappy. […] We are still very poor to carry out this civilizing mission that even the great nations hardly have been able to initiate.[footnoteRef:147] [146:  I use the term Indian in the quotes, since Deustua, Villarán and Encinas all use the word (indio=Indian) in their texts when referring to the indigenous population in Peru.]  [147:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.] 


Already the name of the essay this excerpt is cut from, El problema pedagógico nacional, reveals the national importance this question has for Deustua. The excerpt includes more or less the same elements that I referred to in the earlier quotes from the Norwegian material. Civilizing is both a national concern and a matter of bringing welfare to the indigenous people, since it makes them “less unhappy”.  The same discourse is visible in the essay of José Antonio Encinas where he writes that “...the education of the Indian is the fundamental problem of the nation[ality]”[footnoteRef:148]  A few pages later, he states the necessity to “redeem”[footnoteRef:149] the indigenous population. According to Encinas, this redemption is very much in the interests of this population itself.[footnoteRef:150] Also the third Peruvian author whose texts I am investigating, Manuel Vicente Villarán, acknowledges the importance of schooling in his essay El factor económico en la educación nacional : “"the higher academic studies as well as the humble teachings in schools represent, each in their own sphere, necessary organs for the life of the State."[footnoteRef:151] Villaráns perception of the society as an organic whole where everyone and everything has its place is typical of colonial and postcolonial racism, as argued by Nelson Manrique, among others.[footnoteRef:152] [148:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 81.]  [149:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91.]  [150:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91.]  [151:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 84.]  [152:  Manrique (2006) 25–26.] 

The two elements, the national interest of civilizing the indigenous population, and the argument that the civilizing is in the best interest of this population itself seem to be almost omnipresent in the source material. The reasons for these similarities will be treated more thoroughly later. For the part of Peru, the indigenista nature of the discourse (paternalist elite discourse pretending to represent the indigenous people) was to be expected, as it is a central theme in the secondary literature about early twentieth century Peruvian society.  
What is interesting in the Norwegian case is the fact that authors from Sami and Kven background also agree with, and in the case of Brygfjeld, actively, if not aggressively, promote both the national duty and the welfare arguments. An exception to this unity in the discourse can be found in an interview of Isak Saba, the only Sami member of Norwegian parliament at the time (from 1906 to 1912). In the interview in the educational journal Skolebladet, he states that if Norwegianization means teaching Norwegian to Sami children, he has no remarks to that.[footnoteRef:153] But if it means that “Sami children will give up their nationality and be absorbed to the Norwegian population, then I do not longer agree.”[footnoteRef:154] Further criticism of the Norwegianization is to be found in a chapter of the book Målstrid og klassekamp (Language conflict and class struggle) by socialist Hans Vogt.[footnoteRef:155] The text will be discussed later in the context of the debate about the indigenousness of the Sami. It can be stated here that he criticized Norwegianization policies from socialist premises, idealizing the “socialist cultural policy that the Soviet Union has pursued regarding its national minorities.”[footnoteRef:156] [153:  ‘Et interview med kirkesanger Isak Saba’, Skolebladet  46 1908 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/saba06-tn.htm> 24.4.2012. ]  [154:  ‘Et interview med kirkesanger Isak Saba’, Skolebladet  46 1908 published in Samisk skolehistorie 4 (Kárášjohka 2010)  <http://skuvla.info/skolehist/saba06-tn.htm> 24.4.2012.]  [155:  Hans Vogt, ‘Norsk målpolitikk andsynes lappar og kvænar’ in Hans Vogt Målstrid og klassekamp (Oslo 1932) <http://skuvla.info/skolehist/hansvogt-n.htm> 5.5.2012.]  [156:  Hans Vogt, ‘Norsk målpolitikk andsynes lappar og kvænar’ in Hans Vogt Målstrid og klassekamp (Oslo 1932) <http://skuvla.info/skolehist/hansvogt-n.htm> 5.5.2012.] 


As stated by Maike Meijer, discourse analysis reveals the cultural background of the discourse and thus also of the authors. The focalization in texts, what and who is talked about and how, as well as what is left out, is to a high degree steered by cultural conventions.[footnoteRef:157] I will get back to this point in the conclusion chapter. However, it is easy to see that the elite in Finnmark, regardless of their ethnic background, had good knowledge of the positivist, paternalist and social Darwinist (exemplified in Beronka’s words “struggle for existence of the peoples”[footnoteRef:158]) intellectual streams of the period. Maybe with the exception of Isak Saba, these arguments seemed also to be accepted and used even among the leading Sami. The majority of the Sami population was still very much talked about and not with, and they and their opinions remain in a similar shadow of representation[footnoteRef:159] as was the case with the indigenous population in the Peru of official indigenismo. Nelson Manrique has noted that the indigenista writers criticized some of the manifestations of the unequal treatment of the indigenous population (when compared to the white population), but never the unequal system itself.[footnoteRef:160] The same can be said about the debate in Finnmark. In the critical texts, the focus was most on the right to use of Sami as an auxiliary language. This was a natural claim from Lutheran priests, since the idea of preaching the gospel in the mother tongue of every nation is a fundamental Lutheran idea and is also spelled out in the introduction to the book Fornorskningen i Finnmarken.[footnoteRef:161] However, again maybe with the exception of Isak Saba, criticizing Norwegianization in itself was never the goal. The Sami in Finnmarken published their own newspaper, Sagai Muittalægje, from 1904 to 1911. However, the fact that the contributing editor of the paper was the very same Anders Larsen[footnoteRef:162] cited above seems to suggest that the discourse left little room for radical argumentation. [157:  Meijer 373–376.]  [158:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 45.]  [159:  See Gayatri Chakravorty Spivak, 'Can the Subaltern Speak?' in Lawrence Grossberg and Cary Nelson (eds.), Marxism and the interpretation of culture, (Chicago 1988) 271–313.]  [160:  Manrique, (1999) 53.]  [161: Johannes Hidle and Jens Otterbech, ´Forord´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 8.]  [162:  Eriksen and Niemi 117.] 

It should be mentioned here that in a wider context, the problem of representation – that is, silencing the voice of the objects of the discourse through pretending to represent them – could be claimed to be one of the main elements of the dominant discourse.[footnoteRef:163] [163:  See for example Spivak.] 





3.2. The indigenous population as the internal Other	

Nation states have a need to be distinguishable from other nation states. This idea lies in the very heart of nationalism and was already stated by such early forerunners of nationalism as Hegel and Renan. Nation state is thus constructed against neighboring nation states. In the case of Norway, these external Others[footnoteRef:164] included Sweden, Denmark, Russia and Finland. In the case of the former two, there was a need to create and promote a distinct Norwegian (and not Scandinavian) identity.[footnoteRef:165] In the case of Russia and Finland, the distinction was mostly due to security politics, as the two eastern countries were considered a national threat, in particular in the northern parts of Norway that border both Finland and Russia.[footnoteRef:166] In the Peruvian case, the external Other was Chile. After the lost war against Chile (The War of the Pacific 1879–1883), Peruvian nationalism was founded on “the love of the fatherland and the hatred of Chile”[footnoteRef:167], as the Peruvian nineteenth century intellectual Manuel González Prada put it. [164:  Aronsson et al.260–262.]  [165:  Sørensen 344.]  [166:  Eriksen and Niemi 141–142.]  [167:  Manuel González Prada, ‘Discurso en el politeama’ in Manuel González Prada, Pájinas libres (originally printed in 1894) <http://evergreen.loyola.edu/tward/www/gp/libros/paginas/pajinas6.html>. 27.4.2012.] 

Apart from these external Others, nationalism is also constructed against internal Others, the margins or minorities of the nation state.[footnoteRef:168] The Sami in Norway, and the indigenous population in Peru, can be described as the internal Others of the nationalist discourses in both countries. In this chapter I will examine the differences and similarities between the discourses on the internal Other in both countries. [168:  See for example Aronsson et al. 262; Berger&Lorenz 1–3. ] 

First of all, in the terminology, a clear difference emerges when investigating the internal Other of the nationalist discourse. In Norway, the Sami were considered forming their own nation[footnoteRef:169], but a small and racially inferior one that needed to be assimilated, as explained earlier (see p. 32–35). In Peru, the terminology of the discourse was quite different. Here, the indigenous people are defined as a part of the nation or even the “true”[footnoteRef:170] nation of Peru. This seems coherent with the fact that the indigenous peoples formed the huge majority in number when compared to the small white elite. This did not imply, however, that the white elite should be assimilated to the indigenous population, quite the contrary. Writes Encinas:  [169:  Johannes Hidle, ´Morsmaalets ret og de smaa nationer´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 11.]  [170:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91.] 


Nationalism means to unify the tendencies, to harmonize the aspirations, to carry out an effort with the help of homogeneous elements. [...] The Indian is the most distant element with the biggest differences. So, the problem lies in erase these differences and steer him [the Indian] closer to the common line.[footnoteRef:171] [171:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91–92.] 


