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Chapter 14
Convergences and Divergences in Career 
Paths: Recruiting Foreign Teachers 
in Binational Schools in Argentina

Liliana Mayer and Verónica Gottau

Abstract  This chapter seeks to analyze the reasons why binational schools house 
foreign native speakers’ teachers as part of their staff and the reasons that make 
foreign residents work in binational schools in Argentina. We developed a multiple 
case design to predict similarities or contrasts based on arguments that explain these 
differences (Yin, Case study research: design and methods. Sage, Thousand Oaks, 
2003) and conducted 15 in-depth interviews with educational agents – teachers and 
authorities – from binational schools, between 2017 and 2020.

Our findings show that divergences in ‘career paths’ are marked by different 
contracting mechanisms: while foreign teachers are recruited through specific net-
works and enjoy economic privileges similar to diplomatic corps, Argentine teach-
ers receive their salary in the local currency and according to national parameters. 
From these material advantages other symbolic ones will land. By creating a sense 
of belonging to an endogroup, some foreign teachers have the power to set the val-
ues and identities that create meaning within the school. This ‘minority though 
elite’ group of teachers finds a fertile soil in the school ethos of binational schools, 
closely in line with cultural diplomacy. We conclude that binational schools tend to 
legitimate their added value through the hiring of foreign teachers, and foreign 
teachers find solid ground for a successful career path, granted by their place of 
birth, and by the credentials derived from educational paths that have proved to be 
advantageous for specific institutional projects.

�Introduction

Towards the end of the nineteenth century, 65 North American teachers packed their 
suitcases and left privileged and secure positions to begin their journey to Argentina, 
within one of the many initiatives that the then Minister of Education Domingo 
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Sarmiento developed, to foster and strengthen the national educational system, 
which he created with Law 14201.

More than 150 years have passed since these ladies accomplished their dream 
and built a new life. Nowadays, in a much-extended education system that has 
undergone changes,2 certain schools continue to receive foreign teachers, but in the 
private subsystem. However, this is no longer the outcome of a national educational 
policy, nor the result of the absence of locally trained human resources as it once 
was. This article seeks to analyze the reasons why binational schools house foreign 
native speakers’ teachers as part of their staff, on the one hand, and on the other, the 
reasons that make teachers and expatriates, that is, already foreign residents in 
Argentina, work in schools of their own country of origin.

�Where to Work: Binational Schools and Foreign Teachers

Binational schools are among the institutions that most encourage hiring of foreign 
teachers. With this term, we refer to institutions that besides being located in 
Argentine territory and belong to the Argentine educational system, are also part of 
another educational system, mainly from the Europe’s most powerful countries.

The latter supports the institutions in financial terms, subsidizing part of their 
expenditures, on the one hand and taking active part in the Curriculum and its defi-
nition, on the other. Binational schools are long-standing institutions, with origins 

1 The Law 1420 on General Common Education passed in 1884 established free, public and com-
pulsory education for primary school, while secondary school was reserved for the advantage and 
privileged sectors of the population, especially urban upper middle-class males. High School 
enrolment rates started increasing from the 1940s on, in relation to public policies that generated 
processes of inclusion.

This law was first modified in 1993, with the Federal Education Law that established the com-
pulsory nature of the lower path of secondary school. In 2006, with the currently in force National 
Education Law, the entire secondary level became mandatory. This expanded state commitment. A 
large part of the Latin American countries and the Caribbean have undergone similar processes of 
expansion of compulsory schooling.

At present, Argentina, like many countries of the region, has reached universalization for pri-
mary level, but the same doesn’t happen with the secondary level. By 2018, Argentina reached a 
secondary enrollment rate of 88.7%, while 69.7% of students finished High School.
2 During the post-World War II period, the Argentine State had control over the financing, admin-
istrative and pedagogical or educational fields, showing a clear picture of a sort of unchallenged 
State monopoly over the educational system (Narodowski et al., 2016; Morduchowicz, 2001). The 
allocation of State subsidies (Law 13.047) to private school provision was first introduced in 1947. 
Throughout the 1960s, private schools were granted more pedagogical autonomy. Nowadays, 65% 
of private educational institutions in Argentina are subsidized by the State to some degree. Half a 
century later, private schools have an enrolment share of 28.7% for 2012 (Narodowski & Moschetti, 
2013). The privatization of education in Argentina, which has been the scenario for governed and 
ungoverned processes, has brought about serious consequences in terms of equity and social cohe-
sion (Tiramonti, 2004; Gasparini et al., 2011).
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that can go back more than 100 years (Banfi & Day, 2004; Silveira, 2011). Originally 
these schools were linked with Argentine immigration processes, to generate inte-
gration processes within minority groups of European citizens in exile. In this sense, 
binational schools initially had a center- diaspora relationship, by endowing the 
Argentine schooling processes with the cultural heritage of the communities they 
represented. These schools guaranteed this “differentiated integration”, where spe-
cific cultural capitals were preserved.

