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Abstract

This thesis attempts to illustrate the links between literary reading, social agency 
and social change using a Cultural Studies approach that addresses the 
construction of the literary reader in the English and Greek context in the 
twentieth century.

Via Althusser’s notion of the Ideological State Apparatuses and Balibar and 
Macherey’s views of literary reading exerting power over the reader, the thesis 
questions notions of literature as an institution of suppression. It uses Williams’s 
and Bennett’s work, which address the reader in more emancipating terms and 
attempts to move beyond even these writers’ work, theorising the existence of 
three types of literature reader, connected with education as a social institution. 
These are the adequate reader, the dependent reader, and the performing reader. 
Reading as performance addresses social change.
Linking the reader’s experience of the text with the understanding of language and 
following from that the state of being conscious of the experience of social reality, 
the thesis recognises a relationship between Williams’s structures o f feeling, 
Althusser’s notion of the imaginary relationship of the person with her conditions 
of existence, and Aristotle’s contention that the product of imagination 
(phantasma) is needed in order for the person to understand; starting from them, it 
theorises what it calls historical imagination, as the imaginary reality that takes on 
the validity o f history (of something that is believed to have happened beyond 
doubt) in the minds of the readers. The importance of language as a social 
parameter o f access is underlined by the examination of official documents 
regarding literary educational policy and assessment, spanning the twentieth 
century.
Lastly and very importantly, Bhabha’s work on what he called a ‘third space’, 
together with Hall’s ‘arbitrary closure’ and hooks’s notion of negotiation leading 
to ‘repositioning’ are also used; thus the thesis sees reading as a ‘third space’ of 
negotiation, which encourages re-negotiation and re-positioning.
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PROLOGUE

This thesis is concerned with how the reading of literary texts written in English and 

Modem Greek was viewed during the twentieth century. That century was a turning 

point for both English and Greek because for the first time schooling addressed (and 

thus institutionalised in a more prominent manner) the reading of vernacular 

literature. These conceptions of literary reading, and the social place that they 

occupied are seen here through the lens of literary education.

Education’s organisational character, which extends from schooling ‘rituals’ to 

publications make the institutional character of literary reading within this framework 

more prominent. Education is an institution with a strong social aspect, and creates a 

community which in many ways is hierarchical; thus the social, linguistic and 

political aspects o f viewing literary reading can be addressed more accurately when 

literary reading is addressed via education.

This thesis focuses on English and Greek literary education in England and Wales1 on 

the one hand and in Greece on the other. It addresses the differences in the historical 

development of institutionalised literary reading resulting from a different political 

and social history. In the case of English, the theories of literary reading are studied in 

relation to the government commissioned ‘Reports on Education’, which reflect the 

changes in literary critical focus as well as the development of pedagogical thought 

and research. Such records are not available in the case of Greek vernacular literature 

because of the different historical occurrences that affected Greek political conditions. 

The documents that are available started being published as recently as 1974, with the 

fall of the 1967-1974 Junta. They marked the first time that the Modem Greek 

language and Modem Greek Literature were established as officially integrated in 

school education -  until then, continuous shifts made sure that no such policy decision 

would last more than two or three years, and after that time another shift would take 

place and schooling would return to validating only the language and literature written 

in the ancient tongue.

With vernacular Greek literature finally institutionally established, the documents are 

a record of conference proceedings that deal with the concerns about the

1 Because English vernacular literary education has been addressed in the same manner in England and 
Wales, but not in the whole o f Britain.
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implementation of the vernacular language in the media and in language and 

Literature teaching. The Ministry of Education Directions fo r  Teachers o f Literature 

are also used (see Hunter 1991 on the validity of the Directions as objects of study), 

starting from the 1970s to the end of the century.

Three types of literary reader

Those English and Greek educational documents profess the emancipatory effects of 

reading Literature, and address literary reading as linked with social and political 

practices. Seeking to highlight the connections of literary reading with the social and 

the historical, but also the extent to which literary reading can stand on the text’s own 

terms and those of the reader, and be emancipatory and an aid to democracy, as the 

official documents claim, the thesis develops around the theorisation of three types of 

the reader of literature, and thus of literary reading. These three types of reader are an 

attempt to formulate a hypothesis that the thesis will seek to verify as it develops.

Firstly, the ‘adequate’ reader is for this thesis’s hypothesis the reader who has the 

necessary knowledge of the codes contained in the texts read and is able to understand 

the meaning of what she reads. Literary criticism has often imagined this reader as the 

working class pupil who knows what she reads, but needs to be taught how to read. 

The adequate reader is a reader who has the basic skills of reading, the reader at an 

early and necessary stage.

Secondly, the ‘dependent’ reader is the reader who has been constructed by literary 

critical and educationalist discourse as ideal. Her reading is the institutionally desired 

reading, the reading that would get a student of Literature good grades. This is a 

reader who flatters the choices of cultural institutions and organised signifying 

practices (see Easthope 1999: 42), and also receives support from them, which can be 

tangible in the form of educationally recognised ‘authority’: educational certificates -  

and in that way hers is a reading of ‘measurable’ success. As Heath and McLaughlin 

(1993b: 7) suggest, school assessment and policies are linked with the degree that the 

children are accepting of authority and of its diktats.
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Significantly, at one point in the history of vernacular literary education, this concept 

was reserved for the higher class reader, often modelled on the literary critic /z/mself. 

Leavisite criticism has been a proponent of that attitude towards reading, on the one 

hand with literary text choices that echoed Leavis’s personal choices, and on the other 

hand with the theorisation of an exclusivity of understanding the ‘secret and nebulous’ 

meaning and value hidden in the literary work of art. However, instituted literary 

education that determines specific works as of high quality may include outlets 

besides ritualised school education, like TV programmes, books, magazines and 

periodicals, hearsay, family and other informal, yet still institutionalised sources like 

social relations. This second type of reader is closer to Hunter’s (1991) approach, who 

saw the literary reader in education in a structuralist way.

This reader’s dependency, a constituting element in the second type of reader, 

although negative when it is dominating the reading, has a significant value when it is 

approached as only one element of the reading process. The dominant literary 

criticism itself, which through education may attempt to impose itself on the readers 

without allowing any alternative views to be heard, is nevertheless the carrier of a 

valuable tradition. As Williams suggested:

It is often an obstacle to the growth of a society that so many academic 
institutions are, to an important extent, self-perpetuating and resistant to 
change. The changes have to be made, in new institutions if necessary, 
but if we properly understand the process o f the selective tradition, and 
look at it over a sufficiently long period to get a real sense of historical 
change and fluctuation, the corresponding value of such perpetuation 
will be appreciated (Williams 1998: 55, emphasis added).

Tradition and the perpetuation that it implies are added upon an already significant 

formative power that education has:

Use of space, the shape and content of narratives, the pace and type of 
activities, and the ways in which youth leaders gave directions all 
emerged as the ‘stuff with which youngsters constructed their views of 
their own lives and of their potential (Heath & McLaughlin 1993b: 3).

The institutional determination of English literary reading within education (McCabe 

1978: 26, quoted in Bennett 1986a: 254) offers the reader significant support too, 

verifying but also counteracting impositions. Heath and McLaughlin (1993b: 3, 8-9) 

contended that any organisation that accepts the individual in its realm is a significant
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support for her -  thus a strong institution like education can be especially supportive 

in situations where other institutions, like family for example, contest the person’s 

freedom to express herself (and thus do not ‘accept’ the individual).2 Regarding the 

reading of literature, this special support, with the potential to offer the individual a 

‘lifeline’ (hooks 1991: 55) instead of oppression, works together with imagination -  

and in education it is channelled into specific routes that literary criticism has decided 

are appropriate.

The third type of reader that this thesis suggests exists is the ‘performing’ reader. 

This reader’s imagination has an active role in her reading and contributes to a more 

complete understanding of the text, and that understanding to a certain extent ensures 

that the relevance of her reading to her experience is prominent. Aristotle suggested 

that ‘the soul needs the product of imagination [phantasma] in order to understand’ 

(Aristotle 431b 2, also quoted in Ross 1993: 210-211). He also contended that thought 

appears when the mind discerns (recognises) a point of identity, a same point between 

two or more ‘images’, forms (Aristotle 434a 9, 100a 4-13, 980b 28 -  981a 12, also 

quoted in Ross 1993: 210). Williams also talked about ‘those specific and definable 

moments when veiy new work produces a sudden shock of recognition’ (Williams 

1979: 164, also quoted in Probyn 1993: 23), and how these make us grasp the reading 

meaning, the structure of feeling that are described in the work. For the performing 

reader, literary reading demonstrates points of sameness between what she 

experienced and experiences and the occurrences reported in the text.

The notion of imagination that uses something that is already there in order to create 

something else,3 is useful in the notion of imagination through reading: in the case of 

reading, imagination uses the read material as something already existent, in order to 

create another reality that goes beyond the read instance into social life.

Thus the performing reader's understanding moves beyond literary critical 

limitations, making her agency more prominent -  she ‘performs’ her reading, making 

it a social act that can affect the society around her. The argument that this type of 

reading influences the social process is based on historical examples, on Williams’s

2 See hooks’s notion o f reading literature as an escape from society’s and family’s suppression (hooks 
1991: 55, quoted in Probyn 1993: 147).
3 See Williams 1991: 262 on the use of a lived past in order to write fiction.
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notions of language and the literary text (Williams 1972a; 1977a; 1977b; 1991; 

1997a), on Bennett’s (1986a) assertions about the ideological character of literature, 

and on Steedman’s concept of the historical imagination (1992b: 44-45).

Literary reading as a social performance has led to social change. The contribution of 

the reading of vernacular English literature to the formation of the Adult Education 

Movement in the nineteenth century is indicative (as it has the later consequence of 

comprehensive education).

Williams on the other hand suggested that language should be perceived as 

performance (1977a: 27) rather than a system, as an ‘independent, creative, self

directive life’ (ibid.); he also contended that language and literature are integrally 

linked (for example Williams 1991: 188). The main argument of cultural materialism 

is that ‘device, expression and the substance of expression are in the end inseparable’ 

(Williams 1977a: 172). Influenced by Eliot (see Higgins 1999: 31, 24-25) and his 

notion of the literary dramatic text, in the end Williams saw text and performance as 

one (Williams 1972a: see 4-5), and he linked language with the social process. He 

viewed language itself as material and constitutive of the social process (Williams 

1977b: 15-16): the agency and imagination of the performing reader make it possible 

for her reading to have social influence (ibid.), in the same way that all cultural 

practices have constitutive features that affect and form the social process (Williams 

1977a: 19).

Language is primary because it is material... I believe that language is 
the material process of sociality (Williams 1977b: 15-16, quoted in 
Higgins 1999: 119, emphasis added).

The social influence of language is coupled with that of imagination in the definition 

of historical imagination. Steedman defined ‘historical imagination’ as the fantasy 

created by children in order to accommodate a romantic view of their life that they 

consider both true and not true (1992b: 44-45). Steedman sought to describe thus a 

play with the real, a validation for personal histories that do not necessarily 

correspond with verified historical fact:

I am very eager to tell readers, close to the beginning of the book 
[Landscape fo r  a Good Woman] that what they are about to read is not 
history. At the end, I want those readers to say that what I have 
produced is history; which would please me much more than anything 
else (1992b: 45).
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Bell hooks (1991: 55, also quoted in Probyn 1993: 147) also addressed imagination 

and reading as a lifeline in connection with creating an alternative, safe environment 

for children reading, referring to child readers who are facing difficult living 

conditions. In line with this, Macherey suggested that illusion within the literary text 

has a power of its own, which is a constitutive power (1980: 47; see also Hall 1996c: 

443).

Steedman (1992b: 44-45) suggested that different children ‘create’ their life history 

using the same romantic images, because they have been exposed to the same 

medieval or Elizabethan imagery. For the purposes of this thesis, historical 

imagination is the feeling and conviction that history has been (and reality is) what 

the person has come to imagine it is in relation to what she has read. This real is a 

mixture of received and created, written and personal fiction, but the point is that it 

can affect social change.

[The child knew] that the point isn’t what happened (...); the point is
what the child does with that history (Steedman 1992b: 46-47).

The concept o f the historical imagination is also relative to Williams’s structures of 

feeling. In Marxism and Literature (1977a) Williams described his structures o f  

feeling as ‘feeling’, ‘chosen to emphasise a distinction from more formal concepts of 

‘world-view’ or ‘ideology’, is ‘concerned with meanings and values as they are 

actually lived and felt’; ‘not feeling against thought, but thought as felt and feeling as 

thought’ (Williams 1977a: 132). Transformed in this thesis, what the historical 

imagination means includes more than what is felt and lived; it includes what is being 

created by the person so as to be lived -  a stronger element of emancipation. 

Williams’s ‘structures of feeling’ are also formative of reality, but the term historical 

imagination has the capacity to include both feeling formations and formations of a 

collective imagination. There can be a common vision for the readers who use their 

historical imagination, because there can be a common context -  as even what 

appears to us a crazy text can be understood by contemporary readers because they 

have been exposed to the same context (Bennett 1989a: 208-209). In Bennett’s 

theorisation of reading formations the main determining factor is context, perceived
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...as a set of discursive and inter-textual determinations, operating on 
material and institutional supports, which bear in upon a text not just 
externally, from the outside in, but internally, shaping it -  in the 
historically concrete forms in which it is available as a text-to-be-read -  
from the inside out (Bennett 1989b: 72).

This is ‘proposing a way of re-thinking context such that, ultimately, neither text nor 

context are conceivable as entities separable from one another’ (ibid.). It can be to a 

great extent a reduction of the text to context (Bennett 1989b: 71), but Bennett 

contended it is just as much an elevation of context into text.

Yet the notion of the performing reader moves beyond that: it addresses the text 

elevated into context. If text and context are inseparable, within the culturalist 

tradition and according to which ‘man is an active agent in the making of his own 

history’ (Hall 1986a: 42), the text is possibly responsible for the formation of a 

specific context, in the sense that reading activates its constitutive potency.