Even if the indigenous people form the true nation, the task lies in getting rid of the indigenous culture in favor of the “common line”.  Deustua presents arguments of the same kind, when he describes the necessity to educate the indigenous people about their own homeland.[footnoteRef:172]  Also Villarán expresses very explicitly the need to leave behind the indigenousness when he presents “the two most powerful educational fundaments that the Indian is lacking: the daily example of the way of life of the man of the European culture, and the lucrative work, accommodated to his circumstances, that permits him to develop his faculties and at the same time, to leave the poverty behind.”[footnoteRef:173] [172:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.]  [173:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 74.] 

European (or Western) culture is the self-evident reference in these Peruvian texts, and everything that is deviant from the standards of that culture is labeled as different. This difference is what defines the internal Other. In Norway, similar labeling was the case, as we have already seen in the excerpts earlier (see p. 32–35). However, it is interesting how differently the elite talked about the indigenous population in Norway when compared to Peru. The Sami, a small northern minority, was definitely not regarded as the “real nation” of Norway, but a foreign, imperfect element inside the nation. Furthermore they were considered a threat due to their geographical proximity to Russia and Finland. This is exemplified by what Brygfjeld wrote to the Department of Church and Education in 1926. Brygfjeld insists in the letter that the giving of special grants to teachers who came to Finnmarken (these special grants being another indicator of the national importance of the area) should not be discontinued.[footnoteRef:174] The education in this county, and especially its eastern parts (close to Finland and Russia) is of great importance “due to the language and racial circumstances and the national importance [of this issue]”[footnoteRef:175]. Similar references to the national importance of education in Finnmarken can be found in Bernt Thomassen’s article in the journal Skolebladet from 1912. According to Thomassen, Eastern Finnmark is Norway’s “last outpost against the East”[footnoteRef:176]. [174:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 16.4.1926, B – Kopiböger (Copy books of correspondence) 1902–1992, 0022 Kopibok, Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.]  [175:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 16.4.1926, B – Kopiböger (Copy books of correspondence) 1902–1992, 0022 Kopibok, Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.
]  [176:  Bernt Thomassen, ‘Finnmarkens skoleinternater’, Skolebladet 1912 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/bernt12-tn.htm>. 28.4.2012.] 

As mentioned before, the Sami were considered the lowest race in Norway, whereas the Kvens (Finnish immigrants) were on an intermediary level. As pointed out by Eriksen and Niemi, in security politics the discourses on these two populations got very much intertwined.[footnoteRef:177] The Finnish immigrants were obviously the greatest threat, since they spoke the language of another nation state but the Sami were drawn under the same aggressive politics, since they were the internal Other inhabiting the “last outpost against the East” [footnoteRef:178]. A confusing factor is that the traditional name of the Sami in Norwegian (still in use in early twentieth century) was actually “finner” (“finner” means Finns in modern Norwegian) whereas the Finnish immigrants were called “kvaener” (“Kvens”). To get a more accurate picture of the Sami as the internal Other, the book Fornorskningen i Finnmarken once again comes in handy. [177:  Eriksen and Niemi 141–142.]  [178:  Bernt Thomassen, ‘Finnmarkens skoleinternater’, Skolebladet 1912 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/bernt12-tn.htm>. 28.4.2012.] 


In the last chapter of the book, priest Jens Otterbech concludes that 

To preserve the inner spiritual force of a people, must their mother tongue be worshipped and respected, and to arm them for the economic battle, they have to be taught Norwegian at school...[footnoteRef:179] [179:  Jens Otterbech, ‘Fremtidsmaal’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 75.] 


It seems that the idea of several cultures coexisting in the same space indeed existed in the ideas of the writers of the book. However, Norwegian was regarded as the language of economic development and progress. The same idea is presented in the chapter written by priest Johan Beronka, who states that “the Sami do understand themselves that in order to become a part of the economy they must learn Norwegian.”[footnoteRef:180]  [180:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 52.] 

What is interesting in these quotes is that while the authors label Sami culture as backward and regressive – sometimes implicitly and sometimes explicitly –, there is a parallel argumentation for the right to use Sami language. In the first chapter of Fornorskningen i Finnmarken, teacher Johannes Hidle writes that “the right we demand to ourselves [to speak one’s mother tongue] we must also grant others.”[footnoteRef:181] This is one of the main paradoxes of the relationship between nationalism and minorities. How to deny another people the same right you are demanding for yourself? In the case of Sami, as already exemplified in the first chapter, the right to be a nation was denied on racist grounds. In the words of Director of School Brygfjeld, an active defender of Norwegianization politics: “The Sami have [...] not expressed any greater passion for their language or their 'culture'”[footnoteRef:182] and priest Johan Beronka, an active critic of the Norwegianization policies: “they seem to lack in the bodily and spiritual qualities that, in the battle for survival of the peoples, secures equality with others.”[footnoteRef:183] In spite of the national romantic undertones, the dominant discourse was clear on this point: Norwegianization was progression, being Sami was regression. That this idea had been well internalized is exemplified by the Sami background of some of the authors. As stated earlier, even Director of School Christen Brygfjeld had Sami roots.[footnoteRef:184] Veli-Pekka Lehtola has noted that among the Sami in Finland in early twentieth century (when similar assimilation policies existed in Finland as in Norway), there were instances where the Sami themselves wanted education in Finnish instead of Sami. Finnish educational officials greatly exaggerated the popularity of such a positive attitude towards education in Finnish. Nevertheless, it seems to indicate that at least on some occasions, the official language of the nation state was regarded as the way to welfare even by the Sami themselves.[footnoteRef:185] [181:  Johannes Hidle, ‘Morsmaalets ret og de smaa nationer’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 21.]  [182:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 29.6.1923 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/cb-fokstad1-tn.htm>. 20.4.2012.]  [183:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 45.]  [184:  ‘Christen Brygfjeld: Ingen grunn til forändring’ Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/brygfjeld-n.htm>. 20.4.2012.]  [185:  Veli-Pekka Lehtola, Saamelaiset suomalaiset – kohtaamisia 1896–1953 (Helsinki 2012) 85–89.] 

Whereas the Sami in Norway were, at least by some authors, considered their own nation, the situation in Peru was very different. Declaring that the real nation resides in the indigenous population while simultaneously stating the necessity of getting rid of the indigenous culture is an interesting ambivalence. Here the ideas of Cecilia Méndez[footnoteRef:186] can be helpful in the analysis. Méndez has written that the late nineteenth and early twentieth century Peruvian elite monopolized the Inca past in order to prevent a popular indigenous social movement from coming into being. In a similar way, it could be argued that by being the first to claim the nationality of the indigenous population, the elite could exclude the possibility of a (nationalist) political indigenous movement. From now on, in the elite discourse the indigenous people were Peruvians, first and foremost, and not indigenous. “Peruvian”, of course, was a very flexible term to be defined by the elite. [186:   Méndez 23–24.] 

In both Peru and Norway of early twentieth century, the indigenous population can be seen as having been the internal Other against which the nationalism was built. The indigenous people were considered to be the backward, non-civilized and non-modern backdrop of the progressive, civilized and modern nation states. National identity was constructed against what the indigenous population was supposed to be lacking. Stewart Hall’s idea of identity being constructed in exclusion and lacking is very useful here.[footnoteRef:187] The nation can be put on the path of progress if the indigenous people are taught in white culture. Therefore, a prosperous Peru or Norway is a country without the indigenous culture. [187:  Hall 19.] 

Getting rid of the cultural difference that defined “being indigenous” through education became the main theme of this nationalist discourse and the mission of the elite. The right for the indigenous populations to form their own nation and thus nation state was denied by the elite in both countries. In Norway, the distinctiveness of the Sami nation was acknowledged but their rights were denied through racist and social Darwinist arguments. In Peru, the elite monopolized the nationhood of the indigenous people, calling them the true nation of Peru. However, the fate of this true nation was in the hands of the white elite.

3.3. The two-step process of assimilation: Minoritization and inclusion through exclusion

How is the discourse, which simultaneously states the unchangeable cultural difference (minoritization) and the need to assimilate, constructed? Why doesn’t it fall apart when facing its own controversies? One explanation is to be found in the texts of Alejandro Deustua and Johan Beronka. The texts show almost surprising similarity when describing the different indigenous groups in their respective countries. In these texts, the indigenous people are not a homogeneous group. Instead, there are different “levels” of indigenousness, as the following examples show. The striking similarities between these excerpts will be discussed later in the context of Meike Maijer’s ideas about cultural systems steering the discourses.[footnoteRef:188] [188:  Meijer 373–376.] 


Beronka writes:

The Sami in Norway can, in general terms, be split up into three groups: the fell [mountain] Sami, the river Sami and the sea Sami; one can mention another group division: the (relatively) unmixed [with Norwegians and Finns] Sami and the very much mixed Sami. The first group includes the fell Sami and most of the sea Sami, the other includes the river Sami and some of the sea Sami.[footnoteRef:189] [189:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 46–47.] 


Deustua on the population in Peru:

With respect to their culture, the population of Peru can be divided into four groups: the inhabitants of the [Andean] plateau and little villages, populations in the mountains who are in constant communication with the departmental capitals, the population of these [departmental] capitals, and the population of Lima.[footnoteRef:190] [190:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 13–14. ] 


Considering the demographical and geopolitical context in Peru during the period, it can be added that the first group refers to indigenous groups with no or little contact with the white population, whereas the second group refers to indigenous (and mixed) population with frequent contact with the white population.[footnoteRef:191] [191:  See for example Davies 1–3.] 