As we said above, these schools correspond to the European, mainly Italian, 
French, German and English-speaking migrant communities. The institutions 
within the British community had from their earliest days’ policies of greater open-
ness and connection with the local public.

Several works (Mayer & Schenquer, 2014; Mongiello, 2012) show that by the 
1980s, these communitarian schools had no longer only housed descendants of 
immigrants, but also diversified their audience. Although some continue to harbor 
proportions linked to their roots and to children of nomadic or diplomatic families 
(Resnik, 2012), today they have been converted into elite schools. Though we agree 
with local scholars that the elites in Argentina are shaped in different ways than in 
other countries, we take the importance of this term then as it refers to advantageous 
sectors of the societies that “bet” on certain schools to consolidate their positions of 
privilege, power and accumulation of capital intergenerationally (Larrondo & 
Mayer, 2018). Tiramonti et al. (2008) define elites as those social sectors that com-
bine economic, social and cultural capital in its different forms. In line with Bourdieu 
(2016), we understand that the elite is neither homogeneous nor monolithic, but 
rather its heterogeneity is expressed through different interests and behaviors, which 
is reflected, among other, in schools’ choice.

Currently these schools have a diversified curriculum, which includes the 
national (Argentine) curriculum, but also adding extra loads for learning the lan-
guage of the foreign educational system to which the institution belongs, and other 
subjects taught in that language to improve their learning. These schools offer the 
three education levels stipulated as compulsory by law in Argentina: kindergarten, 
primary school and secondary school.

Furthermore, in order to facilitate the processes of mobility and internationaliza-
tion of education they include in their curriculums the high school completion 
exams typical of their countries, which allow studying abroad (Mayer, 2019; Mayer 
& Catalano, 2018). The objective of these schools is that their students become 
bilingual (Banfi & Day, 2004) and also have a high level of English.

The educational field contains different types of schools: as Braslavsky (1985) 
and Tiramonti (2008) specified, this exceeds the classic public-private division, 
which also predates the rise of neoliberal discourses in the region (Morduchowicz, 
2001). Although between 1940 and 1950 the private sector reached the lowest 
school enrollment rate in its history, between 1950 and 2015 there was a process of 
sustained and progressive growth in private enrollment until reaching nowadays 
30% points. This process should be analyzed in the light of the new regulations 
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introduced towards the end of the 1940s (Morduchowicz, 2005; Narodowski & 
Andrada, 2002).3

Beyond its scope of management and the public to which it caters, schools are 
legitimate groups to which certain social actors give - to a greater or lesser extent - a 
certain entity and specificity. Thus, school institutions are spaces of struggle and 
power dispute rather than a thoughtless reproduction of current regulations. 
However, as we will analyze, privately run schools have greater margins of auton-
omy (Morduchowicz, 2001), where many aspects of decisions are consequences of 
the specific schools’ dynamics, within the frame of national educational policy.

A common feature in all binational schools is the presence of teachers from the 
second country to which the school belongs. These educational agents have two 
main mechanisms of access to schools. The first refers to what we will call “career 
teachers”, meaning educational agents who belong to the Network of Schools 
Abroad in each of these countries. As we will develop later, these teachers are 
recruited and sent to different destinations for certain periods of time, analogously 
to the diplomatic corps, and often hold managements positions. Then, secondly, and 
with various heterogeneities within this group, are the residents of those countries 
in Argentina, who have arrived in the country for various reasons, often unrelated to 
educational purposes, but for various reasons related to their career paths, they join 
these institutions. In the third place, there are of course the local teachers. These are 
the Argentineans and Spanish speakers schooling agents, mainly born, raised, and 
educated in Argentina, by Argentinean pedagogical and scholastics traditions and 
perspectives (Banfi et al., 2016).