According to Colin Mercer, literary texts are social texts and have social functions: 

they ‘actively contribute’ ‘to the shaping of social relations through the ways in which 

they organise relations of class, community, nation and history (...) and inscribe their 

readers in those relations’ [Mercer (Colin) 1986: 183-184, quoted in Bennett 1990c:

4]. The conception of ‘culture as a constitutive social process, creating specific and 

different ‘ways of life” (Williams 1977a: 19-20) can be extended, through the notion 

of the performing reader, to reading being constitutive of social process.
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PART I:
READING ENGLISH LITERATURE: PEDAGOGY AND SOCIETY

CHAPTER 1
Th e o r e t ic a l  o ver v ie w

1.1.1 R o s e n  a n d  D o y l e  a s  p a r t  o f  t h e  p e d a g o g ic a l  m o v e m e n t  t h a t  s e t  t h e

QUESTIONS

As the text influences the context in which it exists and is read through the reader’s 

agency, literary reading can be constitutive of social existences. A decisive context for 

the literary reader is that of education.

The main theme of this thesis is the study of literary reading, and this first chapter 

attempts to review some of what has been written in the field of literary reading and 

set up some of the fundamental questions asked about it in the twentieth century. 

Whereas early English teaching since the late nineteenth century was related to 

literary criticism and focused on literature (the text), and the writer (characterised by a 

social elitism that can be traced back to the work of Matthew Arnold and Frank 

Raymond Leavis), English teaching of the second half of the twentieth century 

became more concentrated on pedagogy and on the reading of literature. Thus it was 

now the reader rather than the author who was seen as central in the act of reading, 

and attention was focused on the language that comprised the text rather than on the 

literary value of the text as a vague merit.

In the 1960s and continuing until the 1990s, reactions from the practical field of the 

discipline (Doyle 1989: 137), such as English teaching as it was experienced in the 

classroom, started to become more evident, supported by cross-disciplinary and 

international research and theory in education.

1.1.2 The influences that brought language to the forefront: Bernstein and Labov

Authors that had experience of teaching English Literature, like Harold Rosen and 

Brian Doyle, became part of a movement that from the 1950s onwards questioned the 

value of the educational system that taught Literature in a framework which had 

remained the same since the late nineteenth century. Influenced by empirical studies 

like those of Basil Bernstein and William Labov, they saw that system as limiting and 

discriminating against the children of lower classes.
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Bernstein had come from the field of sociology and developed into an educational 

sociologist -  hence he was concerned with class -  while Labov was a linguist -  hence 

he was mainly concerned with language -  but each dealt with both language and class 

in their work. Bernstein’s work was groundbreaking in that it addressed the different 

social backgrounds of the pupils in a classroom. He said that their different social 

class gave them a different experience of the language spoken and written within 

formal education -  and then introduced the notion of educability (Bernstein 1972: 

116). Labov’s work took that realisation a step further, demonstrating that the 

language of working class black children had its own structure and rules and was as 

valuable and able to express feelings and concepts as the middle class language type 

used in school (Labov 1976: see for instance 237-239).

Those seminal influences caused the emergence of smaller-scale or less known 

studies of classroom interaction (see Rosen 1973: 120-121 on some of them) in 

Britain as well as in the U.S.A.

In the U.S.A., Shirley Brice Heath, coming from linguistic anthropology (Heath & 

McLaughlin 1993b: 2), was deeply influenced by Labov [1976 (1972)] in her major 

work on classroom language and communities of different social class [Heath 1989 

(first published in 1983)]. In her ethnographic study of three communities and their 

school teachers and classrooms in the years between 1969 and 1978 (see Heath 1989:

5), she saw, in line with Labov and Bernstein, that the abilities working class children 

do have are suppressed in school (Heath 1989: 349, 353). This implied ‘that 

something is lacking in the family, and so in the child’, and the idea was that ‘the 

school has to ‘compensate’ for the something which is missing in the family, and the 

children are looked at as deficit systems’ (Bernstein 1972: 106). Heath also showed 

that middle class children are already trained in the way school operates within their 

family and in their other social activities (Heath 1989: 350-353). Her study addressed 

those problems with direct reference to teachers and classroom practice (Heath 1989: 

354-356), and the teachers involved in it had the chance to implement her 

ethnographic results in their own approach to the children. Their efforts offered 

support to children from all communities, and made it possible for children who 

would not otherwise have done so to succeed. Yet, following the schools in time, 

Heath reported that the teachers’ efforts were displaced by educational bureaucracy, 

and government policy imposed computer evaluation, to the disillusionment of the 

teachers (Heath 1989: 356-359).
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In spite of the outcomes in the geographical area where Heath worked, the fact 

remained that work such as hers was taking place. At this point in history it was more 

difficult for the old tradition to succeed in ‘silencing’ the effects of studies such as 

Heath’s, since there was an array of supporting discourse of academic status and even 

international trends. Indeed studies of classroom practice had appeared before, and 

their conclusions were significant; from the beginning of the twentieth century there 

had been voices like that of George Mead, who argued that language ‘puts the 

intelligence of the individual at his own disposal’ (Rosen 1973: 126, referring to 

Mead 1934), but they were undermined by the resistance of the established tradition 

o f literary criticism.

This time, reaction regarding established ways of teaching literary reading was 

forcefully represented by important academic figures and institutions -  different 

voices had crept into the strongholds of the old tradition. Due to historical conditions 

like immigration, society was also changing from within, and together with the fact 

that such protest was now itself ‘established’, since it had been going on for decades, 

it meant that objections had infinitely better prospects o f being heard and of 

‘intertextually’ starting a new avalanche of protest themselves.

In Britain, Rosen had started out his career as a teacher o f Literature and later became 

a professor at the London Institute of Education, overseeing the teaching of teachers 

o f English. Doyle’s English and Englishness on the other hand, influenced by the 

developments in the new project of Cultural Studies, gave a historical account of the 

construction of English as a discipline.

The works of Rosen and Doyle are important tokens of the realisation in British 

education that language and literature are linked together and jointly form the pupil’s 

consciousness of reality and her ability to respond to that reality. This led to the point 

that language therefore needed much more attention in the curriculum (see for 

example Williams 1991: 188; Rosen 1974: 19; Doyle 1989: 142). That realisation was 

at last expressed and heard, and their work and their proposals for change in English 

education were a step towards seeing English as a more complicated subject than 

literary criticism had previously admitted to. Instead of focusing on literary critical 

practice, emphasis was shifted to literary reading and literary education. English and 

Englishness contended that
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... First, English can be understood as a set of formal institutional 
mechanisms and curricular frameworks. Second, English is the locus 
for particular teaching and learning practices: this is the discipline’s 
practical content, its curriculum in action rather than as formally 
structured. And third, English remains a professional space offering 
employment, as well as its own documentary field with its own forms 
of association. Any proposals for change must address all three, and 
suggest alternative ways in which each might be related to the other 
(Doyle 1989: 136-137, emphasis added).

Rosen’s work attested to how an over-inflated attention to literary criticism in the 

classroom had rendered literary education’s language dry and rigid, hindering 

communication:

Most of the understanding which schools attempt to inculcate in a 
highly organised way is embodied in language. (...) [Yet] what are 
finely adjusted systems of discourse become all too easily verbal 
rituals clung to like talismans in every field from literary criticism to 
physics (Rosen 1973: 132-133, emphasis added).

Teachers of Literature warned about the effects of the pupils not understanding that 

‘talisman language’. It was in the classroom that the teachers realised that talking and 

understanding the teacher’s language was of great importance as a first step towards 

understanding abstract language (and hence literary texts) -  but the teacher’s language 

use could not start from this advanced level. Rosen thought o f the school as the main 

factor that could help pupils develop their use of abstract language, which in turn 

would help them to understand reality in a better way. He suggested that teachers 

helped pupils master abstract language by avoiding rushing them into it, respecting 

their pace and acknowledging their achievements (Rosen 1972: 124) -  talking was the 

first step in the process of making new meanings (Rosen 1973: 128).

1.1.3 From Latin and Greek to English Literature

The shift o f attention to language was a breakthrough for literary educational thought, 

since the history of literary education in Britain counted centuries of English being in 

effect a scorned language. English stayed in the background until the late nineteenth 

century, as the word ‘literature’ was reserved for Latin and Greek (Doyle 1989: 24). 

Even the advent o f English vernacular Literature in the schools’ curricula meant that
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Greek and Latin ‘remained almost exclusively the preserve of private (‘public’) and 

grammar schools and of the ancient universities’ (Batsleer et al. 1985: 19). English 

vernacular Literature was initially solely taught in state education (Batsleer et al. 

1985: 19) and was intended to educate the lower classes and women (Doyle 1989: 3- 

4, 11-12, 25) -  groups of the population to whom society did not recognise the right to 

aspire to significant educational qualifications. What they were allowed was access to 

vernacular English literature, which had ‘a dramatically lower cultural status than the 

upper-class masculine studies of Classics and Mathematics’ (Doyle 1989: 2). 

Gradually, a prominent position for English in education was secured for reasons such 

as the need of the empire to impose itself on its subjects that lived away from the 

metropolis and the necessity to man the administrative positions of the colonies with 

‘anglicised’ native people. The need for broader social control among British 

nationals was another reason why English literary education was used as a unifying 

‘apparatus’, in the hope that the lower classes, women and colonial subjects would 

forego their claims to common resources, misled by the substitute of a common 

culture.4

1.1.4 Developing an English literary criticism: Arnold, Eliot, Richards

English literary education as a common cultural asset that united society was a 

prominent concept in Matthew Arnold’s literary criticism. For him, English taught in 

schools could and should unite the social classes and eliminate any separatist efforts 

of the radical masses (Arnold 1962: 88, quoted in Baldick 1983: 34; Baldick 1983: 

59). He believed the masses needed guidance, symbols and institutions, like the state 

and the English literary tradition, even if these symbols and institutions had not 

reached their ideal form.

As in the late nineteenth century the clergy and aristocracy were losing their power, in 

Arnold’s numerous influential books and publications poetry was superior to religion, 

just as it was superior to philosophy and science (see Baldick 1983: 19, 34, 39). 

Against ‘political and religious advocacy of all kinds’, Arnold suggested that critical 

judgement, the way he conceived it, was unquestionable. For him, there existed a

4 Court 1992: 17-18; Doyle 1989: 11-12, 18, 60; Batsleer et. al 1985: 19, 20, 28, 30; Baldick 1983: 61, 
67-68, 72.
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natural response to the literary work that was self-evident and could not be debated 

(Arnold 1974: 130; Baldick 1983: 38-39).

American bom and later a British citizen,5 Thomas Steams Eliot used Arnold’s own 

arguments to simultaneously pay homage to him and reject his critical reign (Baldick 

1983: 112). Against the over-inflated humanist rhetoric of chauvinistic attempts of 

criticism that were the norm in the 1920s, characteristically expressed in the 1921 

Newbolt Report on the teaching of English in England, Eliot was going back ‘to 

Arnold’s European scope’ (Baldick 1983: 111; Arnold 1903: for example 79), seeing 

value in European literature rather than concentrating on the English.

He protested ‘against the inadequacies of English criticism’ (Baldick 1983: 133, note 

28, referring to a 1918 article of Eliot), and took a distance from the academic 

establishment of criticism -  yet his political and religious conservatism cancelled out 

the strength that this distance gave his criticism: he failed to see ‘the importance of 

the educational system as an agency for cultural continuity’ that Arnold had 

recognised (Baldick 1983: 131; Eliot 1962: 95-109, particularly 108).

The most important distance between the two critics was perhaps drawn by Eliot’s 

poetical aspirations. He was adamant that criticism and creation should go together 

(Baldick 1983: 113-114), and that the critic’s work should be restricted in favour of 

the creative process, because overemphasis in critical work would cause the author to 

fall victim to ‘a suppressed creative wish’ (Eliot 1950c: 7, 95; Baldick 1983: 114- 

116). In bringing creative work and criticism together, Eliot also suggested that they 

would have to be simultaneous, opposing Arnold’s view that they were historically 

alternating (Baldick 1983: 119-120).

At a time when English was making its first steps towards being institutionalised, in 

the early twentieth century, it was Eliot’s criticism that first offered it the concept of a 

literary tradition (Lodge 1989: 69; Eliot 1989a: 71-72). And he addressed that literary 

tradition not in terms of a valuable past that would unite society, but in new terms, 

formed within a literary critical theory of the author. In ‘Tradition and the individual 

talent’ as in ‘The function of criticism’, tradition is present in the consciousness or 

even the unconscious of the author, leading his steps in writing (Eliot 1989a: 71-72; 

1989b: 77).

5 http://www.google.com/search?q=cache:xeamBJrOxiMJ:www.qbbooks.com/Eliot.pdf+Eliot+was
+bom+in&hl=el
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Besides the author, what is important for Eliot is the text itself: whereas for Arnold 

poetry ‘is a criticism of life’ (Arnold 1903: 61), for Eliot the poem is autonomous 

(Eliot 1950c: 51; 1989a: 76; Baldick 1983: 119-120). He reconnected criticism with 

the ‘words on the page’, the text itself (Lodge 1989: 70; Eliot 1989a: 73, 75).

Although his conservatism made him unable to see education as an agent of progress 

and to recognise the power that education has in terms of supporting a cultural project 

of a wide range (Baldick 1983: 131), English studies as a university movement took 

hold of his groundbreaking criticism and expanded on it (ibid.).

Eliot’s stance towards education could be related to his own distance from the 

academic establishment (Baldick 1983: 130): he was a critic, but not an academic 

critic in the strict sense. Yet with his notions of literary tradition and his insistence 

upon attention to the words of the text, Eliot prepared the ground for the work of 

academic critics like I. A. Richards and F. R. Leavis (Lodge 1989: 69-70), who 

expanded upon his work ‘and used it for their own purposes’ (Baldick 1983: 131). As 

Baldick suggested:

[In Cambridge] the innovations of Eliot and Richards enabled what had 
been suspected of being a soft option, a frivolous subject, to adopt the 
appearance of strenuousness and difficulty proper to a serious branch of 
study (Baldick 1983: 197, see also 75).

In 1929, Richards published Practical Criticism and thus introduced a new method of 

reading literature and teaching its reading. Williams saw practical criticism as two 

methods in one: the one is the analysis of the text, and the other its evaluation, a 

search for its critical merit (Williams 1991: 183). The part of practical criticism that 

was analysis was adopted throughout the school system. The idea was that, based on 

the text rather than being based on the historical background of the literary work or 

speculations of what the author might have meant to say, analysis could accept that 

the reader could have a critical response to the text itself, without the critic as an 

intermediary. School children as readers were addressed in a more democratic way, as 

they had the same access to ‘personal resources’ of critical ability. The concept of 

personality that Eliot had rejected as a reference for the writer [for Eliot, ‘...the poet 

has, not a ‘personality’ to express, but a particular medium, which is only a medium 

and not a personality...’ (1989a: 75; also Eliot 1989b: 77, 81)], was returning
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‘through the back door’: as a reference for the reader, brought to the forefront by 

Richards.