Both authors then move on to discuss the first groups, the fell Sami and the inhabitants of the Andean plateau. Whereas Deustua uses a much more negative stereotyping (“[the indigenous group of the plateau] are not yet human beings [and] [...] have not succeeded in establishing a fundamental difference to the animals”[footnoteRef:192], Beronka uses more positive terms: “the free, robust life on the mountains seems to be most suitable for the Sami”[footnoteRef:193]. Nevertheless, they both seem to agree that the groups do not have culture. Deustua’s statement “[The indigenous] lacks in all culture, not only does he not have it, but he does not have the fundamental capacity to possess it, the interest to know” has a counterpart in Beronka’s again slightly more positive conclusion on the life of the fell Sami: “The fell Sami, the core of the Sami people, do not have any remarkable culture. The mobile life on the fell does not create a foundation for any real cultural education either.”[footnoteRef:194]  [192:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.]  [193:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917)  47.]  [194:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 49.] 

This condition of having no culture is not considered being the fault of the indigenous people. Both Deustua and Beronka accuse the dominant culture for the current state of affairs among the indigenous population.[footnoteRef:195] This is a typical element of the dominant discourse. The elite wanted to protect and represent the indigenous people.[footnoteRef:196] This was already discussed in the first chapter and it shows that the authors positioned themselves on the side of the indigenous population. They suggested that the supposed wretched state of the indigenous population was at least partly due to the mistreatment of the minorities by earlier generations of the dominant culture. In the discourses on the different levels of indigenous groups by Deustua and Beronka, one fundamental question remains: What did the authors suggest as solutions for the problem with the cultureless indigenous peoples? [195:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937)  16; Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917)48.]  [196:  See for example Davies 36–37; Manrique (2006) 36.] 

For both Deustua and Beronka, the lowest level of  the indigenous population (the inhabitants of the Andean plateau and the fell Sami), are out of the reach of education since these groups do not have enough culture to be educated. Culture has to be brought to them before education is possible. Communication and contact with the dominant culture (and in the case of Beronka, also with the Finnish population, i.e. the “intermediary” level of civilizations) is considered to be the best way to carry out this first stage of civilizing.[footnoteRef:197]  This same idea is visible in the letter of Director of School Christen Brygfjeld to the Department of Church and Education, where he states that “Only where they [the Sami] are mixed with Norwegians or Finns and where the sign of race is more or less erased and is [now] similar to the Norwegian or Finnish, can they maybe have backbone enough to survive...”[footnoteRef:198] Another example, this time from Peru, is written by Manuel Vicente Villarán in 1908 and states that it is extremely important “to bring the Indian in contact with the white”[footnoteRef:199]. [197:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14; Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917)52.]  [198:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 29.6.1923 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/cb-fokstad1-tn.htm>. 20.4.2012. ]  [199:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' (originally published in 1908) in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 75.
] 

The authors seem to think that only after this first step of civilization further education can be fruitful. This statement of a fundamental cultural difference vis-à-vis the dominant culture is, in my opinion, minoritization, the first step of assimilation. 
The arguments for the second step, the inclusion through exclusion, are often visible in the same sources as the minoritization, like in the excerpt of Deustua, already cited earlier:

[The Indian] lacks in all culture, not only does he not have it, but he does not have the fundamental capacity to possess it, the interest to know. [The Indian lives] Without an idea of the bond of nationality; without expressing any emotion that would make him understand that this homeland [in Spanish: patria] is his homeland, that this soil is his, that the society is constructed for his progress, that the authorities' mission is to protect him [---] he lives without any kind of interest, in the empire of exclusively material needs that he satisfies like the animals that are his only models [---] To correct his actions with models is the only way to civilize them [indians] and make them less unhappy. […] We are still very poor to carry out this civilizing mission that even the great nations hardly have been able to initiate.[footnoteRef:200] [200:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.] 


The paradox here is that the need to minoritize and include are mentioned in the very same paragraph. The Indian does not have the capacity to learn, to be civilized. Still, the “civilizing mission” is a national concern. Here again, Bhabha’s theory is useful. The incapacity of the indigenous people to be civilized (i.e. to be like the white elite) has to be repeated again and again, since it is the Other that the dominant discourse needs in order to legitimize itself.[footnoteRef:201] Without any “uncivilized” to be civilized, the dominant “civilized” discourse would not have any reason to exist. At the same time, the “uncivilized” Other is something that does not fit into the homogenizing nationalist discourse of progress and modernism, thus its elimination has to be repeated as well.  [201:  Bhabha (2002) 108.] 

Minoritization and inclusion through exclusion are thus two steps of the same process, that of assimilation. Before the need to assimilate can be presented, the cultural difference to be assimilated has to be stated and defined. Only after this statement of difference can the point be made that this cultural difference cannot coexist with progress and nationality (i.e. being fully Norwegian or Peruvian).
Education and teaching, one way or the other, became to be seen the most effective ways of including through excluding. Now I will look into the debate around the nature of education and the types of schooling the authors thought were suitable for carrying out the national task of assimilating the indigenous population.



3.4. The nature of education

As I explained in the historiographical debate of this thesis (see p. 25–26), late nineteenth and early twentieth century saw an educational impulse and boom in the diffusion of primary education in both Peru and Norway. In Peru, the number of schools and pupils rose from 844 schools with 57.260 pupils in 1890 to 2.262 schools and 161.660 pupils in 1907.[footnoteRef:202] The population of the country in 1900 was around 3 million, and around 6 million in the end of my period of investigation, the early 1930’s.[footnoteRef:203] In addition, the first two years of elementary school were made free of charge and obligatory for everybody.[footnoteRef:204] In Norway, a reform in 1889 created the obligatory 7-year elementary school (Folkeskola).[footnoteRef:205] In Finnmark, where the assimilation of the minorities was seen as a great national task, a number of boarding schools were founded during the early decades of the twentieth century.[footnoteRef:206] This, however, did not mean that the debate on the education of the indigenous people was centered on primary schools. As already stated earlier (see p. 36), practical education was considered a very important tool in the task of civilizing the indigenous population. And whereas the debate in Norway was mainly about the use of Sami in schools (as an auxiliary language), Spanish was the self-evident (at least so it seems) language of education in Peru. Here, the debate was more about the nature of education: to whom, in what way and for which purpose. These debates can also be seen in Norway. [202:  Portocarrero 43.]  [203:  PERU – historical demographical data of the whole country, <http://www.populstat.info/Americas/peruc.htm>. 1.5.2012.]  [204:  Portocarrero 41–43. ]  [205:  Lund 14.]  [206:  Eriksen and Niemi 114.] 

Henry Minde has noted that during early nineteenth century, romantic ideals of the right to speak one’s mother tongue led to a fairly liberal education policy concerning the Sami. An example of the persons behind these policies is clergyman N.V. Stockfelth, who translated and published several books in Sami for religious and educational purposes. However, Stockfelth met with strong opposition especially among the elite in Finnmark, and from the 1850’s onwards, this opposing discourse gained more strength. It resulted in the policies of assimilation through education in early nineteenth century.[footnoteRef:207] The Lutheran principles of the right to receive the word of God in one’s mother tongue are still very much visible in the chapters of Fornorskningen i Finnmarken. Jens Otterbech’s idea that “to preserve the inner spiritual force of a people, their mother tongue must be worshipped and respected”[footnoteRef:208] is already presented in the introduction to the book. The book is published on the 400th anniversary of the Lutheran reformation (Martin Luther posted his famous theses on the door of the Wittenberg castle church in 1517)[footnoteRef:209] “because one of the main principles of the reformation was this: The gospel shall be announced in the mother tongue of each people [sic]”.[footnoteRef:210] This theme, the necessity to preach the gospel to the Sami in Sami, is elaborated by Johannes Hidle in the first chapter of the book called Morsmaalets ret og de smaa nationer (The small nations and the right to the mother tongue).[footnoteRef:211] This is the main critique that the book wants to present to the Norwegianization policies – the Sami must be given the chance to use their own language (besides Norwegian) in the schools and to get religious education in Sami.[footnoteRef:212] The way the leading authorities in Finnmarken reacted to this idea is clear. Director of School Christen Brygfjeld stated in 1923 that “The Sami have had neither capability nor will to use their own language as written language. [---] The Sami have, thus, not expressed any greater passion for their language or their 'culture' [sic].”[footnoteRef:213]  [207:  Minde 9–10.]  [208:  Jens Otterbech, ‘Fremtidsmaal’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 75.]  [209:  See for example Timeline of the Life of Martin Luther, <http://www.religionfacts.com/christianity/people/luther/timeline.htm>. 1.5.2012.]  [210:  Johannes Hidle and Jens Otterbech, ‘Forord’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 8.]  [211:  Johannes Hidle, ‘Morsmaalets ret og de smaa nationer’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 8.]  [212:  Jens Otterbech, ‘Fremtidsmaal’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 78.]  [213:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 29.6.1923 published in Samisk skolehistorie 4 (Kárášjohka 2010)  <http://skuvla.info/skolehist/cb-fokstad1-tn.htm>. 20.4.2012.] 