Hence, these private schools hold an heterogenous staff which include foreign 
and local teachers. Usually, the later are the majority, while the first category, holds 
sub-categories that consists of fewer schooling agents who only teach in the second 
language of the school. In other words, while foreigners or international teachers 
teach on subjects related to the second language or on subjects taught in that tongue, 
the rest of the subjects take place in Spanish. This mixture in nationalities, career 
paths and biographies bring more heterogeneity to institutional staff to the regular 
heterogeneity existing in other schools. This heterogeneity within the group of for-
eign teachers, leads us to propose the term minority in the plural, that is, minorities. 
By doing this, this concept allows us to account for the diversity and multiplicity of 
the agents included, articulated around intersectionality with other social markers 
that structure the action on the one hand and that allows accounting for different 

3 Gamallo (2015) argues that since the 1990s, when the name “publicly run public schools” was 
incorporated into national legislation, private schools increasingly resemble public ones. There is 
also a transfer of school management to the provinces in the 1970s and a system of social polariza-
tion and educational massification is consolidated, with an increasingly polarized system. The 
participation of the private subsystem in Argentina isn’t the result of educational policy 
(Morduchowicz, 2001; Ball & Youdell, 2009), but rather the conversion of privately run schools 
“increasingly similar to public ones” monopolized enrollment, accounting for a sociological com-
ponent in the population, where migration to the private sector is recorded even in the lowest 
quintiles of society.
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distributions of power within these minorities and in their relationship with the 
majority groups (in numerical terms).

�Methodology

To conduct this research, we have developed a multiple case design, which accord-
ing to Yin (2003) can be used to predict similarities or contrasts based on arguments 
that explain these differences. Hence, Eisenhardt (1989) conceives a contemporary 
case study as “a research strategy aimed at understanding the dynamics present in 
unique contexts”. The general objectives are to analyze the ways in which bina-
tional schools are structured, as well as their dual membership. From there we 
derive other objectives related to the institutional agents that inhabit them (teachers 
and authorities) and the public to which the schools cater: the students.

For this paper, we selected 15 in-depth interviews (Saltalamacchia, 1992) with 
educational agents -teachers and authorities from both foreign teachers’ categories-
between 2017 and 2020. The schools selected are 8 binational institutions located in 
the city of Buenos Aires.

For the analysis of the interviews we used the software Atlas Ti. We applied 
inductive and deductive techniques on the data obtained searching for patterns or 
recurring themes. The first encoding was made based on the conceptual criteria 
extracted from the theoretical framework and the following encodings were made 
by layers with native categories. Considering that the interviews are based on the 
narratives of the interviewees, we resorted to cross-examination as a way of reinter-
preting the stated and constructed meaning. We tried to go beyond the premise from 
which the narrative started, understanding that all argumentation constitutes a social 
construct.

In all the cases interviewed, the narratives were approached comprehensively, 
that is, considering the specific contexts within which they develop. From our per-
spective, every social actor produces their own social context through its narration: 
we agree with Saltalamacchia when he points out that the individual is “a place of 
knotting” of a determined set of social relations” (1992: 38). In view of this, the 
interview must be understood as the framework of a joint theoretical elaboration in 
which total agreements or similar uses will not necessarily arise; but there are inter-
pretations that did not exist before the relationship.

Regarding the analytical categories, and in line with the deductive-inductive 
technique for data analysis, there are two different types: conceptual, those that 
derive from the theoretical framework and they refer to the concept of Minority; 
Elite, School Autonomy and Cultural Diplomacy, and those that were constructed 
or emerged from the analysis of the interviews and they allude to Native People, 
Institutional Weight, Internal Hierarchy and Career Teacher.

Fieldwork included also class observations and analysis of institutional docu-
mentation. All the interviews were anonymous, and we have provided fictional 
names to the extracts of the interviews for confidential reasons. Argentina has 10 
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binational schools, all situated in the metropolitan region of Buenos Aires, where 
more than one third of the population resides. In general terms, bilingual school 
provision is located either in the neighborhoods with the highest purchasing power 
of the city and/or in the suburban districts of the northern area.