Richards’s method replaced earlier methodologies (based on a knowledge and 

speculations about the history of the personality of the writer), and asserted that “we 

have nothing to rely upon in making our choices but ourselves” (Richards 1929: 351). 

Yet the word ‘practical’ concealed the fact that there was also a theory in practical 

criticism: theory was in reality inseparable with the practice in Richards’s work 

(Williams 1991: 183) and practice on its own was set out to fail because the reader’s 

natural response was not enough. The practical part of practical criticism in time 

prevailed in Cambridge English, at the expense of its theoretical aspect, and close 

reading and analysis became indispensable for English studies (Williams 1991: 215), 

but it then suffered from its self-imposed isolation (Williams 1991: 215, 183) from 

theory and from history.

1.1.5 Leavis

Frank Raymond Leavis took Richards’s practical criticism to another level, as he 

championed it with greater rigour and ‘improved’ upon it. Leavis thought that close 

reading and analysis o f literature, ‘practical criticism as it ought to be’ (Leavis 1987: 

175), could discover and animate the most central human values (Williams 1991: 

185). Thus his ‘project was not only to ‘revalue’ the accepted order of English poetry, 

but to establish the first authoritative critical scale upon which English novelists were 

to be measured’ (Baldick 1983: 162).

Yet his highly specialised selective tradition was in effect composed of works that 

served his own ideas about traditional values, which means that he could refuse entry 

to literary works which did not serve his purposes (Williams 1991: 185). What was 

strange was the intense Cambridge opposition to him, since his was just a stepping out 

on paths that had been already trodden by others at Cambridge, even though not 

admitted to (Williams 1991: 185, 214). Still, Leavis’s influence spread with the 

dissemination of his books and his followers who, having become ‘a faculty within 

the faculty’, had ‘over the years some surprising actual results’ (Williams 1991: 214). 

It moved ‘to define objective criteria for literary analysis’ (Ahmad 2000: 46).
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Culture and Environment: The Training o f Critical Awareness (1933), a book Leavis 

wrote with D. Thompson, played a most significant educational role, staying in print 

and in use by some training colleges until the early 1970s [Steedman 1999: 255,

(notes to Steedman’s article)]. His book The Great Tradition did not simply produce a

canon and a syllabus but also a critical discourse (Belsey 1982: 121), which, 

supported by his other works, affected the whole literary culture and the national 

educational system in a decisive way. And to a great extent rightfully, since Leavis’s 

early contribution was just as great as Eliot’s and Richards’s, as he took the focus of 

criticism away from the autobiography of the author and the historical conditions 

surrounding the work to the text itself, and made reading a matter of the reader. The 

impression is that Eliot had done this in a theoretical way, while Richard’s way was 

more academic, whereas Leavis’s influence and work were more focused on 

pedagogy.

Literary history, as a matter of ‘facts about’ and accepted critical (or 
quasi-critical) description and commentary is a worthless acquisition; 
worthless for the student who cannot as a critic -  that is, as an 
intelligent and discerning reader -  make a personal approach to the 
essential data of the literary historian, the works of literature (an
approach is personal or it is nothing: you cannot take over the
appreciation of a poem, and unappreciated, the poem isn’t ‘there’)
(Leavis 1987: 175, emphasis added).

The above example provides an insight as to why -  when Leavisite criticism became 

the norm, in spite o f having posed some right questions ‘with a campaigning energy 

and seriousness’ -  it gradually became just as imposing and undemocratic as the 

previous tradition of literary criticism (Williams 1991: 190-191). It shows that for 

Leavis the ideal reader was not any reader, but the critic himself (see also Leavis 

1976: 212) and thus he rendered literary criticism and critical judgement a highly 

discriminatory practice (Williams 1991: 185). He was led to this because he made a 

distinction between the correct reading and a misreading of the literary work, seeing 

literary reading as an exclusive practice, one which actively discriminated against a 

large proportion of culture and society.

In any period it is often upon a very small minority that the discerning 
appreciation of art and literature depends: it is (apart from cases of the
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simple and the familiar) only a few who are capable of unprompted, 
first-hand judgement (Leavis 1998 (1930): 13, emphasis added).

In line with Arnold’s notion of a self-evident critical judgement (for example, Arnold 

1974: 130), Leavis saw the critic’s reading as an expression of his ‘natural response’ 

to the work of art, rather than something that he needed to make an effort to learn.

‘Natural response’ was not seen as something developed and cultivated, but as 

something that was there already in the person’s personality, and only needed 

guidance and direction. In such a conception, the critic was bom a critic, not made 

into one. That the critic’s response was right, there was no doubt, nor was explanation 

needed or given; it was as self-evident as the superiority of the works of the Great 

Tradition.

The theme that repeatedly appeared in Richards (1926: 82-83), Arnold, Eliot and the 

Newbolt Report was that poetry can defend a society of traditional values in the face 

of social and cultural anxiety (Baldick 1983: 137). For Leavis, literary criticism was 

the appropriate ‘social force’ (Baldick 1983: 168) defending those values -  and in his 

case criticism would preserve an elitist society (Williams 1991: 185). Williams traced 

the reasons why Leavisite criticism prevailed, in that it served the political intentions 

of conservatism:

In its weak version this [the Leavisite tradition] has gone on, 
intellectually untroubled because in any case, until very recent times, 
this specific role [of the guardians and witnesses of the significant 
literature] fitted so well into the idea of a necessary and privileged 
humane university: an idea which, seeing dangers only from radicals 
and levellers, was eventually to find its assumption of privilege within 
a traditional social order undercut by the real social order that had 
come through not so much from the seventeenth as from the nineteenth 
century: a world of the open struggle of classes, including in education, 
and of the fierce priorities of industrial capitalism, with its very 
different ideas of what universities are for (Williams 1991: 187, 
emphasis added).
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1.1.6 The ‘French connection’: moving back to the ‘words on the text’ through
Barthes and structuralism

Leavis proclaimed that he did not propose close reading as a laboratory method, nor 

as a ‘technical apparatus and drill’, but ‘rather, [as] the use of intelligence upon the 

text’ (Leavis 1987: 176). The reader/critic’s ‘natural response’ did not mean an access 

to tools but an exceptional personality.

For Williams, one of the reasons why Cambridge English did not address Literature in 

a way that would expand and deepen ways of thinking and writing about it, was ‘the 

distance from modem linguistic studies, which were beginning to offer some more 

precise and varied forms of analysis’ (Williams 1991: 189). Structuralism used 

Saussurean linguistics as a way of seeing language and literature: as a system of signs 

that were interrelated in order to produce meaning (Lodge 1991: 1). Seeing language 

as a structured system implied that, for literary criticism, the text could be seen in a 

more scientific and systematic way (Lodge 1991: 2). Structuralism did not address the 

meaning itself that was produced (because that was ‘open to infinity’), but the forms 

and codes in the text that made meanings (Barthes 1991: 173), the common structures 

(Barthes 1977a: 80; Lodge 1989: 545). The tools and technical apparatuses that 

Leavis had rejected, even as concepts in the description of his method of close 

analysis (Leavis 1987: 176), structuralism embraced and promoted as analytical 

practice; thus it claimed the ‘possibility of a science of literature’ (Rice & Waugh 

1989: 23), and close reading became prominent in new ways.

It was now considered possible for the reader to dismantle any text using these 

tools/conventions, and then compose it again. The notion of the text itself was 

broadened to include anything that had something to say, from pictures and paintings 

to musical pieces. Already in the 1960s Roland Barthes was using Saussure’s 

linguistic mode of analysis, developing it and applying it to ‘a much wider field of 

signs and representations’; yet structuralism ‘seemed to confine the process of 

representation to language, and to treat it as a closed, rather static, system’ (Hall 

1997c: 41-42).
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1.1.7 Barthes: post-structuralism

Opening that system, and wanting to insert the subject in it, was the result of a process 

of reinstating the reader (Saussure’s approach involved a disregard of the reader in 

favour of the language of the text). From structuralism Barthes moved to post

structuralism, and to a position that was strengthening the reader (rather than the 

author). Yet he did that in a way different from that of Cambridge criticism: unlike the 

attention that Leavis and Richards had given to the reader, for Barthes reading did not 

depend on the reader’s personality but on the text itself (Williams 1991: 184).

Past ‘recriminations’ (Barthes 1977b: 148) of the reader were based on the personal in 

her: whether the reader would understand and appreciate that the literary text had 

been dependent upon her personality. The fact that, previously, a ‘genuine personal 

response’ was only met in a very small minority, i.e., only in critics [Leavis 1998 

(1930): 13], implied that the lack of appreciation was the fault of the reader’s 

personality. Rendering the reader a concept, that conception of a fault was eliminated 

and the text came to occupy a primary position in reading.

This destination [of the text, i.e. the reader] cannot any longer be 
personal: the reader is without history, biography, psychology; he is 
simply that someone who holds together in a single field all the traces 
by which the written text is constituted (Barthes 1977b: 148, emphasis 
added).

Also eliminated was the conception of the ‘right’ reading: in his ‘Death of the 

Author’, Barthes undermined not only the role of the author, but also the role of the 

critic and criticism (Barthes 1977b: 147).

Post-structuralism developed almost together with structuralism temporally, yet it 

involved ‘a more radical attack on critical orthodoxies’, including structuralism (Rice 

& Waugh 1989: 109-110). However, an important criticism was that structuralism 

stressed the structure of the text at the expense of its substance (Lodge 1991: 62).

At the level of concepts, in relation to literary study, language was central to both, but 

post-structuralism questioned the independent existence even of categories such as 

literature, the author and the text itself, and suggested instead that their identities are 

arbitrary; it stressed the ‘process’ of becoming instead of the ‘product’ (Rice & 

Waugh 1989: 110-111). Post-structuralism suggested that meanings and identities are 

unstable and saw language and its signifiers and signifieds as relative, even at the very
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primary instance (Rice & Waugh 1989: 111; Baldick 1996a: 175-176). (Eliothad seen 

English Literature as relative before, as a national value, but now the concept of 

literature itself was seen as relative).

Arnold had suggested that criticism could be a creative practice in itself (Arnold 

1903: 4); Eliot that criticism needed the literary work, and only the latter was 

autonomous (Eliot 1989b: 78); Leavis had suggested that criticism is a central human 

activity and that ‘the ideal critic is the ideal reader’ (Leavis 1976: 212; Steiner 1989: 

625); structuralism aspired to show that any reader could be a critic and an author, 

scientifically analysing, and therefore able to reconstruct, the literary work. Now, 

post-structuralism was going even beyond Barthes, dissolving the hierarchy that 

wanted the creative work to stand above its criticism, and even reversing the hierarchy 

between literature and criticism: ‘without criticism, ‘literature’ would have no 

meaning’ (Rice & Waugh 1989: 111; Baldick 1996a: 176).

1.1.8 More of post-structuralism: Foucault

Another significant representative of post-structuralism in regard to this thesis’s 

concerns is Michel Foucault. In his early work Foucault saw power, and therefore 

hierarchy, as central, and was defined as a structuralist. For him, writing is a form of 

power, and the text a system of subjecting the reader (Foucault 1996: 251). Yet a 

more adequate description of his work is post-structuralist as he ‘used the history of 

social and political institutions and discourses’ as his methodological tool (Lodge 

1991: 196) -  therefore he is not as far from history as structuralists were. Foucault’s 

practice is to ‘historicise grand abstractions’ (ibid., quoting Paul Rabinow). Yet, 

although he denied it, there are structuralist elements in his work, like his view of 

power as all-determining: for him, agency is only a product of the system itself (see 

for example Foucault 1981: 95).

The fact that power produces its own boundaries -  thus it also creates its own 

subversion -  opens the way for the relative agency implied in his later concept of the 

technologies o f  the se//" (Foucault 1980: 155; 1982: 209; 1988: 18, 27-28; Nixon 1997: 

322). Yet he saw even those processes to form or/and reform oneself, as offered to the 

self by historical and social institutions (Danaher et al. 2000: 128-130).

Foucault suggested that the author of a text is an ideological figure imposed as a limit 

because ‘we fear the proliferation of meaning’ (Foucault 1991a: 209): stressing the
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existence of an author, we stress that that author intended a specific meaning, or at 

least a finite number of meanings.

Whereas structuralism advocated the separation of the text from history and society, 

(Rice & Waugh 1989: 23), history and the social re-entered literary study with post- 

structuralism: meanings were seen in their social and historical context (Rice & 

Waugh 1997: 226). In America, from the 1930s to the 1960s, influenced by Eliot and 

Richards, New Criticism tried to see the literary work as ‘an organic unity’ of form 

and content, and gave attention to the text itself rather than to biographical or 

historical context in relation to it (Baldick 1996a: 150; Baldick 1996b: 17) -  but in 

that way it did not avoid formalism (Radway 1991b: 2); New Historicism on the other 

hand, in the 1980s, drew on post-structuralism [also, particularly on Foucault’s notion 

of power (Rice & Waugh 1997: 228)] in order to express a revived interest in the 

historical and political context of the literary work (Baldick 1996a: 150) -  even 

though, for post-structuralism, history is ‘the shifting and contradictory 

representations of numerous histories’, a process and not a set of unified historical 

eras (Rice & Waugh 1997: 228).

1.1.9 The shift of attention from post-structuralism to language: connecting 
social class and language

The attention to the process instead of the product, which post-structuralism stood for, 

and the return to the use of history in analysis (in historicising the meanings of the 

text) brought to the forefront the relativisation of value. Since within post- 

structuralism even identities were relativised and their fixed meanings doubted, the 

notion of historical and cultural relativity of the literary work and of the reader’s 

reading emerged more strongly.

As we saw, Eliot had first addressed the value of English compared to European 

literary culture as relative, at a time when the country and its criticism was based on 

chauvinist views of literature (Baldick 1983: 111). Now once more, Doyle suggested 

that there is a lot to be gained from ‘the cultural relativisation of Englishness’ (Doyle 

1989: 139). The implications for the classroom were that English would no longer aim
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to unify the readers socially, and the lesson would respect a different linguistic use of 

the same language.

We also took the view that linguistic diversity is potentially a source of 
strength, an access of new resources and new abilities. (...) Pupils could 
be encouraged to take pride in the languages and dialects they could 
muster and an interest in the nature of language variety (Rosen & 
Burgess 1980: 4).