In fact, the school instruction of 1898 did not prohibit the use of Sami in schools, but stated that it should only be used as an auxiliary language.[footnoteRef:214] Isak Saba, the Sami member of parliament, criticized Norwegianization policies for this very point, that the use of Sami as an auxiliary language was a disappearing phenomenon.[footnoteRef:215] Director of School Thomassen responded to this and claimed that this was not the case.[footnoteRef:216] However, investigating the correspondence between the officials, it is easy to see that the goal for both Thomassen and Brygfjeld was a full Norwegianization, without any place reserved for the Sami language. The letter from the County governor of Finnmark to Director of School Brygfjeld from 1923, just after Brygfjeld was appointed director, reads as follows: [214:  Minde 13–14.]  [215:  ‘Et interview med kirkesanger Isak Saba’, Skolebladet  46 1906 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/saba06-tn.htm> 24.4.2012.]  [216:  Bernt Thomassen, ‘Fornorskningen’, Skolebladet 12 1907 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/thomassen07-tn.htm> 1.5.2012.] 


I know that Director of School Brygfjeld has the same impression of the Norwegianization project as Director of School Thomassen had, why I am very delighted by your [Brygfjeld's] appointment [to Director of School]. [the task of the Director of School is to] overcome the language problems that have become more pronounced than under Thomassen's period.[footnoteRef:217] [217:  County governor of Finnmark to Director of School, Christian Brygfjeld 4.7.1923, D - Saks- og korrespondansearkiv. Da 0144 Korrespondanse og saksdokumenter 1923–1924, Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.] 


Publicly, even Director of School might have acknowledged the use of Sami in schools as a right of the Sami people, but as the correspondence shows, the goal always was total Norwegianization.
Another debate, and one that had an analogy in Peru, was the nature of education that was considered being suitable for the indigenous people. As I already shortly explained earlier in the context of the two-step process of assimilation, the indigenous population was sometimes deemed to be too backward to be educated in primary schools and they had to be first educated through example.[footnoteRef:218] [218:  See for example Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14; Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 52.] 

In Norway, the authors seemed to have agreed upon the importance of primary education but waves of debate went high on the question of intermediary education for the Sami. The reaction of the Director of School Brygfjeld to an initiative of founding a Sami language folk high school (an institute for non-academic education for the young and adult population) in Finnmark is clear: “The state should not contribute to the founding of a school that in my opinion will work against the Norwegianization of the Sami people.”[footnoteRef:219] In a letter a couple of weeks later Brygfjeld again rejects the idea of the folk high school because of the “most prominent national character among the Sami – the inertia.”[footnoteRef:220] He continues: “It is this inertia that makes teaching so arduous and tiring for the teachers in the [school] districts inhabited by the Sami.”[footnoteRef:221] [219:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 29.6.1923 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/cb-fokstad1-tn.htm>. 3.5.2012.]  [220:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 3.7.1923 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/cb-tyveri-tn.htm> 3.5.2012.]  [221:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 3.7.1923 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/cb-tyveri-tn.htm> 3.5.2012.] 

Johan Beronka, priest and one of the authors of Fornorskningen i Finnmarken, on the other hand, promoted higher education for the Sami and the Kven minority in his letter to the Department of School and Education. But instead of a Sami high school, the “most talented and interested”[footnoteRef:222] pupils should be sent to Norwegian intermediary schools so that these pupils “could learn Norwegian perfectly”[footnoteRef:223]. These pupils of Sami and Kven origin should also be allowed special grants because this money would be “well spent”[footnoteRef:224].  [222:  Johan Beronka to the Department of Chruch and Education 28.11.1929 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/beronka-n.htm#[1]>.]  [223:  Johan Beronka to the Department of Chruch and Education 28.11.1929 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/beronka-n.htm#[1]>.]  [224:  Johan Beronka to the Department of Chruch and Education 28.11.1929 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/beronka-n.htm#[1]>.] 

Finally, another interesting statement is the one written by Jens Otterbech: “to arm them [the Sami] for the economic battle, they have to be taught Norwegian at school...”[footnoteRef:225]. School, according to Otterbech, is thus something to arm the children with, “for the economic battle”. And as Beronka confirms, Norwegian is something the Sami need to learn “to be a part of the economy”.[footnoteRef:226] [225:  Jens Otterbech, ‘Fremtidsmaal’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 75.]  [226:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 52.] 

Whereas this issue, what kind of education was suitable for whom, was something of a sidetrack in Norway, it lay in the very heart of the debate in Peru. A debate between Alejandro Deustua and Manuel Vicente Villarán left behind many published essays about what kind of education is best for the nation. As we have seen earlier (see p. 46), Alejandro Deustua wrote that the most remote mountain tribes are out of the reach of the education system since they do not have the “the fundamental capacity to possess it [culture], the interest to know”[footnoteRef:227]. In another essay, sent to Villarán in 1910 and first published in 1914, Deustua writes that education should not be so much about writing, reading and counting.[footnoteRef:228] Instead, the children need to “know the conditions of their physical environment, [---] know and feel their homeland [in Spanish: Patria] to be able to love it and to contribute to its greater glory [---] in one word: that above the economic interests of his [the pupil] personal welfare are the duties for his Patria, [and this] implies always sacrifices.”[footnoteRef:229] According to Deustua, the education should be practical for the masses, whereas academic education should be reserved to a leading elite that knows what is best for the nation.[footnoteRef:230] The idea of a leading class that steers the nation, that is, white men deciding what is best for the indigenous masses, is typical of the indigenismo of early twentieth century Peru, as pointed out by Nelson Manrique, for example.[footnoteRef:231]  [227:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.]  [228:  Alejandro Deustua, ‘La ley de instrucción’ (originally published in 1914) in La cultura nacional (Lima 1937) 352.]  [229:  Alejandro Deustua, ‘La ley de instrucción’ (originally published in 1914) in La cultura nacional (Lima 1937) 352.]  [230:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 17.]  [231:  Manrique (2006) 36.] 

Manuel Vicente Villarán criticized Deustua’s idea of a leading elite. However, this doesn’t make him any less indigenista.  Both Villarán and Deustua shared the functionalist view of the society, where everyone had their rightful and determined place. Villarán writes as follows: “[T]he higher academic studies as well as the humble teachings in schools represent, each in their own sphere, necessary organs for the life of the State."[footnoteRef:232] In Deustua’s version: “[T]he primary or popular school [is] dedicated to the culture of the working class, the intermediary school or college [is] adapted to the needs of the middle class and the high school or university [is] designated to cultivate the spirit of the class responsible of steering the national activities.”[footnoteRef:233] Both authors also think that before any schooling is possible, the most backward population has to be civilized through example.  [232:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 84.]  [233:  Alejandro Deustua, ‘Caracteres de la educación nacional’ in La cultura nacional (Lima 1937) 236.] 

In his doctoral thesis, published in 1908, Villarán criticizes Deustua’s views on the need of elite education and calls for universal education instead. Nevertheless, this universal education should be rather practical than theoretical.[footnoteRef:234] He also contests Deustua’s notion that the indigenous people wouldn’t have the capacity to be cultivated.[footnoteRef:235]  Nevertheless, apart from the exact words used, there’s not a big difference in the views of the two authors. Villarán writes: [234:  Manuel Vicente Villarán, ‘La educación nacional y la influencia extranjera’ (doctoral thesis) in Revista Universitaria III vol. II 24 1908 111–112.]  [235:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 73.] 


In summary, the idea is not to refuse the aboriginal race the access to the universal instrument of education in schools, but to offer this population, at the same time, the practical education in work and employment; the school then appears not as the beginning of culture, but as its auxiliary, because we should not forget that elementary school is an instrument invented to accelerate and perfect the civilized peoples, not to introduce peoples to the uses of civilization. [footnoteRef:236] [236:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 75.] 


The school is very important in civilizing the indigenous people but practical education is needed before they are on the level needed for scholarly education. Here a clear contradiction is to be found when compared to earlier passages of the text, where Villarán criticizes the views of other intellectuals (explicitly Deustua) who consider the indigenous population as passive and lacking of aspirations.[footnoteRef:237] Villarán here, through his critique, positions himself on the side of this population. In the citation above, however, he makes a totally different focalization (positioning vis-à-vis the objects of the discourse), talking about the “aboriginal race” as a race that needs to be educated. In doing this, he reveals an alternative identity, that of an elite member talking from a top-down perspective. Villarán goes even further, almost directly stating that the indigenous people have no culture (“the school then appears not as the beginning of culture, but as its auxiliary”). The “beginning of culture” for the indigenous groups is practical education. This lesson can best be learned by: [237:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 73.] 


Bring[ing] the indian in contact with the white and above all, to create for him opportunities to get to know the productive work and commerce, would be to show him these things and uses and show the necessity of adopting these.  In this way we put into play the two most powerful educational fundaments that the Indian is lacking: the daily example of the way of life of the man of the European culture, and the lucrative work, accommodated to his circumstances, that permits him to develop his faculties and at the same time, to leave the poverty behind.