�Findings and Discussion

�The Working Scenarios and Conditions 
from the Teachers’ Perspective

In one interview with an Italian teacher, she explains how she ended up in Argentina:

I had been on vacation before and I loved it, but my then husband didn’t like it enough to 
stay. We went back to Italy, where I was working as a journalist. Sometime later, my mother 
died and I divorced. I had no strings attach and took up the idea of coming to Argentina for 
a while, being able to keep my job remotely. At the time I started working [at the Italian 
school] and ended up staying here.

When interviewing a German teacher, she explains that she came to Argentina due 
to her husband’s work. At an embassy event she met a school principal, who hired 
her, since she is a native speaker. She has never worked in education before and had 
no degree related. We talked about German and Argentine educational systems:

Teacher (T): I think it is very cool the way [Argentine] system is, from k-5 till high school 
graduation, that students don’t change institutions.

Researcher (R): but that’s not the way it is. It is in your school, because it’s a private one. 
State school are different: you change from elementary to primary and finally, go to a 
different high school. You don’t stay in the same place.

T: I didn’t know that. I thought it all was the way my school is.

This teacher introduced us to several other international teachers to interview. 
Before contacting them, she explained:

There are different situations. I collect very little at school: I have a few hours’ dedication 
and my salary is in the local currency. Others’ are in euros, such as Katarina, they have huge 
salaries! And then there are other teachers, like Peter, which is like an intermediate: since 
they stayed in Argentina, they get lower salaries, but still better than ours.

Karina, who is also coordinator of the German department, explained her motives 
and professional path:

I have always been a teacher. I studied to be one and worked in Germany all my life. My 
kids are adults, and I returned to the idea of traveling. I searched for opportunities for 
German teachers abroad and Argentina appeared. I had never been to a Latin country and I 
found it fascinating. I didn’t know a word of Spanish. After 3 years, I still don’t speak much. 
I don’t really need it: at school everything is in German and I socialize with most people 
from my country. With the rest, I use English.
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When interviewing another Italian teacher, she describes her working atmosphere:

The school has many foreign teachers. But with different hiring conditions. There are those 
who are like me, who looking for a job started working in education. Our salary is like that 
of the locals, or a little higher, hardly. Then there are those who come from the official 
teacher system, those are what I call “the viceroys”: with salaries in euros and lots of ben-
efits, they are exempt from various tasks and obligations. They are the schools’ favorites, 
the “untouchables”, even being very few, they have a special treatment and relevance and a 
great influence on the authorities.

�Career Paths for Foreign Teachers in Binational Schools

In another work (Mayer et al., 2020) we analyzed how Argentina has been nour-
ished from its beginnings by a great cultural diversity, which was conceptually 
reflected in the “melting pot”, although the possibilities of integration were different 
depending on the origin of the immigrants, often to the detriment of the native 
peoples of the Americas. This is relevant because the specific weights that minori-
ties had -and have- aren’t necessarily related to quantitative issues, but to others 
related to geopolitics and valuation of western values and westernization. As shown 
in some works, these repertoires are not absent in the educational field, which has 
always been influenced by the ideas and development of the western educational 
systems (Beech, 2009).

The literature suggests that due to endogenous issues that exceed the objectives 
of our article, the Argentine educational system has remained resistant to certain 
contemporary waves or trends proposed by central and international agencies 
(Beech & Barrenechea, 2011), even more in the state subsystem (Mayer, 2020). 
Argentina lacks standardized tests and a high school final exam which enables or 
not admission to university, which in Argentina is unrestricted. Furthermore, it 
lacks modalities for grouping and segregating students according to their abilities 
and qualifications, a persistent modality in several of the jurisdictions of the central 
countries though there are some trends to modify those (Mayer, 2019). Though 
there is a certain consent in local didactics and pedagogies and within policy mak-
ers that the introduction of those approaches would have a negative impact in the 
classrooms, the private sector shows a certain openness to these discourses and 
practices but there is usually a lack of professionals to enact those practices 
(Larrondo & Mayer, 2018). There is also a difference in the modes of insertion of 
foreign teachers in relation to other countries (Wallace & Bau, 1991) which is pro-
cessed through the state schools, while in Argentina these spaces are opened from 
privately run schools, especially, binational ones. Although the private education 
subsystem is subject to the same regulations as the state one, the former has higher 
levels of autonomy than the latter (Morduchowicz, 2001, 2005), including hiring its 
teachers.
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The analysis of the narratives of the schooling agents interviewed, allowed us to 
see that even when foreign “career” teachers are appointed by the central authorities 
of the networks of binational schools, this is possible due to the high levels of auton-
omy that these schools have with respect to the State sector. As interview fragments 
show, foreign “career” teachers have financial and symbolic benefits, ranging from 
preferential treatment to privileged positions. Most of the teachers in their countries 
of origin didn’t occupy hierarchical positions, so, when becoming part of the teacher 
networks abroad, they access coordination or leadership positions more easily than 
if they had remained at home.