Labov and Bernstein’s 1970s research and conclusions were thus evidently part of a 

general educational climate, influencing and being influenced by it. The mark of 

Labov and Bernstein’s work is evident in later works like Languages and Dialects o f  

London School Children (Rosen & Burgess 1980), and in the fact that centres like the 

Centre for Educational Disadvantage were created during these three decades (Rosen 

& Burgess 1980: 1).

The broad criticism that Bernstein’s work attracted is an indication of the attention it 

drew. Rosen too suggested that Bernstein’s work could be interpreted in both 

conservative and groundbreaking ways, as the Plowden Report’s use of it that 

followed showed. Focused on class and making it look as though working class 

people are themselves responsible for their limited access to an education which is not 

socially accessible to them, the Report avoided confronting the broad social and 

educational issues o f social relations.

Many immigrant children are at a disadvantage because of the poor 
educational background from which they have come. It is difficult 
to discriminate between the child who lacks intelligence and the 
child who is suffering from ‘culture shock’ or simply from [an] 
inability to communicate (Plowden Report 1967: 70, emphasis added).

Yet the vagueness of Bernstein’s work, and the difficulty in understanding it that 

served ‘both right and left in education politics’ (Rosen 1974: 2), did not negate its 

contribution. His work provided a strong answer as well as a tool to elitist stances of a 

tradition of authority that started in the late nineteenth century and was revived in the 

1950s.

Indeed the success of English as a discipline and the beginning, in the late 1950s of a 

period of ‘even more buoyant growth’ (Doyle 1989: 108), contributed to the rise of a 

new right, comprised of people concerned about preserving the elitist character of
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literary education. In 1963, Albert Sloman, Vice-Chancellor of the new University of 

Essex, saw the expansion of education as resulting in a ‘drop in standards’, 

responsible for which he saw the inclusion of students coming ‘from homes with no 

tradition of culture or learning’ (Sloman 1964: 11-10, quoted in Doyle 1989: 113). In 

the 1960s and 1970s a large number of university teachers of English protested 

against mass instruction. For them, ‘those unfitted to benefit’, the ‘lazy’ and ‘unable’, 

should be excluded from English teaching (Doyle 1989: 119-121).

Indeed the Leavisian tradition had not given way (Leavis’s The Great Tradition was 

first published in 1948 and continued to be published at least until 1982). It owed 

much of its appeal to the fact that it was received and used as flattering of 

conservative forces and established authorities (Williams 1991: 187), and Doyle, 

Rosen and many other academics (Doyle points to the contributors of Widdowson’s 

Re-reading English) had to fight against voices who would have abolished ‘dissident 

books and courses’ (Doyle 1989: 138) in a way that would neither have claims to 

democracy nor would care to.

Even earlier than Widdowson’s and Doyle’s books, there were significant reactions. 

For Collie, English, instead of seeing itself as the saviour of civilisation, should 

devote itself to instil to students ‘mental discipline, the capacity for argument, and the 

[capacity for] independent, sensitive, and rigorous sifting of evidence’ (Collie 1958: 

184-185, quoted in Doyle 1989: 106). On the other hand, Barbara Hardy (1973), a 

teacher of English herself, urged a shift from ‘authoritative monologue’ to ‘open- 

ended conversation’ with the pupils (Doyle 1989: 126). It was realised in the 

classroom that intense work rather than ‘natural response’ was needed in order to read 

and appreciate literature.

Let us accept the shifting of taste, and let us show our faith in the Great 
Tradition by teaching as much as possible of the literature we admire, 
without worrying too much about canons and with attention to 
variety rather than moral unity. Let us admit that good taste and 
proper judgement have to be worked out slowly and painfully and 
personally, and it is each man for himself (Hardy 1973: 35, quoted in 
Doyle 1989: 127, emphasis added).
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‘Slowly and painfully’, it was realised in the classroom that the teaching of language 

and the practice of reading itself could lead to more adequate ways of teaching 

Literature and reading:

Tony Davies has said that ‘the real effectivity of ‘literature’ as a 
practice’ is to be found in the humdrum activity of English teaching. 
However, he continues, it would be wrong simply to seek an account of 
actual practices within ‘critical’ work: instead, it is necessary to attend 
to the ‘disjointed and episodic philosophy’ which is activated in the 
course of ordinary teaching [Davies (Tony) 1982: 34, quoted in Doyle 
1989: 126].

1.1.10 The new movement: a turn  towards the classroom with Rosen and Doyle

Reading Literature and its effects were now more evident in the classroom where it 

was practiced, than in the work of a critic. Thus literary criticism lost its grip on 

literary teaching when sociological and linguistic/anthropological views connected 

‘literature, teaching and politics’. From Bernstein and Labov, concerns about the 

reading of literature moved to occupy pedagogy through Cultural Studies (Doyle) and 

pedagogical thought (Rosen).

There is a way in which the present book results from the emergence of 
a larger movement of critics, teachers, and students which over the past 
decade or so has been actively concerned with reconsidering and 
challenging the received wisdom about the actual and desirable 
relationships between literature, teaching, and politics (Doyle 1989:
15-16).

Teaching ‘against the environment’ (Hardy 1973: 33), those critics, teachers and 

students formed a movement for change ‘from within’ (Belsey 1982). They were later 

joined by other academic efforts that were in direct correspondence with them, like 

that taking place in the London Institute of Education and therefore focused on the 

teaching of English (see Meek & Miller 1984; Batsleer et al. 1985; the Changing 

English journal o f the London Institute of Education; Widdowson’s Re-reading 

English).
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The particular critique echoed in Rosen and Doyle’s work constructed a version of 

English which was neither nationalist nor traditional, but strongly influenced by work 

on language, social class, the Cultural Studies critique of English and post

structuralist theory:

I take the view that ‘English’ should be reconstituted as the study of 
how verbal and written fictions have been produced and used, 
socially channelled and evaluated, grouped together, given social 
significance, institutionalised, transformed, repressed, and eliminated.
Such studies should be fundamentally relational in that the assumed and 
projected positions of the individual reader, author, text, and users 
would all be studied within social semiotic processes, or the making and 
unmaking of lived meanings. Conceived in this manner, the study of 
English would no longer primarily serve to produce professional 
academic masculinised literary critics, or even mature men. Instead, it 
would be the purpose of such study to develop in students (teachers and 
taught) a sense of the cultural importance of the ways in which fictions 
are made, moulded, and channelled, with a view not only to more 
adequate and active involvement in making use of fictions, but in their 
production and circulation; and in developing new and more democratic 
links between modes of consumption, production, and social 
dissemination (Doyle 1989: 142, emphasis added).

The notion of literary reading implied in the above quote is very different from earlier 

constructions o f what it could or should be. And the following provides an image of 

teaching that focuses on language and its use as a key step towards reading literature, 

which can be said to be a reasoned conclusion to the journey through all the 

previously described research and theory.

In all that I have said I may possibly have given the impression that I 
believe that working-class speech is as fine an instrument as could be 
devised for communication and thinking, and that middle-class speech 
is pretentious verbiage. That would be absurd romanticism. I am saying 
that the relationship between class and speech cannot be described or 
understood by the usual sociological methods. Working-class speech 
has its own strengths which the normal linguistic terminology has not 
been able to catch. There is no sharp dividing line between it and any 
other kind of speech, but infinite variations in the deployment of the 
resources of language. I do think there are aspects of language 
usually acquired through education which, given favourable 
circumstances, give access to more powerful ways of thinking; but 
given the conditions of life of many strata of the middle class, the 
language acquired through education can conceal deserts of 
ignorance. Moreover, the middle class have often to pay a price for the
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acquisition of certain kinds of transactional language, and that is loss of 
vitality and expressiveness, and obsession with proprieties (Rosen 
1974: 19, emphasis added).

1.2.1 H u n t e r  a n d  G r e e n : L it e r a r y  p e d a g o g y  f r o m  a n  a c a d e m ic  a n d

THEORETICAL PERSPECTIVE

Another current of pedagogical discourse which appeared in the 1980s and 1990s, 

brought academics like Ian Hunter and Bill Green, via a different route, to the same 

concerns about educational language and educational practices as those of Rosen. 

Hunter and Green saw literary reading once more through the lens of pedagogy, but 

this time dealt with the discourse in a ground that was more theoretically oriented than 

based on day-to-day school practice -  since they were not educationalists, nor was 

their research based on empirical schooling evidence. Coming from Australia, Hunter 

and Green’s work instead testified to the significant ways that European socio- 

philosophical thought (mainly led by Foucault) was channelled into the literary 

pedagogical discourse.

The Marxist approach to literary pedagogy had taken the stance that the established 

educational practice serves the middle class, and the ‘personality’ ‘taught’ is a middle 

class personality. Hunter suggested instead a more structuralist Foucauldian stance, 

according to which the techniques of achieving that personality are more important 

for pedagogical study than their effect, the aesthetic personality, or the class they may 

have represented -  and at any rate he contended that the pedagogical techniques do 

not represent any one class, nor do they exclude the interests of any other class 

(Hunter 1991:59, 62).

According to Hunter, “ personal growth’ English emerged from a series of 

pedagogical innovations independent of any particular class ethos’ (1991: 61). The 

political character of the broader ‘welfare system’ developments that came from 

working class struggles, was also present in other classes’ struggles to sustain their 

rights. All social institutions and developments were a result of efforts of the whole of 

society, a result of conflicts and their solutions, rather than a result of the actions of a 

sole class or stratum. This is not foreign to class interests, but reminiscent of the 

Gramscian notion of an alliance between classes so that they would temporarily
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master ‘a particular theatre of struggle’ (Hall 1996f: 36; see also for example Gramsci 

1999: 269-270, on the ‘alliance’ of the bourgeois and the old feudal classes).

Hunter contended that ‘there is no way that the means of political representation can 

be derived from classes as positions in the relations of production’ (Hunter 1991: 62). 

The means of political representation are for him more powerful than any class, and 

not identifiable with any class. Thus the means, the ‘apparatus for political 

calculation’, the ‘instituted forms of political calculation’ (Hunter 1991: 63, 62), the 

‘techniques’ themselves ‘of political calculation and assessment’ (ibid.) are beyond a 

class, they were a ‘class’ of their own, since power is in reality concentrated on them 

rather than on class and class interests.

Concentrating on the techniques, he suggested that English under the reign of the 

‘self-cultivation of aesthetic personality’ is a specific ‘ensemble of ethical techniques 

and pedagogical practices and relationships’ (Hunter 1991: 73) which excludes other 

techniques (not the interests of other classes). The student is not taught the ‘technical 

expertise’ (ibid.: 80) for other circumstances in which ‘social relations [were] 

constituted by legal or ethical institutions, political or religious technologies’ (ibid.: 

73), and thus she is not prepared for them, she hasn’t acquired the types of person that 

she needs to be in social life, outside the educational terrain. For Hunter, self- 

cultivation doesn’t achieve a whole personality, but an aesthetic persona, a type of 

behaviour, a specific technique:

[that is] only one among several that the individual may come to occupy 
as the bearer of a range of statuses defined by familial and public life -  
by the social relations constituted by legal or ethical institutions, 
political or religious technologies. Only in novelists and critics, students 
and teachers of English, cultural sociologists and historians, the 
remnants of the cultivated classes, and a certain species of cultural 
journalist will the aesthetic persona appear to define the individual who 
occupies it. For others, occupancy is more or less sporadic and 
contingent (Hunter 1991: 73).

I would suggest that Hunter related the aesthetic personality, the goal of the pedagogy 

of self-cultivation, to bourgeois literary criticism the way that it is described in 

Williams’s Orwell, even though he contested it in the face of Marxism also, which 

also addressed literary pedagogy in terms of an ideal, aesthetic personality (Bennett 

1985: 47, quoted in Hunter 1991: 65). In Williams’s interpretation of bourgeois 

criticism, the aesthetic personality, the reader, is not supposed to read any reference to
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‘real’ social life in the literary text (Williams 1971b: 37-38); the reader and the text 

are estranged from society. In the self-cultivation discourse, the aesthetic personality 

is a persona, a technique that is only useful in school; the reader is estranged from the 

rest of society since her aesthetic persona cannot be used in legal, ethical or other 

social instances. Thus Hunter proposed that English teaching should be seen not in 

political but in structural terms, so that:

To argue against English by identifying it with a political doctrine or 
programme -  as many have done in the instances of Eliot, Lawrence 
and Leavis -  is thus beside the point. Aesthetic education is less 
concerned with doctrines than with forming the self who will adopt (or 
eschew) doctrine; or, with forming a capacity to treat (any) doctrine as 
an occasion for self cultivation. It is not a political analysis of English 
that we need today but one capable of situating English as one 
technology of the self amongst others. We have already argued that the 
ethical and political limits of literary education and the aesthetic 
persona cannot be read off from the bits of the ‘human personality’ or 
the forms of political development that they are alleged to disqualify or 
repress. Instead, these limits must be patiently constructed, in the 
absence of an alternative general idea of human development, by 
arguing the need for ethical abilities, social competences and 
personal capacities -  in short, for types of person -  other than those 
formed by the aesthetic regimen (Hunter 1991: 78, emphasis added).

Nevertheless, he went on to assert that:

A pedagogy transmitting the techniques of the aesthetic practice of the 
self as an ‘over-riding value’ thus runs the risk of incapacitating 
individuals for significant kinds of social and legal agency. A ‘rich 
personality’ is in this regard a poor substitute for practical competence 
in a range of non-personal social, legal and political spheres (Hunter 
1991:79).

Yet:

Outside the status [that the individual occupies] is not the untapped 
potential of the human subject -  temporarily fixated by ideology -  but a 
scatter of other statuses (Hunter 1991: 73).

So English is not a political doctrine, and the aesthetic intellectual is ‘a definite, 

limited and normative exercise’ rather than a personality that transgresses boundaries
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(Hunter 1991: 80); a specific technique of social behaviour under specific 

circumstances, the aesthetic personality does not stand for a particular class, but for a 

particular social role and limited as it is by the boundaries of administrative and 

normative education, it is only a technical, instituted expertise (Hunter 1991: 80). 

Thus, in his effort to stress the importance of ‘pedagogical techniques, norms and 

relationships’ in literary education, Hunter did not avoid the danger of reducing 

education to only that, of seeing English as merely a set of these (Hunter 1991: 57, 

59). He made the mistake to ‘exploit [a] part of this environment [man’s natural 

environment] in isolation’ (Williams 1993: 336).