All of this is seems very familiar having read the texts of Deustua (and Beronka in Norway). This is interesting keeping in mind Meike Meijer’s idea of cultural systems steering the discourse and setting the limits for what is talked about and how.[footnoteRef:238] Deustua and Villarán were from the same elite background. Their debate took place in the frames of what that background allowed, and they knew that their audience was the elite and not the indigenous groups themselves. It is clear that the indigenismo ideology steered both Villarán and Deustua. It is not surprising, then, that their conclusions, at least on the “between the lines” level, are the same, even if their arguments and perspectives would differ from each other, forming different sub-discourses of the dominant discourse. However, they both reproduce the main points of the dominant indigenista discourse, like the need to leave behind everything that is “indigenous”. To this, some points from the essay of José Antonio Encinas can be added. He’s argumentation goes along familiar lines. He states the need for practical, and not just theoretical education. The Peruvian teacher needs to be a “true colonizer who is supposed to know the racial psychology well.”[footnoteRef:239] This is also evocative of the debate in Norway where Norwegianization (i.e. civilizing) was considered “the most important duty of the Director of School”[footnoteRef:240], and consequently the teachers as well. [238:  Meijer 373–376.]  [239:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 83.]  [240:  County governor of Finnmark to Director of School, Christian Brygfjeld 4.7.1923, D - Saks- og korrespondansearkiv. Da 0144 Korrespondanse og saksdokumenter 1923–1924, Skoledirektören i Finnmark (1897–2002), The Regional State Archives in Tromso, Norway.] 

In Norway, the debate was mostly about the use of Sami as an auxiliary language and to some extent about what kind of schooling was appropriate for the Sami. In Peru, the discussion was concentrated on the question of “what kind of education to whom”. Despite the difference in contexts and debate questions, similarities are again to be found between the two countries. This will be thoroughly discussed later, together with the idea of discourse reproducing the assumptions of the underlying cultural systems. It is clear, however, that denying the indigenous population the possibility to get higher education by referring to functionalist arguments of different castes having their natural positions in society secured and reconfirmed the leading position of the elite. Also the fact that practical education – teaching how to be a part of the progress – was considered important is something that will be discussed later.



3.5. Coping with the indigenousness of the indigenous populations

Nowadays, the Sami are considered an indigenous people, as are the many pre-Colombian populations in Peru. In this chapter I will investigate if this question of “who came first”, was a topic much discussed in the debate. In the Peruvian case, it is much clearer that the pre-Columbian populations inhabited the area before the Europeans. In the case of the Sami, the distinction was not as clear since the two populations had coexisted in Northern Scandinavia for a long time.
Manuel Vicente Villarán seems to idealize the civilization of the Inca’s. Being aware of his views on the indigenous people and the necessity to educate them in European culture, this could be considered surprising. On the other hand, for a reader not aware of the context, it could go unnoticed as a non-relevant part of the source. Villarán writes that “the achievements of intelligence and work that raised the civilization of the Incas can be repeated even greater today with the help of the modern arts and sciences.”[footnoteRef:241] Apart from being a perfect example of positivism and modernism (modern sciences bring development), the phrase reveals another aspect of the elite discourse of early twentieth century Peru. Namely, the indigenous groups were not considered to be “Incas”. As pointed out by Gonzalo Portocarrero, for instance, the Incas were considered to be the “Rome of America”. According to this view, however, the indigenous population did not have anything to do with that ancient civilization.[footnoteRef:242] This is an example of denial of agency and history of the oppressed.[footnoteRef:243] Villarán believes that the achievements of the Incas can be repeated. However, they cannot be redone through the know-how of the indigenous population, but through eliminating the indigenous knowledge and by replacing it by the modern (=European) arts and sciences. The Inca history is thus separated from the indigenous culture and capitalized by the elite.[footnoteRef:244] The only way to rebuild the greatness of the Inca era is to leave behind the indigenous customs and be assimilated to the modernist nation. [241:  Manuel Vicente Villarán, 'El factor económico en la educación nacional' in Rodolfo Loayza Saavedra, Pensadores peruanos del siglo XX frente a la problemática nacional (Lima 2009) 74.]  [242:  Manrique (2006) 26. ]  [243:  Ideas of Edward Said described by Sara Mills in Mills 114.]  [244:  Méndez 23–24.] 

In denying the history of the indigenous people, Villarán denies at the same time their indigenousness. If no link to history is left, claims for “being the first” would not have any effect.
Jose Antonio Encinas writes that “historically, [the Indian] is the owner of the Peruvian territory, he has worked it and defended it.”[footnoteRef:245] However,  Encinas nevertheless also expresses that the indigenous population needs to be assimilated to the “common line”[footnoteRef:246] (=white culture), not for “Christian charity”[footnoteRef:247] but for reasons of “economic order”[footnoteRef:248]. The positivist and modernist arguments are clear. Assimilation and civilizing are not done as acts of charity. Rather, they are inevitable measures from the point of view of economic progress.  [245:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91.]  [246:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 92.]  [247:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91.]  [248:  José Antonio Encinas Un ensayo de escuela nueva en el Peru, Tomo I (written in 1930 and originally published in 1932) (Lima 1959) 91.] 

In Norway, the indigenousness of the Sami, a topical issue in Norway in the 2010’s, was not widely discussed in early twentieth century. I found references to this in only one letter of the numerous I read through. In 1933, Director of School Brygfjeld wrote as follows:

Earlier, an assumption predominated that the Sami would be the original inhabitants of Northern Norway. [---] Now, it is assumed that they first came to this country in a later period, hardly any earlier than in the 7th or 8th century, and they then met Norwegians who had already settled along the coast and on the fjords. However, there is no historical evidence for this statement[footnoteRef:249] [249:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 5.1.1933 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/brygvogt-tn.htm> 5.5.2012.] 


Brygfjeld then explains that etymological evidence seems to back up the theory of Norwegian settlement outdating the arrival of the Sami.[footnoteRef:250] Brygfjeld’s letter is actually a comment on a book written by the Norwegian socialist Hans Vogt. In a chapter of his book, Vogt criticizes the Norwegianization policies from a socialist perspective and states that the Sami are the original inhabitants of Northern Norway.[footnoteRef:251] Brygfjeld systematically denies all the points of critique presented by Vogt (who mainly promoted the friendship of peoples in a socialist spirit). Brygfjeld also questions the indigenousness of the Sami.[footnoteRef:252]  [250:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 5.1.1933 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/brygvogt-tn.htm> 5.5.2012.]  [251:  Hans Vogt, ‘Norsk målpolitikk andsynes lappar og kvænar’ in Hans Vogt Målstrid og klassekamp (Oslo 1932) <http://skuvla.info/skolehist/hansvogt-n.htm> 5.5.2012.]  [252:  Director of School in Finnmark, Christen Brygfjeld to the Department of Church and Education in Kristiania 5.1.1933 published in Samisk skolehistorie 4 (Kárášjohka 2010) <http://skuvla.info/skolehist/brygvogt-tn.htm> 5.5.2012.] 

In a period when colonizing far-away lands was the norm for European powers, it may not be surprising that defining who were the original inhabitants of a region did not create much debate. According to the racist and social Darwinist theories of the time, indigenous populations were considered to be on a lower level than Europeans. These weaker populations were supposed to give way to the stronger races in any case. The question of which population had arrived first was thus of little importance. As we have seen earlier (see for example p. 32), in true spirit of the white man’s burden[footnoteRef:253], the elite perspective was that they were doing a favor to the indigenous groups by civilizing them. Siep Stuurman has examined Western ideas on non-Western peoples from the Enlightenment onwards. He has drawn some very interesting conclusions from the intellectual and ideological currents of the early modern and modern period. According to Stuurman, in the philosophical discourses of Enlightenment, the non-European races were considered philosophically extinct. Early modern European thinkers positioned the non-Europeans in a natural world, as opposed to the progressive or corrupt Western world (if the developments in Europe were regarded as progressive or corrupt depended on the philosophical stance of each writer). Even if the non-Western populations were still physically around, they were philosophically part of another, lost, time, and were thus excluded from the future of the world.[footnoteRef:254] The authors in Peru and Norway justified the assimilation in much similar terms. Even if the objects of the assimilation policies were indigenous, they still had little or no place in the future of the nation. They were creatures from the past of the humanity. [253:  For the concept white man’s burden coined by Rudyard Kipling, see for instance The White Man’s Burden <http://en.wikipedia.org/wiki/The_White_Man's_Burden>  5.5.2012.]  [254:  Stuurman 31.] 

As argued by James Wertsch and Eviatar Zerubavel, for instance, the elite of the nation state steers the collective memory of its citizens and tries to prevent that no other versions of the collective past than the one the elite diffuses are available.[footnoteRef:255] Denying the history of the indigenous populations – in my cases either by devaluing it through racist arguments (Norway) or through monopolizing it (Peru) – is an action that leads to a more homogeneous view of the history of the nation state. If this view is strong enough, it affects the way the minorities themselves view their own past, present and future. [255:  Wertsch 50; Zerubavel 3.] 