Here we see an extra benefit: a quicker promotion possibility, especially for 
“careers teachers” whose possibilities to reach leading positions are higher mainly 
because of their nationality which implies a training under the foreigner pedagogi-
cal and academic perspectives and trends that are fundamental for binational 
schools. The promotion seems to be more in line with a specific capital (national-
ity), unavailable for local teachers and reconfigured for non-careers foreign teachers 
or expats.

�Landing Into the Unknown

The adventurous spirit is also a special issue that stands out in teachers’ career path, 
translated into other concepts. As Blackmore (2014) states, teachers’ mobility in 
their careers should be understood within wider global transformations, considering 
globalization and mobility processes (Appadurai, 2000; Bauman, 2001; Beck-
Gernsheim, 2001), developing and creating skills related to flexibility, new and 
reflexive identities and adaptable to different international environments (Tran & 
Nguyen, 2014; Singh & Doherty, 2004). As Ball claims (2016), this professional is 
flexible and adept in the languages of reform. Rizvi and Lingard (2010) state that 
travelling teachers need to be understood as territorially situated in global spaces 
integrated and articulated, in relation to methodological approaches accountable for 
the complex interchange that takes place between unequally empowered discourses 
focused on cross-cultural and cross-linguistic terms and conditions that underpin 
globally interconnected/localized relationships. As one resident teacher claims:

We learn and they learn from us: for example, we learn about the “mate”,4 and from us 
about punctuality. Those are big issues!

As another teacher mentions:

Kids come to this school and realize that Germany isn’t only what they thought: here we are 
not so structured, nor disciplined in terms of popular imagination; we believe in freedom 
and from there we build the school.

4 Mate is the typical hot drink in Argentina made of green leaves.
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The analysis of the interviews shows that foreign teachers usually have little or no 
knowledge of the society. Not speaking Spanish and lacking specific knowledge 
related to the development and historicity of the Argentine educational system and 
its pedagogy are among the main indicators of this situation.

In the case of “career” teachers, we observed that they bring with them their heri-
tage and teaching experience typical of their educational systems, while in the case 
of expatriates or residents here, lacking specific knowledge of both educational 
policy and didactics and in pedagogy, they work with students according to their 
own experience as students. However, this second group is more permeable to edu-
cation and training, so they usually adapt their teaching strategies to local modes. 
Different is the case of career teachers, who work according to their own imported 
criteria in pedagogical matters and are indulged for that:

They think [pedagogy and didactics] the same way as the Principal. Here things are differ-
ent, less strict, that I like more. But that helps the Principal to guide a path even if it is with 
few teachers. But that doesn’t mean that we take it.

In this sense, what the fragments show is that the same attribute, the nationality, 
isn’t enough to generate a “community solidarity”. Quite the contrary, the heteroge-
neity of hiring and ways of going through the teaching career, can break or hinder 
social ties within apparent homogenous groups. Following Bourdieu (1998), for-
eign teachers are agents who move in a field and within which they occupy certain 
positions, associated with the unequal distribution of power. Even being a minority, 
many of these teachers occupy hierarchical or determining positions in the schools, 
spots that it would take a long time for a local teacher to reach. According to one 
interviewee:

If we all get along? No, it’s very funny, but at recesses and events, we go to different ter-
races [referring to her school building, which consists of several formerly familiar houses 
bought by the school when expanding].