The ethical character of English is not a gloss on the true political 
organisation of society which it misinterprets. Rather, it is a sign of the 
fact that English emerged as a support for a machinery of moral 
training -  supervisory techniques, the teacher-student couple, the 
organisation of pedagogical space and so on. Here social norms are 
realised not in a specific set of political ideas, but in an ethical 
technology, susceptible of varying political investments, in which the 
cultural attributes of populations are constructed through the formation 
of individual selves. In short, the deployment of literary education 
obeys neither the logic of ‘culture’ nor that of its twin, ‘ideology’ 
(Hunter 1988: 121, emphasis added).

The problem with this view is that it approaches education as contentless, with a 

disregard for its ideological content and function.

1.2.2 Ideologically empty

Whereas Bennett rejected the notion that ‘an ideal of personality might be forged that 

would be of equal service in the multiple, intersecting but, equally, non-coincident 

foci of struggle constituted by black, gay, feminist, socialist, and, in some contexts, 

national liberation politics’ (Bennett 1985: 49, quoted in Hunter 1991: 59), Hunter 

rejected the notion that any whole personality might be forged by aesthetic (English 

literary) education (1991: 59).

For Hunter, the issue that critical pedagogy ought to concentrate on is not the ideal 

personality that education aims to structure according to the pedagogical discourse of 

self-growth; the issue to concentrate on is not the effect of education -  which at any 

rate he doesn’t see as a complete personality but as a persona, a type of person -  but
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the way education tries to structure that type of person (the normative set of practices, 

the process of education). Theorising pedagogy at the level of the process involves a 

practical aspect, in ways that the generalised and vague notion of the ideal personality 

does not. Although Hunter rejected the notion that class interests are excluded from 

literary education, his argument involved other exclusions: he argued that there are 

other personas, behaviours and technologies of the self that could be structured via 

literary pedagogy which would enable the student to act satisfactorily in other social 

instances, outside the educational terrain.

Implying that literary education had been overestimated in that it thought itself 

capable of creating a whole personality, he put the pedagogical discourse back under a 

framework of tangible effects rather than broader ones. And although he himself 

underestimated the broader social effects that the normative process of literary 

education may have on the pupil, his focus on the process itself was especially 

enabling for educational change.

The idea of the cultural improvement of whole populations first became 
thinkable and achievable inside a constructed apparatus of government. 
Disconnected from this apparatus, the proposal that true education 
depended on the reconciliation of culture and society was marginal and 
utopian; and it remains so today (Hunter 1988: 267).

Indeed in the nineteenth century, when criticism and the human sciences were not 

institutionalised, there were no ‘systematic and widely disseminated means for 

making sure that either or both would be taken up’. (...) ‘Each could well have 

remained a separate and voluntary minority cultural practice’ (Hunter 1988: 212), 

especially since the narrative involved in their practice perceived them as something 

‘internal’ and dependent on intellectual action rather than something ingrained in the 

external (in the sense of generalised), ‘nature’ of man.

The only way to achieve change is through the normative apparatus, the process of 

English education, and the theorisation of that as the most important issue in 

pedagogical thought makes it easier for renewing proposals to be implemented.

The pedagogical relationship is no less (and no more) fundamental or 
real than any other social relation; and the self that it gives birth to is
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not a state of consciousness but a whole set of techniques, practices 
and dispositions through which individuals acquire a real and 
irreducible capacity for regulatory ‘work on the self by the self (Hunter 
1991: 57, emphasis added).

Through adjustive techniques not unlike those which Donzelot (1979: 
169-235) has isolated in modem psychology, literary pedagogy permits 
social norms to surface as personal desires to become the stake in 
social regulation (Hunter 1988: 125, emphasis added).

1.2.3 An unaffected personality?

Although social norms become like personal desires through literary pedagogy, 

personal desires themselves fade in the background, as does a psychological view of 

education that involves the student more actively in the process of learning how to 

read literature. Related to this lack of consideration for ‘psycho-emotional 

investment’ (Green 1991: 220) is another significant point about Hunter’s view of 

literary education: his scepticism about the assertion that the pupil’s personality is 

affected by the teacher’s judgement of her performance. Opposing Bennett6 and 

Sinfield7 in this, he asserted that it is the student’s ‘performance’ that is judged, when 

the student acts out the normative persona which education is trying to establish in 

her: ‘what we are dealing with is an aesthetico-ethical judgement of the normative 

persona or sensibility that the student must acquire’ (Hunter 1991: 70).

Hunter’s method of seeing education as a set of techniques did not take into account 

that even when the teacher’s judgement is not about the pupil’s ‘potential as a human 

being’, it can be perceived as such by the pupil and by the social environment, and 

thus it can have that effect. ‘The forms of calculation and norms of development -  the 

instituted expertise’ (Hunter 1991: 80) that education is, is not one-dimensional; it can 

be socially decisive if it is treated as socially important. At any rate a social attitude 

that will give social importance to techniques learned through education is not 

uncommon, and the judgements of the teacher and the school tend to have a social 

effect that extends beyond the technical expertise that Hunter described as at the 

centre o f English teaching.

6 Bennett 1985: 47, 49, in Hunter 1991: 59, 65.
7 Sinfield 1985: 136, in Hunter 1991: 59, 65.

31



Besides its inadequacies though, Hunter’s method of approaching literary pedagogy 

has one very strong point: focusing on the normative character of education and on 

the techniques learned helps the possibilities for intervention in education, by 

reducing the excuses of difficulty that imponderable factors like psychology and 

social attitude may provide the reformers with. Approaching the problems of 

education through the structures and techniques learned, makes the problems more 

tangible and practical, and thus more accessible.

1.2.4 Structure combined with agency: Literary pedagogy ‘at once 
enabling and constraining’ in Bill Green’s work

Whereas Hunter suggested that there is no ‘superordinate concept’ of the ideal 

personality, Green contended that there is no such concept of reading ‘which can be 

called on as a kind of transcendental signifier’ (Green 1991: 211).

Whereas Hunter contextualised the reader, thus cancelling out some of her agency, 

Green contextualised the act of reading. He agreed with Hunter in regard to the 

normative character of literary education, since for him ‘reading pedagogy is 

recognisably complicit in a general project of social discipline and moral regulation’ 

(Green 1991: 225) and is dependent on governing assumptions that are chiefly due to 

its institutional support (Green 1991: 213). But he nevertheless stressed that ‘it is 

important to argue for a view of meaning in English teaching which brings 

together structure and agency, reconceptualised, as a new form of open-ended, 

dynamic unity’ (Green 1997: 25, emphasis added).

In connection with this, he sustained that there can be no context either, not in the 

sense in which ‘matters of occasion, place and situation are posited independently and 

outside human events and activities and as existential ‘containers’ for them’ (Green 

1991: 214). Rather than that, he was in favour of a contextualisation that placed text 

and context ‘as intricated and mutually constitutive signifying practices’ (Green 1991: 

215, also referring to Kress & Threadgold 1988: 237).

‘In the pedagogical context’, Green used McHoul’s work (1991) to state that ‘reading 

is the meeting of grammar and consciousness’ (Green 1991: 216). Quoting McHoul, 

Green suggested that

[reading is] ‘knowing how to play with texts strategically. It arises (...)
when we enact certain differences -  differences between readings and
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other sorts of events’. What this means is dependent on ‘the scene of 
enactment’ -  the ‘context’, understood specifically in semiotic terms, 
that is, as a situation-type (Green 1991: 219, also quoting McHoul 
1991).

When the ‘scene of enactment’ is education, reading is a social practice. In spite of 

the fact that both Hunter and Green are theorists rather than educationalists, their 

work followed on from the work of educationalists, and they both stressed the 

importance of the role of teaching and of the teacher (see Hunter 1991: 57; Green 

1991:216-217).

Thus, seeing reading through a ‘socially-managed pedagogy’ (Green 1991: 220) takes 

reading and learning away from the private and the internal, and makes it a material 

and public thing, involving the enactments of reading and involving the social 

environment, the frames that surround reading (Green 1991: 217). Green provided for 

what Hunter did not: the perception of reading and learning by the teacher and the 

student, that Hunter ignored as he stressed the process rather than its effects. In fact, 

moving towards the effects of reading, Green made a useful stop at the psychological 

traits of the teacher/student relationship:

What is arguably missing from this account is a sense of the 
significance of desire, as a necessary supplement to the power- 
knowledge nexus, and the relationship between social power, psycho- 
emotional investment and the symbolic order. (...) [This requires, in 
other words] an adequate theory of subjectivity (Green 1991: 220).

What is especially important is that Green rejected psychologism and moved towards 

curriculum as a social practice, seeing even its psychological impact as something that 

needs to be treated as a material effect (Green 1991: 221). Still, he cautioned against 

staying on the surface of things that this aversion to psychological traits of the 

teaching/learning double nexus might suggest. Committed to ‘programmes for social 

change and cultural mobilisation’ (Green 1991: 221), he suggested that to reduce 

social analysis to appearances would empower conservative appropriations and an 

anti-humanism that would disable those analyses. The classroom and pedagogic space 

generally, are not as limited and constricted as one type of discourse would have it 

(Green 1991: 232). Green invited ‘a critical-democratic schooling project’ (1991: 

230), accepting the constraints of curriculum, but also addressing it in relation with
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agency: he professed the existence and need for ‘resistance and struggle and a sense 

of pedagogic possibility’ (1991: 226).

Seeing context in a semiotic way, echoing Derrida’s approach (1982), Green 

addressed instead reading pedagogy as a participation in the making of the self (Green 

1991: 224) aided by Foucault’s notion of the technologies of the self (1988, quoted in 

Green 1991: 223): reading is the process of “ writing’ one’s self into being’ (see 

Foucault 1988: 18,27-28).

It would be extremely interesting and worthwhile to use these 
observations to develop an account specifically of reading in relation to 
both self-production and what can be described as the socialisation- 
effect. (...) Reading, therefore, is to be understood within the terms 
of a reconceptualisation of socialisation as a form of ‘socialisation’ / 
‘subjectification’, and this is to be understood in turn within the 
terms of the Foucaultian notion of the double-sidedness of 
disciplinary — and pastoral -  power, as at once enabling and 
constraining (Green 1991: 223-224, emphasis added).

Reading pedagogy is a social training, which leads the individual to a piecemeal 

development towards understanding himself as a social being of a certain type, ‘and 

hence to participate in his own social construction as subject/individual’ (Green 

1991: 224). This notion of social subjectivity through reading and reading pedagogy 

deals with ‘a particular production/projection of distinctive forms of sensibility, 

character, identity and self-understanding’ (Green 1991: 224).

1 3 .1  R a y m o n d  W il l ia m s : c u l t u r e  a s  l iv e d  p e r f o r m a n c e

The reader’s agency was also advocated by another critic, one with a broad and 

significant influence: Raymond Williams. Although he was ‘first and foremost a 

literary and cultural critic’ (Higgins 1999: 123), Williams’s work constituted a major 

contribution to all the disciplinary and critical fields where socialist thought had an 

input (see Higgins 1999: 1), particularly in relation to the project of Cultural Studies. 

His work was published in the period extending from the 1940s to the late 1990s, 

while he was alive but also posthumously, and his influence is clear even today. His 

view of human agency based it on a collective, community framework, and made it a 

recurrent theme in his critical endeavours.

34



Williams was bom into a Welsh working class family and moved from grammar 

school to Cambridge, first as a student and then teaching. Partly owing to his working 

class background, his work carried the agenda of the working class radicalism of 

someone who had believed in Marxism and was later disappointed by it (see Williams 

& Eagleton 1989: 177 on the use of ‘disappointed’ rather than ‘disillusioned’). Thus 

through his thorough knowledge and understanding of it, he sought to better the 

Marxist approach to society and to the social being (also in view of his work’s 

correspondence with the work of later Marxists such as Goldmann and Lukacs). His 

proposed way was to take the concepts of culture and society away from a 

formalist/structuralist point of view to one that accepts their central and constitutive 

role. For Williams, culture and society form a whole, and human agency and 

participation in the cultural and social signifying practices is integral to this whole.

1.3.2 Stressing human agency: the critique of functionalist and structuralist 
approaches and of formalist Marxism

In a 1976 essay that was included in his book of the same year, Criticism and 

Ideology (1998 in this thesis), Eagleton defined Williams’s work as Teft-Leavisite’ 

and his intellectual course as one aiming towards a ‘genuinely Marxist criticism’ 

(quoted in Higgins 1999: 4). Eagleton’s tenet was that the disciplines of English and 

Marxism had been central and formative to Williams’s work. Williams himself, 

however, maintained that his position towards both Marxism and orthodox literary 

criticism was oppositional and combative (Higgins 1999: 123-124). In 1977, Williams 

denied the label Teft-Leavisite’, and suggested that

the basic fault of the kind of formalist Marxism which Eagleton is now 
in is that it assumes that by an act of intellectual abstraction you can 
place yourself above the lived contradictions both of the society and of 
any individual you choose to analyse, and that you are not yourself in 
question (Williams 1977b: 12, quoted in Higgins 1999: 5; see also 
Williams 1977a: 64, quoted in Higgins 1999: 118).

In particular terms, Williams kept ‘an ever-sceptical and ever-critical stance towards 

the later trends of Althusserian and post-structuralist theory’ (Higgins 1999: 2-3, 126;
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see also Williams 1977a: 19-20). He considered Althusser’s work limiting, because it 

was based on a formalist Marxist account (Higgins 1999: 99) which saw human 

agency as constructed from within the social structure, as a result of a sort of ‘agency’ 

of the structure rather than that of the person.

I see, practically and theoretically, the estranging consequences of the 
general assumption -  as active in modernist literature as in theoretical 
linguistics and structuralist Marxism -  that the systems of human signs 
are generated within the systems themselves and that to think otherwise 
is a humanist error (Williams 1991: 223, also quoted in Higgins 1999:
149).

What Williams suggested instead was that the social system is accessible to 

‘individual acts of will and intelligence’ (Williams 1977a: 28), and thus that the two, 

the social system and the individual, are closely linked, but do not necessarily 

consume each other.