3.6. Discussion of the research

The aim of this part is to discuss and link to each other the findings of the research chapter. The main question is what the similarities and the differences between the cases are. As we will see, the differences are great, which is only logical remembering that I am comparing two very different cases. Norway and Peru were, and still are, worlds apart, not only geographically, but also demographically, culturally and politically.  Nevertheless, my findings seem to confirm the hypothesis that was the very reason for picking these two cases: elite discourses on the indigenous population in both countries seem to have been very similar. Why were the discourses so similar?
I discussed earlier (see p. 32–38) the general similarities between the cases that I noticed in the source material. It became quite clear at an early stage that the elites in both countries considered assimilating the indigenous groups (through education) a “national duty”.  This idea was introduced together with the argument that assimilating was as much an issue of welfare for the indigenous populations as it was for the nation as a whole. In both countries, the debate was between elite members of the society, and about and not with the indigenous people. Even the leading Sami seem to have accepted Norwegianization – at least to some extent – as a necessary action. It is interesting that the authors who defend the use of Sami as an auxiliary language in the schools still seem to think that Norwegian is the language of trade and economy, thus of modernity, whereas Sami could be used in religious contexts. 
The double argument for assimilation through education, namely national duty and issue of welfare, seems to represent a functionalistic, positivist view on the society. The idea of “imposed” welfare was common in imperialist ideology of the same period, as pointed out by Jane Burbank and Frederick Cooper, for instance. The early twentieth century colonizers saw their project as being beneficial for all parts involved.[footnoteRef:256]  [256:  Jane Burbank and Frederick Cooper, Empires in World History – Power and the Politics of Difference (Princeton 2010) 287.] 

A clue to a link between Norway and Peru is to be found in the essay ‘El problema pedagógico nacional’ of Alejandro Deustua. In this essay, Deustua discusses education in the context of collective and individual happiness. He writes: 

[...] if the goal of education is to discipline human energy, it [education] can only reach it as a medium to achieve a state where individual happiness coincides, to the highest degree, with public happiness. To pursue this state is to pursue national progress.[footnoteRef:257] [257:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 7.] 


This statement seems like a perfect explanation for the ideology behind the idea of assimilation leading to the welfare of the individuals and the totality alike. What makes this quote even more interesting is the fact that these ideas of happiness are actually the ideas of “the eminent philosopher Hóffding [sic]”[footnoteRef:258], that is, the Danish positivist philosopher Harald Høffding, whose writings Deustua uses to back up his own arguments, explicitly mentioning the name of the philosopher.[footnoteRef:259] Høffding (1843–1931) was a famous intellectual with a background in religious philosophy and education. He was inspired by Comte’s positivism and Darwin’s theories, as well as the social Darwinist ideas of Herbert Spencer, among others.[footnoteRef:260] [258:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 7.]  [259:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 7.]  [260:  Harald Høffding <http://www.darwinarkivet.dk/en/responses/danish-responses/biographies/harald-hoeffding/> 8.5.2012.] 

Here a link to Norway has to be discussed. Even if none of the Norwegian authors mention Høffding by name, it is for various reasons highly probable that the elite in Northern Norway were familiar with his ideas. First of all, there were many links between Norway and Denmark, especially in intellectual life. Despite the fact that Norway had ceased to be a part of Denmark in 1814 and was developing its identity against all things Danish, it is safe to assume that Høffding was a household name among the elite in Finnmark. Moreover, considering Høffding’s background in religious and educational philosophy and the fact that the Finnmark elite was very much involved with both education and religion, it becomes even more probable that the ideas of this Danish intellectual had an influence in the neighboring, linguistically similar Norway (Danish and Norwegian are mutually intelligible), as they seemed to have had an impact even on the other side of the world in Peru. From Høffding, a link runs not only to positivism and Comte but also to social Darwinism. In his book A Brief History of Modern Philosophy, he dedicates a whole section to positivism, in which he actually includes “The Philosophy of Evolution” of Darwin and Spencer.[footnoteRef:261] Investigating the exact vocabulary used by the authors in Norway, especially Beronka, this link gains even more certainty. Beronka, when writing about the Sami, writes about them losing in the “struggle for existence”[footnoteRef:262], a term used by Darwin himself[footnoteRef:263]. Using Darwin’s concepts when talking about the Sami is, of course, social Darwinism, and it is safe to assume that Høffding, who actively taught about the history of philosophy, had a leading role in the diffusion of social Darwinist ideas in Scandinavia. This link certainly explains some of the similarities between the discourses in Norway and Peru. Above all, it seems to confirm the idea that positivist, social Darwinist ideas were common among the elites in both countries.  [261:  Harald Høffding, A Brief History of Modern Philosophy ([English translation by Charles Finley Sanders] New York 1912) ix.]  [262:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 45.]  [263:  Charles Darwin, The Origin of species by means of natural selection (London and Toronto 1928) page 2 of ‘Introduction’ <http://books.google.nl/books?id=DHILPLfffz4C&printsec=frontcover&hl=fi&source=gbs_ge_summary_r&cad=0#v=onepage&q&f=false> 16.5.2012.] 

Another link between Scandinavia and Latin America is scientific racism. In the mid-nineteenth century, the Swedish Professor of Anatomy Anders Retzius presented the cephalic index, which measured the sculls of different races and was supposed to give an explanation to why some races were superior to others. The round-headed, or brachycephalic type was inferior to the long-headed dolichocephalic type. The Germanic European race was the superior race, according to Retzius index. According to the same index, the Sami were brachycephalic and thus one of the inferior races.[footnoteRef:264] [264:  Pouya Ghelichkhan, ‘Far och son Retzius – företrädare för en missbrukad vetenskap’ Läkartidningen 21 2008 volym 105 1597–1598 <http://www.lakartidningen.se/store/articlepdf/9/9567/LKT0821s1597_1598.pdf> 16.5.2012.] 

Considering the confidence the authors in Finnmarken had in the idea of the inferiority of the Sami race, they were most probably aware of Retzius index or its repercussions. The index was one of the cornerstones of scientific racism. As pointed out by John Carson, Retzius ideas traveled to France, where intellectuals like Gustave Le Bon made their own additions and adjustments to them, due to the fact that the cephalic index seemed to suggest that the Mediterranean race was inferior to the Germanic one.[footnoteRef:265] The ideas traveled further to Latin America and to Peru, where French and European intellectual streams of the period had great influence (both José Antonio Encinas and Alejandro Deustua made study trips to France and other countries in Europe, for instance)[footnoteRef:266]. Even if the cephalic index was already obsolete in early twentieth century, the repercussions were still to be seen. Now positivism was taking over and as we have seen in the analysis of the source material, the contact with the white population through practical or theoretical education was thought to be the remedy for saving the indigenous groups from their ignorance. However, the earlier racist view was still very much present, as the similarities between Beronka’s and Deustua’s descriptions of the different indigenous groups go to show. The descriptions, cited earlier in the discussion about the two-step process of assimilation (see p. 44–48), show the authors dividing the indigenous populations into different groups according to the amount of contact they had with the white population. Both authors also state that the mountain-dwellers, the most remote populations, are some kind of lost cases, so far from civilization that it is hardly possible to educate them. This classification is typical of the modernist European worldview. David B. Abernethy has called this stance the “explore-control-utilise syndrome”[footnoteRef:267]. It was one of the driving forces behind colonialism but is as much present in the relationship between nation states and minorities. The explore-control-utilise syndrome, according to Abernethy, was a worldview that developed together with the Renaissance. This worldview wanted to know what it did not know, classify what it discovered and experienced, and transform and put to practical use whatever was found. [footnoteRef:268] Classifying the indigenous populations into different groups and then stating the need to civilize them is thus an action very loyal to this idea of explore, control and utilize. My own idea of the two-step process of assimilation is in certain ways related to the explore-control-utilise syndrome, as both state the need to first discover and then control the cultural difference between the indigenous groups and the Europeans. [265:  John Carter, The Measure of Merit: Talents, Intelligence, and Inequality in the French and American Republics, 1750-1940 (Princeton 2007) 102–103.]  [266:  Marrou Roldán 12; Arista 55.]  [267:  Abernethy 34–35.]  [268:  Abernethy 34–35.] 

However, going back to the classification, this kind of thinking goes back to the eighteenth century and the Swedish naturalist Carl Linneaus, who in his book Systema Naturae tried to scientifically differentiate not only plants and animals, but also human beings.[footnoteRef:269] As noted by Siep Stuurman, a strong tendency to classify human races was even visible in European Enlightenment philosophy. Rousseau and the Scottish early modern philosophers alike differentiated between several evolutionary phases, fundamentally between civilized men and others.[footnoteRef:270] One of the culminations of this obsession to classify humans was the book Types of Mankind, published in 1854 that promoted the view that different types of human beings were of very ancient origin.[footnoteRef:271] This early anthropological view was omnipresent in the colonial world of the early twentieth century, and we can see it also in Peru and Norway. There is thus nothing new or surprising in the similar manner in which Johan Beronka and Alejandro Deustua classified the indigenous populations and stated the need to bring these in contact with the white population. However, this similarity confirms once again my hypothesis that the intellectual atmospheres in early twentieth century Peru and Norway were not that far from each other than one might think. It seems almost certain that the authors in both Peru and Norway used arguments that were part of the same intellectual pool, so to speak. Positivism, intertwined with social Darwinism and anthropological ideas as well as repercussions from earlier, more openly racist theories influenced the thoughts, and thus writings of these men. Before going on to discuss these writings in the context of them being products of the underlying cultural systems[footnoteRef:272], I will further discuss and conclude my findings. [269:  Lee D. Baker, ‘History of Anthropology’ in John H. Moore (ed.), Encyclopedia of Race and Racism volume 1 (New York 2008) 93.]  [270:  Stuurman 12.]  [271:  Baker 94.]  [272:  Meijer 373–376.] 