According to Beech et al. (2019), the teaching career in Argentina tends to be “flat”, 
since it has rigid promotion mechanisms and access to hierarchical positions. 
Although we agree to a certain extent with this, we can also consider how the exog-
enous mechanisms favor, in particular institutions, this “flatness”. If foreign profes-
sors -especially those who correspond to the “career” sectors - are those who occupy 
these positions, the chances of promotion to positions of leadership of agents that 
are the same or more qualified, decrease due to not having a certain nationality.

In Argentina, teaching in secondary schools requires a teaching degree of 5 years 
that can be obtained at University or Higher Education Institutions. Training doesn’t 
involve standardized evaluation practices. State schools for example, are subject to 
strict bureaucratic regulations. In these schools, promotion is based on the accumu-
lation of credits which are acquired though specific trainings endorsed by the State. 
Private schools, however, deal with promotion, hiring and firing procedures in many 
ways, since each educational institution has its own legitimacy processes for a 
career path.

In binational schools, a main factor that legitimates professional progress might 
be -and actually is- being a foreign citizen. As we have outlined above, schools are 
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institutions that comprise multiple interlocking arenas with front and back stages 
(Goffman, 1976; Hall, 1996). The front stage refers to the departments, teachers, 
meetings, among others, and the backstage involves friendship, hidden power 
mechanisms and legitimacy process.

Between the front and backstage there is a struggle over dissention and competi-
tion where teacher training or professional knowledge may not be the best value at 
stake. So, beyond the endogenous mechanisms that may or may not make the rigid-
ity and “flatness” of the teaching career, we can also analyze concomitant processes 
that in certain institutions and under certain criteria, are increased by the attributes 
of career paths in institutions, and together with the material privileges, they col-
laborate in the “terrace” division that one of the teachers mentioned in her interview.

�Building Bridges Through Foreign Teachers

Part of that adventurous spirit to which we refer and the very development of being 
a teacher abroad, also involves settling either in little-known or familiar places. The 
“adventurous” or “free spirit” is translated now in benefits for schooling agents in 
CV terms, and benefits in institutional terms. The flexibility to new and remote 
environments is associated with the development of “soft” skills, promoted also 
within students (Mayer, 2019). As Brown (2013) states, within a context of global 
social congestion for quality and good jobs, upper and middle-class professionals 
interpret and seek to provide access to processes that activate the kinds of ‘personal 
capital’ now arguably rewarded by multinational institutions. As Tran and Nguyen 
(2014) pointed out, the qualities emerging from traveling teachers are various. In the 
literature, flexibility, physical and professional mobility, variations in destination 
and the ability to adapt to different environments are highlighted. This is conceived 
as the adoption of new identities – that García Canclini (1995) calls “hybrids” – that 
mix the roots with cosmopolitan components (Beck, 2008) where identities are 
negotiated, made and remade in practice and in the contact with international educa-
tion (Singh & Doherty, 2004).

Now, whether speaking of career or non-career foreign teachers, this is crucial 
for schools representing countries pretending to get closer to the local culture, since 
it brings binational links beyond official ways. Here the concept of cultural diplo-
macy becomes important (Fierro Garza, 2008): this notion refers to the promotion 
of the values that nurture a national identity and the history, where the language 
acquires a central place from two dimensions: it improves language and assumes 
that teaching and using the language of a country abroad becomes an essential tool 
to improve the knowledge of the country’s politics, economy, society and culture 
(Djian, 2005; Montiel, 2010; Saddiki, 2009).

The concept of cultural diplomacy implies also public diplomacy, as the set of 
actions by which governments directly address the population of another country. 
This perspective differs from the readings regarding education abroad as a “country 
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brand” sales tool (Mongiello, 2012), due to its emphasis on marketing and com-
merce, but also due to its reductive nature and poor interpretation of the identity of 
the countries. Cultural and public diplomacy suppose ties of cooperation and inter-
action between two of them, allowing us to see the different strategies that the State 
interested in expanding takes not only for each national case, but within it.

In this respect, we observe that most teachers regarded as minority -or minori-
ties- within the staff, constitute a set of actors with a certain power and hierarchy 
based on credentials that fundamentally “local” teachers cannot have. One of these 
is nationality. This capital is common to all types of foreign teachers who work in 
the institutions, regardless of whether they have a career or not. Then, there are the 
credentials derived from the socialization and schooling processes in that country. 
Finally, there is the pedagogical and didactic dimension, referring, for example but 
not only, to the lack of final exams and standardized tests that we have described 
above, where Argentina shows different approaches than western central countries.