1 3 3  The educational structure — the educational process

In relation to Hunter and Green’s suggestions about the importance of educational 

structure and the student’s agency, Williams is closer to Green’s theorisation of 

reading pedagogy, which stressed agency. His work does not cancel out the 

importance of the educational structure, nor that of the normative process of education 

which Hunter stood for, but he doesn’t stress these at the expense of agency, as 

Hunter did. I would like to suggest that Hunter was wrong to link the notion of self- 

cultivation in Williams with the notions of self-cultivation and the aesthetic 

personality in bourgeois criticism; Williams did not suggest that ‘the process of 

development should not be interfered with or prescribed by norms or formulas’, as 

Hunter (1991: 77) interpreted him to have suggested. Indeed he saw culture as 

something that cannot be planned (Williams 1993: 335), but he also asserted that ‘we 

have to plan what can be planned, according to our common decision’ (ibid.).

13.4 Community

That common decision is taken by a community of structures of feeling, which ‘the 

imaginative alternative’ to history (Williams 1980e: 25) can create. Now for

36



Williams, in this instance, this imaginative alternative to history is the creative act of 

writing literature (ibid.); but as we go on and we see how language for him  is its 

performance, and how reading is a performance too, we will see how reading 

becomes a creative act too, a performing act, and ‘an imaginative alternative’ to 

history, that reflects and influences structures of feeling.

1.3.5 The process

Hunter’s emphasis on the normative process of education enables a transparency for 

that process (Hunter 1991: 79) which means that efforts for social change can be 

directed where it is needed and where it would be most effective, to the process of 

education. Hunter suggested that Williams sacrificed the public transparency of the 

process of education in order to employ ‘the ‘whole community’ organically 

governing its self-development’ (Hunter 1991: 79) in his theorisation. Yet Williams 

showed that he did not see the community and the structure as two separate things. I 

would like to suggest instead that, linking agency with the whole community, 

Williams supported it with a ‘structure’ behind it. For him, when community and 

agency are met, institutions are created, as the nineteenth century Adult Education 

Movement illustrated in the field of education (see Williams 1999b: 152-154). Each 

of those institutions is a structure that is separate, independent from the social 

structure that abides by the laws of hierarchy, and each can serve as a normative 

‘machine’ of resistance and struggle.

All significant social movements of the last thirty years have started 
outside the organised class interests and institutions. The peace 
movement, the ecology movement, the women’s movement... (...): all 
have this character, that they sprang from needs and perceptions which 
the interest-based organisations had no room or time for, or which they 
had simply failed to notice. This is the reality which is often 
misinterpreted as ‘getting beyond class politics’ (Williams 1983b: 172, 
emphasis added).

Although Williams addressed those ‘structures that encompass collective agency’ as 

foreign to interest-based organisations related to class, he nevertheless suggested that 

‘there is not one of these issues which, followed through, fails to lead us into the 

central systems of the industrial-capitalist mode of production and among others into
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its system of classes’ (1983b: 172-173). Although the agency-generated structures are 

different from the social hierarchy-generated structures, there is a link between them. 

Thus Williams linked the former with class interests and he even addressed the need 

for them to co-operate with the ‘apparently more important institutions’ that are 

linked with the relations of production:

These movements and the needs and feelings which nourish them are 
now our major positive resources, but their whole problem is how 
they relate or can relate to the apparently more important 
institutions which derive from the isolation of employment and 
wage-labour (Williams 1983b: 172, emphasis added).

Unlike what Hunter thought, in addition to structure in the form of institutions and 

movements, Williams stressed the importance of process. That can be the social 

process, the process through which a ‘text’ is produced, the process of reading a text, 

the process of education, or the process through which subjects define themselves 

(1980e: 29). His essay ‘Literature and Sociology’ (1980e, first published in 1971) is a 

good example of this. In it he addressed the links between agency and structure once 

more, by suggesting that the ‘collective subject’ should be related to the ‘structures of 

the genesis of consciousness’ (Williams 1980e: 28-29). But in the same framework, 

he suggested that we need to research ‘the active processes through which social 

groups form and define themselves’, via our research of ‘all the active processes of 

learning, imagination, creation, performance’ (Williams 1980e: 29, emphasis added). 

He thought research should move ‘beyond the particular and isolated product, ‘the 

text” , to the process through which the text was actively formed; he believed that 

through the points of connection between the literary process, the social process and 

the process of the text’s making, we could get a more adequate description of ‘our 

own closest sense of our own living process’ (ibid.). This attention to process would 

illuminate the ‘structures of the genesis of consciousness’ (ibid.). Thus he saw process 

as integrally linked with structure, and emphasised all three: structure, process and 

agency.

1.3.6 Beyond structuralism: a particular relationship between structure and 
agency

38



Thus process is linked with structure, but is also linked with agency. Agency is not 

contained within structure. Williams was against the idea that ‘the systems of human 

signs are generated within the systems themselves’ (Williams 1991: 223), that 

structure includes its own subversion, as Foucault would have it (Foucault 1981: 74), 

and therefore that structure includes agency. He contended instead that structure and 

agency influence each other, and have power over each other. He proclaimed the 

importance of an equal relationship between structure and agency already in 1958, the 

year when Culture and Society was first published, where he suggested that both 

should be emphasised in order for social change to take place (Williams 1993: 337). 

Bearing that in mind, and to oppose, once more, Hunter’s interpretation of Williams, I 

would like to suggest that the notion of unplanned growth in Williams is rather a part 

of the effort to transform the concept of ‘cultural growth’ from something which is 

planned, to something which is planned better, involving common decisions, and 

based on equality o f being (Williams 1993: 337-338). Therefore cultural growth in 

Williams is theorised in an environment that involves community, structure and 

agency, and pays attention to the process of the production of the text as well as to the 

process ‘through which social groups form and define themselves’, ‘active processes 

of learning, imagination, creation, performance’ (Williams 1980e: 29). Williams drew 

a ‘complete picture’ of cultural growth and considered the text (which contains the 

social consciousness and changes in community and individuals), the reader (agency) 

and reading (the processes) and transformed literary and cultural criticism, making it 

relevant to politics and society.

13.7 Beyond Cambridge English: social parameters of literary criticism 
Reading as a social act 
Language as performance

Three of the most prominent Cambridge English literary and cultural critics, Richards, 

Leavis and Eliot, preceded Williams and influenced his work. The first significant 

change in the focus and methods of literary criticism had come long before the fifties 

when Williams worked, with I. A. Richards’s 1929 Practical Criticism. With that and 

with the rest of his work, Richards shifted emphasis to a ‘close and precise and 

specifically challengeable reading’ of the literary text (Williams 1991: 183) and
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steered the examination practices of English away from “a knowledge of history, 

social background, linguistic origins and Aristotle”.8 F. R. Leavis continued to employ 

this critical view of literary reading in an even more militant way than Richards 

himself [who later abandoned Cambridge and literary criticism altogether (Baldick 

1983: 158-159, 204, 206)]: he advocated the training of ‘natural response’ to literary 

works, and made a distinction between the correct reading and a misreading of 

literary texts. That meant that he put ‘reading, and dialogue with other readers’ at the 

core of literary criticism, but that was an ‘imposture of openness’, because it 

‘presumed assent’:

.. .the experiential merging of critic and poem, and of both with the 
experience of ‘other readers’, was scarcely thinkable without the 
‘philosophical’ guarantee of a human essence -  something constant, 
universal, and, like the Amoldian ‘best self, potentially decisive 
(Mulhem 1990: 251).

Thus, although Leavis based his philosophy on the initial trust in close reading that he 

owed to Richards, he had moved to an exclusive view of literary reading, one which 

actively discriminated against a large proportion of cultural works and a large 

proportion of readers. Nevertheless, it was a great advance that he positioned the text 

at the starting point of criticism in more definite ways than Richards, influencing 

literary pedagogy towards doing just that, and Williams acknowledged that he owed 

him that significant move (Williams 1966: ix-x). What Williams disagreed with was 

Leavis’s claim that ‘the act of critical judgement’ in reading depended on the 

individual and, in the right individual, it was innate. Williams claimed instead that it 

was a social act (Williams 1966: 29; Higgins 1999: 17); that critical judgement was a 

result of training, hard work and practice (Williams 1966: 8; Higgins 1999: 18).

Thus in spite of the fact that he appreciated significant points that Leavis brought to 

the forefront, he rejected Leavis’s type of literary criticism (Williams 1989h: 13, 

quoted in Higgins 1999: 144) and in that way he also rejected Cambridge English. 

Significantly, he openly opposed the insistence of Cambridge English upon separation 

of the formal study of language (Williams 1974, referred to in Higgins 1999: 146; 

Williams 1977a: 27-28; Williams 1991: 213, 224), and saw as a flaw of Marxism that

8 Thompson (Denys) 1973: 299 (an essay entitled ‘Teacher’s debt’). Quoted in Steedman 1999: 47.
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it did not have a theory of language (Williams 1977b: 15-16, referred to in Higgins 

1999:119).

1.3.8 Experience and language linked: language as performance

Leavis and his followers had addressed English Literature as universal and 

interdisciplinary, having an ‘almost messianic’ role in saving English culture (Ahmad 

2000: 46); this view gave language a secondary position. But for Williams language is 

integrally linked with literature, and is of the same importance: it is material and 

constitutive of social process (Williams 1977b: 15-16). Thus, experience and 

language are linked:

In every problem we need hard, detailed inquiry and negotiation. Yet 
we are coming increasingly to realise that our vocabulary, the 
language we use to inquire into and negotiate our actions, is no 
secondary factor, but a practical and radical element in itself. To 
take a meaning from experience, and to try to make it active, is in 
fact our process of growth. Some of these meanings we receive and 
re-create. Others we must make for ourselves, and try to communicate.
The human crisis is always a crisis of understanding: what we 
genuinely understand we can do (Williams 1993: 338, emphasis added).

Williams contended that the reason why language was defined and treated by the 

early structuralists as a system, was because they were themselves colonial subjects, 

and as a result they could not see the living aspects of language, the conditions that its 

utterance creates, that render language a performance (Williams 1977a: 27). Structural 

linguists theoretically reduced ‘the living speech of human beings in their specific 

social relationships in the world (...) to instances and examples of a system which lay 

beyond them’ (Williams 1977a: 27; Higgins 1999: 120). For Williams it is language 

performance which is important, through which language has an active status and is 

constitutive of social conditions and relations but also dependent on social 

relationships (Williams 1977a: 36-37; Higgins 1999: 119, 121; see also Scafe 1989: 

40-41). He used Volosinov’s 1929 (year of its first edition in Russian, 1986 in this 

bibliography) Marxism and the Philosophy o f  Language to demonstrate this 

dependence; linguistic activity, was for him social activity (Williams 1977a: 35-36). 

The structuralist view of language as a system that was ‘separate from social activity’ 

(Williams 1977a: 35) was complimented by the insistence of bourgeois criticism upon
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the separation of the text, its reading and its writing from the social history of the 

reader or the writer. The bourgeois critical enterprise gave contradictory definitions of 

the text that isolated the literary work and denied that history intervenes in the process 

of reading, in the passing of meaning from the writer to the reader. From that point of 

view, the process of writing too was seen as a kind of ‘immaculate conception’: the 

writer was supposed to have conceived the text and created it with no reference to his 

experience or relation to history. What that isolation meant for the text was that it was 

denied a concrete status, and its status was instead reduced to what was called a 

‘spiritual’ standing (Bennett 1982: 223; Belsey 1980: 126).

History is practice and experience, and Williams (significantly in his 1971 Orwell) 

contended that those were linked with literature. He described the problem as follows:

There is nothing especially new about social awareness in writers, and 
indeed in the nineteenth century it had been widespread and growing, 
especially among the novelists. But near the end of the century, and in 
England in relation to Henry James, an opposition between the ‘social’ 
and the ‘aesthetic’ was widely attempted. Not only was social 
experience seen as content and literature as form; also, and more 
dangerously, social experience was seen as only general and abstract, 
with the result that the definition of literary content was itself narrowed 
to an emphasis on abstracted ‘personal relationships’ (Williams 1971b:
35-36).

Ignoring its historical parameters means to theorise the text as weaker in effect and 

intention, and reduce it to mere ‘theory’, distanced from the concreteness of practice 

(see for example Williams 1971b, 1991,1975).

Another parameter of the same attitude of isolating the text from the context, was the 

‘aesthetic attitude towards life’, the “ art for art’s sake’ “treaty”’, part of the bourgeois 

reduction of art (Williams 1971b: 37). It involved seeing the reading of literature as 

something that needed to be ‘sterilised’ in order to go back to a ‘pure’ form. As the 

dialogue between social reality and art was questioned, it was thought that a 

relationship between the two contradicted the notion of ‘pure’ art. Bourgeois criticism 

preferred to see literary works as sterilised ‘masterpieces’ of no social intentions or 

background. Williams denounced that critical practice and contended that it was about 

an attitude towards reading rather than about reading itself. ‘What mattered, in the 

general consciousness, was not works but attitudes -  a set of emphases, omissions,
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encouragements, discouragements, advice, warnings’ (Williams 1971b: 38, emphasis 

added).

For him, such an attitude that intended to neutralise reading, was in the service of the 

ruling class: it was convenient for the ruling class to alienate literature from social 

reality. As the reader is guided by such a literary criticism, she is not conscious of the 

symbolisms and messages of the text, and thus they are more easily rendered neutral 

in their effects. ‘This suited people who despised literature as impractical but who in 

any case wanted no independent scrutiny, of any kind of the society they were 

actively directing and creating’ (Williams 1971b: 37-38). His view was even that the 

attitude of distancing literature from society also found allies in the people who 

valued literature, and it seemed to him that they too reduced it to ‘touching and 

tasting’, defending ‘pure’ literature. That purity was meant to have the reader remain 

on the surface of the literary work, admiring it rather than actively reading it and 

experiencing it. Williams’s answer to that was that ‘no real art of whatever kind could 

be reduced in this way’ (Williams 1971b: 38).

1.3.9 Lived experience and structures of feeling

Williams tried to reverse that process of reduction and provided a new definition for 

the literary text, one which was related to the artist’s lived experience and his own 

notion of the structures of feeling:

The distinction between ‘fiction’ and ‘non-fiction’ is not a matter of 
whether the experience happened to the writer, a distinction between 
‘real’ and ‘imaginary’. The distinction that matters is always one of 
range and consciousness. Written human experience of an 
unspecialised and primary kind must always be recognised as 
literature. Particular forms, and the origins of the material, are 
secondary questions. Orwell began to write literature, in the true sense, 
when he found his ‘non-fictional’ form: that is, when he found a form 
capable of realising his experience directly. Realising his experience -  
not only what had happened to him and what he had observed, but what 
he felt about it and what he thought about it, the self-definition of 
‘Orwell’, the man inside and outside the experience (Williams 1971b:
49-50, emphasis added).