The second part of the analysis, about the indigenous people as the internal Other (see p. 39–44) discusses the indigenous as the backdrop against with nationalism was constructed. Two main conclusions and points of discussion can be drawn from this chapter. First of all, a strong modernist confidence in progress is to be found everywhere in the documents of my source material. The authors, even if criticizing some of the measures of assimilation, nevertheless agreed upon the point that assimilation was necessary for economic development. This view of progress stems from the same intellectual currents, e.g. positivism and social Darwinism, as discussed earlier. Both Norway and Peru were new and peripheral nation states. Economic progress was seen as the way to claim a place in the industrializing world.[footnoteRef:273] And of course, this was seen as being beneficial to the totality of the population. [273:  Salvesen (1995) 126, 134; Eriksen and Niemi 37; Klarén 270–271, 307.] 

Another point that can be made about the second part of the analysis is the issue of the nationality of the indigenous population. Regarding this question, the perspectives in Peru and Norway were very different. In Norway, the Sami were considered being their own nation, as exemplified by the texts of several of the authors I analyzed. The Sami were aware of this themselves, and a short-lived and systematically oppressed Sami opposition developed around the Sami journal Sagai Muittalægje published by Anders Larsen as well as the position as member of parliament of Isak Saba from 1906–1912. However, as argued by Helge Salvesen, by the 1930’s, the opposition had succeeded in none of its goals.[footnoteRef:274] This was due to the fact that the elite in Finnmark systematically and forcefully denied the right to a Sami nationality through racist and social Darwinist arguments. This elite also included persons with Sami background.  [274:  Salvesen (1995) 131.] 

In Peru, the denial of an indigenous nationhood was carried out in quite different terms. In this country, the elite actually declared that the indigenous population of the country was the true nation, and should thus be included to the future of Peru. They were Peruvians, the only problem being that they did not realize that themselves, as stated by Alejandro Deustua.[footnoteRef:275] In a way, the elite monopolized the nationality of the indigenous people, and thus eliminated the possibility of a subaltern indigenous national or collective sentiment from developing. In a way, Peru was not really a nation state, but more a state nation[footnoteRef:276], with a small elite that created the nation, and then took good care that the majority of the newly invented Peruvian nation was excluded from power in the new state.  [275:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.]  [276:  For discussion on nation states and state nations, see Björn Hettne, Sverker Sörlin & Uffe Østergård, Den globala nationalismen (Stockholm 1998) 168–170. ] 

In summary, the possibility for the indigenous people to form their own nation or nationality was denied in both countries, but through quite different argumentation. In Norway, the Sami formed a small part of the total population. In Peru, the minoritized indigenous groups were in numbers an overwhelming majority. This meant that in Norway, no Sami elements had to be included in the aspiring Norwegian nationalism. In Peru, however, the elite took parts of the cultural heritage of the indigenous population, namely the Inca past, and monopolized it so that the indigenous groups themselves could not use it to create a collective political identity.
The third part of the analysis (see p. 44–48.) describes minoritization and assimilation as one process with two parts. I call it the two-step process of assimilation. Before a minority can be assimilated, it has to be minoritized, that is, it has to be declared fundamentally different from the majority. For instance, the indigenous groups are labeled as backward and living without any culture.
After this, an argument is made for inclusion through exclusion. This means including in the national progress through excluding that, which is different. In my cases of comparison, education was the key method. Educating meant offering the indigenous people the citizenship of “their” homeland with the condition that they leave behind their culture. In this phase, the majority states the necessity of eliminating the difference. The minority has to be included to the nation state (a concept defined by the majority) through leaving behind everything that differentiates it from the majority. For instance, the indigenous population has to be civilized, brought up from its backward condition, and it must be given culture. 
This two-step process of assimilation is the main theoretical contribution of this thesis, the main contribution in general being the discovery of a multitude of similarities and even connections between the cases of comparison, as described above.
What is interesting in the process of assimilation is the declaration of the fundamental difference between the minority and the majority. A fundamental difference is something that is and is not going to change, like the lack of culture and capacity to learn of the indigenous population, visible in the texts of Destua[footnoteRef:277] end Beronka[footnoteRef:278], for instance. Even so, the indigenous people need to be educated; they need to be granted the culture they are fundamentally lacking. This paradox, or ambivalence, is discussed by Homi K. Bhabha. Bhabha considers it an integral part of the dominant discourse that is always ambivalent. The reason for this ambivalence is that the discourse needs both the difference (in my case the indigenous population to be civilized) and the civilizing project (educating this population) to legitimize itself.[footnoteRef:279] [277:  Alejandro Deustua, ‘El problema pedagógico nacional’ (originally published in 1904) in La cultura nacional (Lima 1937) 14.]  [278:  Johan Beronka, ´Finnerne under fremmed paavirkning´ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 49.]  [279:  Bhabha (1990) 4–7; Bhabha, (2002) 108.] 

The fourth part of the analysis (see p. 48–55) investigates what the authors wrote about schools and schooling. In Norway, the main debate was about the use of Sami in the schools. The critique stemmed from some Sami activists and from Lutheran priests, who guided by their theological principles wanted to see the Gospel preached and taught in the language of the people, that is, in Sami. Even the most daring critique only went as far as to demand the use of Sami as an auxiliary language. The leading authorities (Directors of School) claimed that Sami, in fact, is used as an auxiliary language but the correspondence shows that the goal was total Norwegianization, i.e. exclusive use of the Norwegian language in schools. A sidetrack in the debate was the nature of the education, where the leading authorities stated that there was absolutely no need for higher education in Sami, since this would be counterproductive to the goals of Norwegianization. More critical voices demanded higher education, but this schooling should be carried out in Norwegian. Norwegian was considered the language of economy and progress, and this is also something the teachers were supposed to teach their pupils, “arm them for the economic battle”[footnoteRef:280], as Jens Otterbech put it. In Peru, language did not create much of a debate. It can be shortly noted here that this, the lack of debate about the national language, is according to Benedict Anderson one of the differences between European and American nationalisms.[footnoteRef:281] [280:  Jens Otterbech, ‘Fremtidsmaal’ in Johannes Hidle and Jens Otterbech (eds.), Fornorskningen i Finnmarken (Kristiania 1917) 75.]  [281:  Anderson 67.] 

The nature of education lay at the heart of the debate in Peru. Manuel Vicente Villarán and Alejandro Deustua agreed upon the fact that different levels of schools were needed, and these different levels of schools corresponded to different levels of people. Whereas Deustua promoted special education for an educated elite that would steer the country, Villarán considered universal education the key to national welfare. However, both authors, together with José Antonio Encinas, agreed that education should be at least as much practical as it should be theoretical. In these texts, the idea of white men leading the way through example is reproduced.
Beyond all the differences, some similarities between the cases can be made out. The most interesting issue is the call for practical education, although this issue was of greater importance in the debate in Peru than in Norway. This theme is, once again, very much in accordance with the intellectual and economic currents of the period. As described by Eric R. Wolf, in order to be functional, a capitalist, industrialized state needed to go through some changes to be able to leave behind a more traditional state structure: “The state had to be transformed from a tributary structure to a structure of support for capitalist enterprise.”[footnoteRef:282] This is very accurately what was happening in Peru. As described in the introduction chapter, much of the critique against the oppression of the indigenous groups was due to the fact that this oppression took place in an old, feudal-like structure. A functioning, modern, capitalist state had to get rid of this structure.[footnoteRef:283] Since economic changes are not in the focus of this thesis, I will keep this in itself very interesting discussion to a minimum. However, echoes of this attitude are to be seen in the debate about the education, as the example of the consensus about the importance of practical education shows. In Norway, the Sami were not under pre-modern economic structures. To some degree, they were outside of them. A partly nomadic minority inhabiting strategic regions close to state borders that were considered dangerous was something the Norwegian authorities did not want to see. At the same time, economic, modernist arguments contributed to policies that aimed at transforming the Sami existence to a more productive, settled life.[footnoteRef:284] Schools played a big role in this civilizing mission. This is discussed by many scholars, like for instance Ernst Gellner. According to these theorists, the new industrialized state needed a mass that was educated for the purposes and to the functions of this capitalist system.[footnoteRef:285] [282:  Wolf 265.]  [283:  Klarén 307.]  [284:  Salvesen (1995) 133–134.]  [285:  Hettne, Sörlin & Østergård 168–170. ] 