In addition to the “bridges” between cultures that teachers weave, they are stra-
tegic in the introduction of foreign pedagogical formats and perspectives in the 
institutional projects, within the frameworks of possibilities established by Argentine 
educational policy. We understand these “transfers” are not necessarily due to a 
deliberate or master plan, but rather to the extension of their own educational prac-
tices beyond conventional (national) limits. Of course, this inclusion of new and 
often disruptive pedagogical perspectives can bring resistance within the staff and 
the educational community, but they can also be supported by school authorities. As 
a teacher says:

They (career teachers) think like the Dean. They learned pedagogy that way and work as if 
they were in Italy. Many times, the ways and tradition of this foreign pedagogy is imposed, 
sometimes it coexists with Argentinean one, and others are negotiated, but for example 
“competition” between students is very common in this school.

As we have underlined, Argentinean educational policy discourages internal class-
room competition. However, many private schools consider it an option or a value 
to encourage: as we have pointed out (Mayer, 2020), some schools claim particular 
forms of meritocracy and stand out within local frames, which are often resisted by 
local schooling agents. So foreign teachers play a fundamental role in introducing 
these pedagogical trends mixing them up with local boundaries.

In this context, head teachers are key figures that play a vital role in mediating 
between the external regulations and the internal culture and expectations. It is 
therefore expected a certain degree of disagreement regarding aims and problem-
solving, and that each institution builds its own working conditions and consensus, 
partly because the stakes of competition are not the same for all the groups. As we 
have mentioned, this is not accidental, but part of an institutional project. Ball 
(2016) refers to the processes of “borrowing educational policy” that occur beyond 
the reforms -or the impossibility of carrying them out, as we argued above- through 
policy windows, where schooling agents take a major place.

Hence, the contributions of institutional agents in binational schools should not 
be understood only in terms of the contributions to their CV, or to the possibility of 
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bringing two cultures closer together, but also to the ways in which agents incorpo-
rate their professional practices in schools. By doing this, they may help in the 
reconfiguration of teaching practices in binational schools, incorporating exogenous 
elements to local traditions.

�Conclusions and Implication

Throughout the article, we have analyzed the modes of insertion of foreign teachers 
in binational schools. As we have observed, what at first glance can be understood 
as native teachers of the second school system to which these institutions belong, 
are in fact, a cohesive group where solidarity logics prevail. Grounded on a school-
based management model, and, due to institutional action, divisions are built based 
on the material and symbolic benefits that some have to the detriment of others. In 
other words, it is the school itself that fosters and establishes differences among 
teachers: by creating a sense of belonging to an endogroup, some foreign teachers 
have the power to set the values and identities that create meaning within the school. 
One of the findings of this article is, that this cluster doesn’t mean homogeneity, 
since it establishes hierarchies within an apparently homogeneous unit. Thus, this 
endogroup contributes in the delimitation of a minority within minorities, from a 
group that appears to be homogeneous at first sight, based on a particular capital: 
nationality. This analysis creates tensions regarding the classic concept of minority, 
usually associated with sectors that accumulate lesser volumes of power in certain 
networks which can be examined in additional national contexts in follow-up stud-
ies. As we have seen, some foreign teachers have a greater say in their institutions, 
a fact legitimated not only by nationality, but by their career status and paths. In fact, 
these international teachers appear as an “elite” within the teaching body. As a con-
sequence, specific forms of knowledge, dispositions and professional paths play a 
role in the process of a sense of belonging to a particular group, enacting forms of 
social closure (Van Zanten, 2009).

This ‘minority though elite’ or minority between minorities group of teachers 
finds a fertile soil in binational schools. One of the main reasons for this is the 
school ethos which is closely in line with cultural diplomacy and the working condi-
tions that each institution stipulates. Foreign teachers legitimate the position that 
these schools aim at in the local spectrum and help them take distance with other 
schools. Another reason is that this geo-repositioning of teachers’ hierarchy marks 
some limits to the growth or at least the imagery of growth of the local ones and 
leaves a disputed but open space for the foreign teachers to land. Where the local 
teachers find a ‘roof’ for professional growth the foreign teachers find just a plat-
form for growth.
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