He suggested that the literary works of art dramatized social process. And as such, 

they were making a fiction, ‘in which the constitutive elements, of reading social life
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and beliefs, were simultaneously actualized and in an important way differently 

experienced, the difference residing in the imaginative act, the imaginative method, 

the specific and genuinely unprecedented imaginative organisation’ (Williams 1980e: 

25). These literary works of art encompassed the difficulty in grasping the reality of 

the structures of feeling (Williams 1980e: 24). He suggested that art has better access 

to the ‘constitutive social and intellectual system’, to ‘an experience of it, and its lived 

consequence’ (Williams 1980e: 25).

Art is one of the primary human activities, and (...) it can succeed in 
articulating not just the imposed or constitutive social or intellectual 
system, but at once this and an experience of it, its lived consequence, 
in ways very close to many other kinds of active response, in new social 
activity and in what we know as personal life; but of course often more 
accessibly, just because it is specifically formed and because when it is 
made it is in its own way complete, even autonomous, and being the 
kind of work it is can be transmitted and communicated beyond its 
original situation and circumstances (Williams 1980e: 25).

Thus, literature is a product of experience: ‘It would not have been so successful if it 

had not been so intensely and painfully lived’ he asserts about Orwell’s work (1971b: 

52). But is has better access to both the individual and the social reality, and it can 

make those realities, more accessible to readers than any other medium.

On the other hand, Williams suggested that, in order to fully grasp a work of art, the 

reader or/and the critic needs to take hold of ‘the usually missing element’, the 

‘structure of feeling’ of a period (Williams & Orrom 1954: 21-22). That 

understanding takes place during ‘those specific and definable moments when very 

new work produces a sudden shock of recognition’ (Williams 1979: 164, also quoted 

in Probyn 1993: 23). For that recognition to take place, the reader turns to her own 

experience (Probyn 1993: 22-24).

1.3.10 Drama: Literature as performance

The importance of the creative work was stressed by another major influence on 

Williams: Eliot was a literary critic and a poet who stressed the importance of his 

double role (Baldick 1983: 133, note 28, 113-116; Eliot 1950c: 7, 95), and even 

thought that the critical work should be underplayed so that the critic would satisfy his 

‘creative wish’ (Eliot 1950c: 7, 95). He saw the poem as autonomous from criticism
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(Eliot 1950c: 51; 1989a: 76; see also the above Williams quote, 1980e: 25, on the 

autonomy of the literary work). And it was Eliot before Leavis, who reconnected 

criticism with the ‘words on the page’, the text itself.9 At the same time, in The 

Function o f  Criticism (Eliot 1950b, quoted in Baldick 1983: 116) he was against the 

notion of an ‘unconscious’ and uncritical artist.

All those positions of his testify to Higgins being right to disagree with the general 

belief that the main influence on Williams was Leavis; it was instead Eliot who was 

closer to Williams’s thinking (Higgins 1999: 2, 24).

Eliot’s influence on Williams was also responsible for another great idea (Higgins 

1999: 31, 24-25): Williams too opposed the separation between text and performance 

in analysis of drama; he addressed drama as literary language and the text and its 

performance as a unity (Williams 1972a: see 4-5).

In much contemporary thinking, a separation between literature and 
theatre is constantly assumed; yet the drama is, or can be, both literature 
and theatre, not one at the expense of the other, but each because of the 
other. It is because I think the separation is now deeply disabling for the 
drama, that I am examining, as a formal point of theory, the relation 
between text and performance (Williams 1972a: 4-5, original 
emphasis).

Strangely, we have very few examples of the necessary next stage: a 
consideration of play and performance, literary text and theatrical 
representation, not as separate entities, but as the unity which they are 
intended to become (Williams 1972a: 4).

Yet Williams was also independent from Eliot and differentiated himself from him 

when he suggested that in order to have drama, one needs a ‘community of 

sensibility’ rather than a ‘community of belief (related to dramatic conventions). For 

Williams, dramatic conventions were not only conventions of technique and staging, 

but ‘themselves forms of social consciousness’ (Williams & Orrom 1954: 15, 18, 

quoted in Higgins 1999: 39). ‘The condition of a fully serious drama is less the 

existence of a common faith than the existence of a common language’ (Williams 

1954: 26, quoted in Higgins 1999: 29). A common language related to ‘forms of 

social consciousness’ brought in the forefront also in relation to the dramatic text as it 

did in relation to other literary texts, his (commonly felt) structures of feeling.

9 Lodge 1989: 70; Eliot 1989a: 73, 75; see also Williams 1966: ix-x, and this thesis, p. 40.
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1.3.11 Culture and community: Education

Williams’s stress on community was naturally linked with education. It was addressed 

directly in his 1958 Culture and Society (1993 in this thesis). In it he undertook to 

form a new, challenging notion of culture, which broadened its scope beyond 

bourgeois definitions, and he linked it to community and education. To high culture, 

imposed as a notion by bourgeois society, he opposed the idea of a common culture. 

He rejected individualism as a political doctrine, and suggested that it was served by 

the idea that all is well since a man from a working-class position can move to a 

middle-class one. Yet for him, that notion of the ‘ladder’ (Williams 1993: 331-332) 

works instead against ‘the making of a common educational provision’, and against 

common resources and solidarity in the community (Williams 1993: 332-333).

Another alternative to solidarity is the idea of individual opportunity -  
of the ladder. (...) Yet the ladder is a perfect symbol of the bourgeois 
idea of society, because, while undoubtedly it offers the opportunity to 
climb, it is a device which can only be used individually: you go up the 
ladder alone. (...) My own view is that the ladder version of society is 
objectionable in two related aspects: first, that it weakens the 
principle of common betterment, which ought to be an absolute 
value; second, that it sweetens the poison of hierarchy, in particular 
by offering the hierarchy of merit as a thing different in kind from 
the hierarchy of money or birth (Williams 1993 (1958): 331, 
emphasis added).

The reality described by the concept of the ‘ladder’ is not a sufficient educational 

reform. The hierarchy of merit helps a person who is willing and able to play by the 

rules (im)posed by the ruling class. Common betterment can only come through 

institutions to which all have access, and with whose rules all have the same 

familiarity.

There can be no effective participation in the whole culture merely on 
the basis of the skill which any particular man may acquire. The 
participation depends on common resources, and leads a man 
towards others (Williams 1993 (1958): 333, emphasis added).
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Elaborating on such common resources, Williams (in Orwell, 1971b) testified that 

Orwell, a member of the ruling class of the time, felt he was being used by that class 

rather than that he was being given privileges by it. Orwell saw that there are ‘grades’ 

in being a member of the ruling class, and tried to address that through his work. His 

experience was that he was entrapped in a class system which demands very specific 

things of you and does not allow you room for diversity (Williams 1971b: especially 

18-19). ‘[He] tried hard and seriously to reject the thinking of the social class in which 

he was educated’ (Williams 1971b: 37).

He [Orwell] became unemployed and penniless: partly because of the 
early difficulties of being a writer, but also deliberately, as a way of 
cutting his connections with an established and unacceptable social 
position (Williams 1971b: 34).

13.12 Culture

Williams also protested against an imposed social hierarchy and against a given social 

position that one cannot change through institutions that offer common access. His 

definition of culture, one of the most seminal of his contributions, assumed common 

access. Thus, for him, culture is not bourgeois or working-class, but rather a process, 

and as such it allows and requires the participation of the whole community. Within 

culture, the person ceases to be an individual, and needs to act as part of this 

community, recognising the skills of others and defining her own skill under this 

acknowledgement.

Importantly, community for Williams is distanced from the notion of the masses; it is 

rather an important component of culture, and through that the experience of the 

individual is linked with the social and the historical.

I don’t believe that ordinary people in fact resemble the normal 
description of the masses, low and trivial in taste and habit. I put it 
another way: that there are in fact no masses, but only ways of seeing 
people as masses (...) The bad new commercial culture came out of the 
social chaos of industrialism, and out of the success, in this chaos, of 
the ‘masses’ formula, not out of popular education (Williams 1997: 12).

Believing in popular education, Williams professed the need for a ‘culture in 

common’ (Williams 1993: 337). On these terms, he positioned culture in clear
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connection with history and social action, and related it to performance (Williams 

1977a: 19-20). He attacked the idealisation of culture above the level of historical and 

social practice, and was against critical views that addressed ‘the human process 

itself in an alternative manner, ignoring its social and cultural context (Williams 

1977a: 19-20). Culture for him is a social process and, because it has a constitutive 

power in relation to the social order and social relationships (Higgins 1999 on 

Williams: 147; Williams 1977a: 185), it creates ‘specific and different ways of life’ 

(Williams 1977a: 19). The community participates, influences and is influenced by it, 

and is actively conscious of it and of social and historical reality (see Williams 1980e: 

25, referring to the term used in Lukacs and Goldmann); an active consciousness that 

is not determined by structure, but is linked with the process of culture.

1.3.13 Creating a new discipline: cultural materialism and the constitutive 
features of cultural practices

Williams’s ‘attention to the politics of culture and to the primacy of culture in 

politics’ was to be named cultural materialism (Higgins 1999: 6). The main argument 

o f cultural materialism is that ‘device, expression and the substance of expression are 

in the end inseparable’ (Williams 1977a: 172), thus bringing together as one whole 

the textual, the theoretical and the historical dimension in analysis (Higgins 1999: 

134). The social process, social structures, individual and communal agency are 

linked within society, and their relationship, along with the lived feeling, the 

structures of feeling that this relationship brings forth, are best indicated in art works 

like literary works (Williams 1980e: particularly 24-25). ‘Cultural materialism (...) 

emphasises the role of the arts in any shifts in social relationships’ (Higgins 1999: 

147) -  genre itself is a social relationship (Williams 1977a: 185).

Cultural materialism marked for Williams a desire to form a new discipline [pointed 

out in Higgins 1999: 141, 143, and lastly 126 referring to such an attempt in Marxism 

and Literature (Williams 1977a); see also Williams 1983a: 233; Williams 1991: 211]. 

According to Higgins, Williams developed cultural materialism as a response and a 

correction against two other options: orthodox Marxism and orthodox English 

(Higgins 1999: 125). The new discipline would be based on the use of cultural
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materialism. His wish and intentions were realised to a great extent after the 

emergence of Cultural Studies.

1.4.1 C u l t u r a l  S t u d ie s : a  n e w  d is c ip l in e

Williams’s work, and particularly his theorisation of cultural materialism, was a major 

influence for the project of Cultural Studies, an intellectual and scholarly movement 

that acquired all the credentials of a discipline. The central argument of cultural 

materialism, that ‘device, expression and the substance of expression are in the end 

inseparable’ (Williams 1977a: 172), was given early on in the Williams Long 

Revolution stance that culture is a whole process (Williams 1971a: 57ff; Hall 1996f: 

19).

Initiating a theorisation of the links between society, culture and ideology, Williams’s 

Culture and Society and The Long Revolution, together with The Uses o f  Literacy and 

The Making o f  the English Working Class, by Hoggart and Thompson respectively, 

signalled the beginning of Cultural Studies’ considerations (Nelson, Treichler & 

Grossberg 1992: 9; Hall 1986a: 33-34). Based to a large extent on the concerns of the 

1930s ‘Western Marxism’10 and the 1950s New Left, Cultural Studies focused on 

culture and ideology rather than reducing both to economism (Hall 1996f: 17, 25; 

1992: 279). It was a project that undertook to intervene in society in ‘what might 

loosely be called ‘political’ [ways]’ (Hall 1996f: 17).11 It became part of the ‘post

war cultural debate’ (Hall 1996f: 17), responding to the period after the war, an era 

when there was the feeling that a new structure, a new society was emerging 

(Williams 1999b: 158; see also Gramsci 1999: 325, Goldmann 1976b: 93, 95-96). 

Together with this new society, a new way of seeing things was emerging, and 

Cultural Studies marked significant breaks with older views and visions of society 

(Hall 1986a: 33) like that of mainstream sociology, in particular the structural-

10 Whereas Hall (1996f: 25) suggested that ‘Western Marxism’ o f the Frankfurt School, Sartre, 
Goldmann and Lukdcs had not come to Britain in the 1930s, (referring to a lot o f those not being 
translated) there is a notion of those concerns having come to Britain o f the 1930s via Adult Education, 
echoed in Williams (1999b: 154). Kellner (1997: 13) on the other hand, suggested that the 1930s 
Frankfurt School was an earlier version of Cultural Studies.
11 See also Williams 1999b: 158; McRobbie 1992: 721; Nelson, Treichler & Grossberg 1992: 3, 5; 
Bennett 1992: 23).
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functionalist school (Hall 1996f: 20-24) that was dominant at the time, and that of the 

old reductionist Marxism (Hall 1996f: 25-26).

1.4.2 The break with sociology, and the break with old Marxism

Still, Cultural Studies had a character of transdisciplinarity in all its accounts (see for 

instance Kellner 1997: 19 referring to Johnson 1996b and Hall 1996e), and both 

sociology and Marxism had an important influence on it. Structural-functionalist 

sociology, trapped in a logic of empiricism and quantitative research, could not 

visualise society as a whole, and was unable to articulate that ‘totality’ or culture 

(Robbins 1995: viii, quoting Perry Anderson 1992: 56; Hall 1996f: 21, 23; see also 

Johnson 1996b: 575). Other, older traditions of sociology (German idealist, 

Weberian), along with ‘a ‘new’ social history, anthropology and literary criticism’ 

converged in the ‘intellectual space’ of Cultural Studies and counteracted that 

weakness (Hall 1996f: 21; Robbins 1995: viii). They led to an examination of culture 

‘from texts and representations to lived practices, belief systems and institutions’, 

emphasising ‘lived cultures’ and ‘lived practices’ (Hall 1996f: 23, 22). Those 

traditions ‘did attempt to deal with social action and institutions as ‘objectivated 

structures of meaning” (Hall 1996f: 23) -  and eventually they also challenged 

functionalist sociology from within.

Another failure of structural functionalism was that it had failed to address the 

contextualisation of the lived accounts of culture and society (history, conditions, 

determination), and thus it had failed to address the concepts of conditions and agency 

(Hall 1996f: 24). Cultural Studies moved towards the problems of agency and 

conditions through historical sociology and an ethnographic tradition of ‘empirical 

social science’ (Hall 1996f: 24-25).