In the fifth part of the analysis (see p. 58–55), I investigated if the indigenousness of the populations the elite wanted to assimilate created any debate or triggered comments. Maybe not so surprisingly, this was not a topic that was discussed much. Considering the racist and social Darwinist argumentations of the period investigated, it is only logical that this was not an issue. The right for the indigenous people to form their own national or political identity was denied anyway. In this context, any arguments of the arrival of the indigenous population predating the arrival of the current dominant population that considered itself superior would probably not had had any greater effect. Through ignoring, or even denying, the indigenousness of the minorities, the elite could diffuse their own version of the history and future of the nation state, which excluded everything that was considered indigenous. As Siep Stuurman has showed, acknowledging that the indigenous people had a past, was not problematic in itself. The non-European races, since the Enlightenment, were considered peoples of the times gone by. They had no future in the modern Western world.[footnoteRef:286] The  “savages” were maybe still physically around, but in a philosophical sense they were already extinct[footnoteRef:287], belonging to a “futureless past”[footnoteRef:288], as described by Patrick Brantlinger. Brantlinger discusses the “discourse on the extinction of the primitive races” in nineteenth and early twentieth century (English) colonial world. He notes that whereas the intellectuals and colonial officials of this period disagreed upon many issues, on the certainty of the disappearance of the non-European races an unusually strong consensus prevailed. Whereas the Western European race was the race of the future, the other races were the peoples of the past.[footnoteRef:289] And as noted by both Stuurman and Brantlinger, it did not matter if the Europeans that wrote about the primitive races had an openly racist attitude or a more nostalgic one, using these people as a moral mirror of the immorality of the European present. These people nevertheless argued that the time was up for the primitive races.[footnoteRef:290] As Brantlinger states: “Any combination of savage customs could imply a temporal limit – the primitive past and passing versus the civilized present and future – beyond which those trapped in such customs could not progress.”[footnoteRef:291] This idea Brantlinger dates back to the classification theories developed by many of the same authors I have already discussed in earlier chapters, especially Linneaus and Darwin.[footnoteRef:292] [286:  Stuurman 31.]  [287:  Stuurman 31.]  [288:  Brantlinger 2.]  [289:  1–3.]  [290:  Brantligner 1, 4; Stuurman 31.]  [291:  Brantlinger 2.]  [292:  Brantlinger 2.] 

The discourses on the inclusion through exclusion in Peru and Norway fit in perfectly with this intellectual discursive structure. Even when the authors took a stance that seemed to be on the side of the indigenous population, they always acknowledged the importance of assimilation in a manner that seems deterministic. In the beginning of my thesis, I mentioned that I want to connect both Peru and Norway to a bigger picture of global history. With this final part of my thesis, I want to show that the nationalist inclusion through exclusion discourse was a part of, or parallel to, the colonialist extinction of the primitive races discourse. The indigenous customs and culture was the “temporal limit” that prevented the indigenous people from participating in the national progress. The elites in Norway and Peru wanted to eliminate this limit by excluding the indigenous culture. After this, the inclusion to the nation would be possible.

I traced the discourses in both countries back to the intellectual and ideological paradigms of the period. When reading the texts, I got associations to racism, social Darwinism and progressivist positivism. To my great delight, I even managed to re-establish concrete ideological links between the two countries. It seems that Scandinavia and Latin America were not worlds apart, after all, as far as intellectual theories go. Maaike Meijer has come with some very useful theorizing regarding this issue. She writes that when reading a text, one should be aware of the limited autonomy an author has when writing. According to Meijer, cultural conventions steer the direction a text takes – what is written about and how, and what is not written about – at least as much as the author of this text does.[footnoteRef:293] It is interesting, for instance, how little room the discourse left for critique in Norway. Even if some of the authors who criticized the Norwegianization policies were of Sami background themselves, the most radical demand they could express was that of using Sami as an auxiliary language in schools. Demanding something more would have been outside the limits of the discourse; unimaginable, in lay terms. It is important to note here that this does not mean that there would not have been differing opinions in Norway. Nor does my choice of source material mean that the indigenous population in Peru would have been a homogeneous mass silently succumbing to every policy aiming at assimilating them to the white culture. However, this is not a discussion that this current thesis can take up, since the research theme is the elite discourse on the assimilation through education of the indigenous populations. And it is the limits of this elite discourse I have investigated. [293:  Meijer 373–376.] 

That there was something greater behind the individuals who wrote the documents is the impression I got many times when reading my source material. All the similarities could not be a series of coincidences. It became clear that the authors were aware of the same texts, not necessarily in a concrete meaning, even though this also is a strong possibility. It seems, however, that the ideas that the elite in Finnmarken held about such issues as collective good and hierarchy of the human races, among many others, had common roots with the ideas of the Peruvian elite on same issues. In the previous chapters, I have tracked down at least some of these roots. 



4. Conclusion

My thesis is a comparative analysis with two cases: Peru and Norway in the early twentieth century. The main task is investigating the way the elite talked about the assimilation through education of the indigenous groups in these countries. In the research part of this thesis, I examined the similarities between these discourses and attempted to link them. 
Earlier in this thesis (see p. 14–15), I cited and discussed the ideas of Benedict Andersson as follows:  “I am investigating nationalism ‘by aligning it […] with large cultural systems that preceded it, out of which — as well as against which — it came into being.’[footnoteRef:294] As I want to show, these cultural systems against which nationalism was constructed included global (or at least transnational) ideologies, neighboring countries and minorities living inside the borders of Peru and Norway.” I have traced the discourses back to some transnational ideologies of the period, such as racism and positivism. I have also shown that the discourses were built against both external and internal Others, that is, other nation states and minorities. By doing so, I have connected the two cases to a bigger picture of global history. The dominant nationalist discourses in Peru and Norway were very closely related to the dominant discourses in the colonial world of early twentieth century.  To a high degree, the same ideas and theories were behind both nationalism and imperialism. [294:  Anderson 12.] 

As I showed in my research, the dominant discourses limited the autonomy of the authors. The debate in both countries included voices more critical of the assimilation policies, but even these critical texts reproduced the main points of the dominant discourses that regarded assimilation as a necessary action. These main points were ideas and arguments derived from the underlying cultural systems of the period, such as nationalism, racism and positivism.
I also examined how the process of assimilation was presented in the discourses. I came to the conclusion that minoritization is the first step in a two-step process of assimilation. The second step is inclusion through exclusion. Minoritization means stating that a group (in my cases the indigenous people) is different from the dominant group of society. Inclusion through exclusion means offering the minoritized group the opportunity to be included (in my cases included in the nation). This inclusion, however, is only considered achievable by excluding the difference. In my cases, this meant that the inclusion was only considered possible through excluding everything that was considered “indigenous”.


Coda: Ideas and practice

The discourse is not always as deterministic as it might seem. A person was, both in national and colonial early twentieth century ideology, either European (white) or he was not, as we have seen earlier when describing the rigid classifications of human races that were commonly used by the elites. Nevertheless, it is good to bear in mind that ideas are ideas, and practice is something else. My thesis is about examining ideas and how they were expressed in elite discourses. However, I think it is good to close with a very brief discussion about practice. 
As stated by Jane Burbank and Frederick Cooper, Europeans needed intermediaries, both economic and political ones, in almost all of the colonies.[footnoteRef:295] Only when European rule was strong enough, like in South Africa, could this indigenous intermediary level be bypassed. In the case of nation states, power is of course often of a more direct kind than in vast empires, and the intermediary level can be easier forgone in a national context. During colonial times, an intermediary level was extensively used in governing Peru, but after the mestizo-indigenous rebellion of 1780, this level was eliminated by the white elite and as we have seen, nationalism in Peru would become to be synonymous with imposing European culture on an indigenous population.[footnoteRef:296] A similar kind of development can be seen in Norway in the case of the language policies. A positive stance towards the Sami, including printing of Sami language educational material, was gradually discontinued during the last decades of the nineteenth century.[footnoteRef:297] [295:  Burbank&Cooper 325–326.]  [296:  Manrique (2006) 18.]  [297:  Minde 11–12.] 

Burbank and Cooper promote the view that diversity played a bigger role in the colonial world order than conventional theories of colonialism as a homogenizing force have suggested. One of the points to be derived from Burbank and Cooper is that colonial practice always was more complex than the ideology. As pointed out by the authors, the same goes for nationalism.[footnoteRef:298] Almost one hundred years after the strong assimilation policies in Peru and Norway, both countries still have indigenous minorities, and the interest for the culture and rights of these minorities is probably greater than ever. It seems, then, that the oppressed objects of the discourse have strategies to survive the assimilation tendencies. And after all, a discourse is always a contact zone, since the discourse is necessarily affected by what it talks about (through the simple fact that it talks about something or someone).[footnoteRef:299] This is a theme for another research project to discuss. Nevertheless, I would like to end my thesis by stating that while much remains to be done for minority rights in both countries, indigenous cultural elements form to an increasing extent part of the national self-regard of contemporary Peru and Norway. [298:  Burbank&Cooper 449.]  [299:  Mills 121, 125.] 
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