The theorisation of agency, conditions/historicisation, classes, culture and ideologies, 

was also aided by the second ‘break’ of Cultural Studies, that into a complex Marxism 

(Hall 1996f: 24-25, 33-34). This ‘new’ Marxism brought back into the forefront the 

issue of ideologies and determinations, ‘the material, social and historical conditions 

of existence’ of culture and ideologies (Hall 1996f: 25). A materialist theory of 

culture ignited intense theoretical work, and the realisation that ‘terms and concepts 

cannot be treated or changed in isolation’ (Hall 1996f: 25, 26). Williams’s The Long
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Revolution provided a model of the conception of culture that was going to be 

dominant in Cultural Studies: ‘it said, in effect, all the practices -  economic, political, 

ideological, cultural -  interact with effect on each other’. Culture is not a practice but 

runs through all practices and ‘is the sum of their interrelationship’ (Hall 1996f: 28; 

1986a: 36). This meant seeing culture as a totality, and moving it away from the 

obscurity of a residual status that it used to have when it was viewed ‘as the mere 

expression of other forces’ (Hall 1996f: 28).

1.43 An independent intellectual ground

The move towards utilising another sociology and another Marxism, marked for 

Cultural Studies the time when it became an independent intellectual field. Its field 

was charted in the 1950s, with the works of Williams, Thompson and Hoggart, and it 

had already been established in an institution, Birmingham University, with the 

Centre for Contemporary Cultural Studies, founded in 1963/64 by Hoggart and Hall 

(Hall 1996f: 16; see also Kellner 1997: 16).12 Now it drew its own direction with new 

ways to define culture, via an anthropological point of view (culture as cultural 

practices and not as something abstract), and via a historical point of view (culture as 

a contextualised thing, determined by social formations, power and resistance and 

struggle) (Hall 1996f: 26-27). Encompassing the objective of a political inclusion, 

culture was no longer addressed as the ‘best that was ever thought and done’, but was 

socially and historically contextualised (Hall 1996f: 27). In that spirit, cultural 

research embraced the contemporary popular culture (Hall 1996f: 17, 30). What was 

important was that culture was now seen not as an abstract issue, devoted to the 

higher classes, but was ‘democratised and socialised’, thought of as a complex of 

practices. This was culturalism.

1.4.4 Structuralisms and Marxism

In as much as the notion of cultural totality meant that the issue of determination was 

neglected, the structuralisms and the new complex Marxism solved that problem (Hall

12 See also the discussion in Hall 1992, as well as in Bennett 1998a, particularly pages 214-231, on the 
Open University Cultural Studies undergraduate course.
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1996f: 28-30; 1986a: 39, 43). Structuralism came to the Cultural Studies scene via the 

linguistics paradigm, semiotics and Levi-Strauss (along with Barthes, see Barthes 

1977a), attempting to give a ‘scientific’ gloss to the ‘human sciences of culture’ (Hall 

1986a: 40). But this structuralism, in spite of its importance, was centred around the 

‘discourse’ and the ‘subject’. Yet this was a subject that was not unified, as was the 

one in culturalism, but linked with the psychoanalytically produced ‘unconscious 

processes’ that also rendered it ‘trans-historical and universal’ (Hall 1986a: 46). This 

conception eliminated the major strength of structuralism, which was the attention to 

social formations.

As structuralism moved from Levi-Strauss, keeping the sense of language as a system, 

to Althusser, it added to culturalism the realisation that social and cultural practices 

that were united into one were united-in-difference, and that each one of these 

enjoyed its own relative autonomy (Hall 1996f: 29; 1986a: 44). It made culture 

specific again, rather than allowing it to fade away into the background of society and 

history. For it, man and his experience was no longer the centre around which the 

universe of culture revolved; the cultural process itself took precedence (Hall 1996f: 

30-31; 1986a: 42).

Marxism, on the other hand, added the historical dimension, opposing the tendency to 

focus on synchronic analysis for which structuralism was responsible (Hall 1986a: 44- 

45; 1996f: 28-29, 31). But the ‘base and superstructure’ model was refigured, so that 

its components were reconciled, and the practices that they separated were united in 

the concept of culture and the general praxis that is the historical process (Hall 1996f: 

28).

Yet both Marxism and structuralism put man and experience in the background, and 

made central the notion of ideology (Hall 1986a: 45), which culturalism had neglected 

in order to favour agency and experience.

Structuralism and culturalism together attempted to describe a more complete view of 

society, that saw all social expressions linked with each other, severely questioned 

high-brow superiority and addressed culture as linked with everyday life. Through 

them, Cultural Studies included the social, the historical and the political in the list of 

decisive factors of social and cultural change or stillness. The political effect of that 

was a political agenda for Cultural Studies (see Nelson, Treichler & Grossberg 1992: 

5; McRobbie 1992: 721); the cultural effect was an attention to the effects of cultural 

practices.
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Cultural Studies has a chance, through cultural institutions, to affect the 
people’s ‘understanding of the pressures on them, pressures of every 
kind, from the most personal to the most broadly political’ (Williams 
1999b: 162).

1.4.5 Althusser and Gramsci: ISAs and hegemony

‘Cultural institutions’ and the ‘pressures’ on people were addressed within the field of 

Cultural Studies particularly in relation to the influence of two Marxists, Althusser 

and Gramsci. From the 1960s until the 1980s, Cultural Studies revolved around 

Marxian perspectives (Hall 1992: 279) and was intensely influenced by Althusser and 

Gramsci (Turner 1996: for instance 22-25; Hall 1992: 280; see also Bennett 1986b). 

Whereas culturalism focused on experience at the expense of ideology, structuralism 

reversed that hierarchy, seeing ideology as primary (Hall 1986a: 45). Ideology 

explained how culture was effective in reproducing ‘a particular mode of production’ 

(Hall 1986a: 45). ‘Presented in the form of distinct and specialised institutions’ 

(Althusser 1997: 53-54), Althusser’s Ideological State Apparatuses like Education and 

Culture (Althusser positioned literature as a part of the cultural ISA), were perceived 

as the sites where ideologies resided (Hall 1996f: 33; Althusser 1971a: 166, 186). 

What is also important was that Althusser saw ‘ideologies as practices rather than as 

systems of ideas’ (Hall 1996f: 32). These practices provided the frameworks within 

which people understood and lived their experiences, and even constituted people and 

their subjectivities (Hall 1996f: 32-33).

Yet Althusser did not sufficiently account for the subject, although he was the first to 

address the void in Marxist theory (Barrett 1993: 178-179). What he did account for, 

and in this I would like to agree with Michele Barrett and disagree with Stuart Hall, 

was class struggle (Althusser 1971a: 145, 147, 155, 157, 184-185; Barrett 1993: 171; 

Hall 1986a: 45).

Gramsci and Laclau also connected ideology with struggle (Hall 1986a: 45). Gramsci 

moved within both culturalism and structuralism (Hall 1986a: 45-46), and he 

articulated social struggle and agency in the form of collective action, importantly 

replacing the notion of domination with that of hegemony. Through hegemony, he 

saw the relationship between the dominant and the subordinate as continuously 

negotiated. He contended that the dominant class or class alliance accommodates 

some of the cultures and values of the subordinates, so as to achieve their conscious
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and unconscious consent (Bennett 1986b: xiv-xvi; Gramsci 1999: 182, 269-270; see 

also Turner 1996: 191). The dominant group flatters the subordinates’ ‘common 

sense’, where common sense is defined as ‘the uncritical and largely unconscious way 

of perceiving and understanding the world that has become common in any given 

epoch’ (Gramsci 1999: 322), in order to achieve an intellectual and moral unity, as 

much as ‘a unison of economic and political aims’ (Gramsci 1999: 181).

Accused of being too accommodating and expansive (Bennett 1986b: xvii), what is 

especially important in this constant negotiation of agreement13 is that it makes it 

possible to see some of the interests (and their political and ideological articulations) 

that belong to different classes as related and even overlapping; this enables a strategy 

of cultural politics and political struggle that frees different ‘subordinate’ groups from 

the fear of being threatened by each other (Bennett 1986b: xvi), particularly in 

conditions that would otherwise make them succumb to a ‘divide and rule’ strategy.

1.4.6 Literary Studies transformed

The political cause of inclusion and common struggle was also incorporated, within 

Cultural Studies, in the study of literary works and their reading. Cultural Studies 

transformed literary study: it abandoned the high-brow text which had put academic 

literary criticism on a pedestal, and took into consideration other literary forms, like 

popular fiction. It was especially important to see that there are literary texts which 

defy simple value classifications, such as Poe’s work (Harris 1990: 410).14 

But Cultural Studies also addressed and analysed texts of a clearly popular character -  

since popular literature was seen as part of society, affecting and affected by it. 

Echoed in Colin Mercer’s essay on popular literature (1986), this view suggested that 

literary forms are

in society, (...) actively contributing to the shaping of social relations 
through the ways in which they organise relations of class, community, 
nation and history -  and one might add, gender -  and inscribe their 
readers in those relations (quoted in Bennett 1990b: 4, original 
emphasis).

13 Gramsci 1999: 182; Probyn 1993: 11; Williams 1977a: 112; 1980d: 37-38.
14 Poe’s appearance in popular journals and newspapers satisfied a reading public that would be called 
a mass audience, yet his work was and is critically acclaimed.
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Popular fictions in particular, because of their ubiquitous presence and their many 

forms in cinema, television and publishing, were seen as ‘helping to define our sense 

of ourselves, shaping our desires, fantasies, imagined pasts and projected futures’ 

(Bennett & Martin 1990: ix).

Janice Radway’s Reading the Romance is an appropriate example. Focused on 

readership in relation to the rest of the readers’ environment and in relation to the text 

read itself, her analysis of romance reading approached reading as a social activity 

(Radway 1991b: 1, 9). Radway herself, in her 1991 introduction (1991b) drew 

parallels between her work and that of the British Cultural Studies ‘tradition’, 

particularly as she saw it inscribed in the Birmingham Centre for Cultural Studies.

As reading was approached as a social activity by Williams too (for example 1971a: 

324)15 as in the work of others, the concept of the text and the notion of the validity of 

the text also changed and was also modified by considerations of feminism. Reading 

as an activity with a social use and a social purpose, as well as with social 

effects/implications meant that when Cultural Studies came back to critically 

acclaimed literature, the audience and its social conventions, implications and uses, 

would be considered together with the text, the author, and the reader (Stallybrass 

1992).

In Hall and Whannel’s The Popular Arts (1964), the authors distinguished between 

the valuable and the invaluable within popular culture, breaking with Leavisism, 

whose distinctions were between popular and high culture (Storey 1997: 64, 66, 69- 

70). Gramsci’s conception of popular culture as a field of negotiation between the 

dominant -  or rather, hegemonic -  and the lower classes (Gledhill 1997: 348; Gramsci 

1999: 181-182), helped towards that direction, of stressing the agency of the 

consumers of popular culture, and against a view of them as helpless.

The traditional literary canon was reconsidered, and literary reading, the canon’s 

reception, took primary position along with the text. The audience and the social 

implications o f the reception of works of art were now as significant and worthy of 

researching as the works of art themselves, perceived as cultural practices and cultural 

works. Thus, the interpretation, the decoding, and the social conditions in which it 

took place, became as significant as the code itself.

15 See also Hall 1996f: 19 on The Long Revolution presenting a notion of literature as a form o f social 
communication.
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1.4.7 Poststructuralism and postmodernism

Postmodernism moved away from the code, and privileged the interpretation alone. In 

alliance with poststructuralism (deconstruction), it agreed with the latter’s insistence 

to question the truth, and render it relative (Rice & Waugh 1989: 260; Eagleton 1983:

143). But postmodernism went further in that it generalised those theories to address 

everything social and cultural. In view of issues like the ‘embourgeoisement’ of 

radicalism itself (Ahmad 2000: 64-65), the weakness of radical politics to produce 

results when it mattered (as in Hiroshima and Nagasaki, see Morris 1988: 186), and 

the use of the same vocabulary that was used against racism, to defend that very 

attitude (Mercer 1992: 436), postmodernism theorised the emptiness of the signifier, 

and the non-existence of the signified. In many ways being part of a response to 

disappointment in regard to the political practice that led to opposite results than the 

desired ones in previous eras, it believed that the surface phenomena are the primary 

reality (Rice & Waugh 1997: 290), or, rather, the only reality there is. It thus 

contended that ‘the real is no longer real’ (Baudrillard 1998: 205) and that, where 

there is a ‘simulacrum’ -  an image of -  there is no represented reality to account for it 

(Storey 1997: 181 on Baudrillard). Rather, the real is produced from an infinity of 

‘miniaturised units’ (Baudrillard 1998: 204), forming a ‘pastiche’ (Jameson 1998: 

196). Thus, there is no history, but only a ‘pastiche’, a collage of different times, and 

different identities (Jameson 1998: 196, 202), in effect a ‘simulacrum of pluralism’ 

(Deane 1996: 440), a pretence of pluralism to disguise the denial of the subject, and of 

identity. It saw the fragmentation and the fragments, but not their previous or future 

unity, and via figures like Foucault, Jameson, Lyotard and Baudrillard, 

postmodernism theorised against the existence of a totality o f social praxis (Hall 

1986a: 47 on Foucault; see also Easthope & McGowan 1998: 181-205). Instead it saw 

society and culture as a line of simulacra, where there are in fact no referents, no 

origins, no original realities (see for example Baudrillard 1998: 203), even no real 

connection between these fragments.

A lack of meaning, a lack of unity, a lack of connections between the fragments that 

society had become and a lack of individuality, as everything was simply a 

simulacrum and not an original, mimicking rather than creating anew, were the
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characteristics that postmodernism saw in society. But far from being a nihilist 

approach that would suggest that things are like that and will always be like that, I 

would like to suggest that it was an array of accusations as part of a process of trying 

to change things. Postmodernism saw the dangers of pluralism and radicalism as they 

developed, and warned that if things were to go on like that, there would be neither a 

real identity, individualism, nor agency left to the subject, and thus ‘no real possibility 

for struggle’ (Grossberg 1988: 175, on Baudrillard). But although postmodernism 

described a bleak picture, its description was a warning rather than a nihilist approach 

about how things are and how they will always be. Seeing, through the lack of 

individualism, ‘no real possibility for struggle’ (ibid.), it showed that political struggle 

needed individuality, as Mill had attested to in 1859 (see Mill 2002 (1859): 59).

Political struggle, and the continuously unstable and (re-)constructed identity, are the 

issues for Hall’s seminal essay ‘Minimal Selves’ (Hall 1997a), which was written as a 

response to postmodernist considerations ‘of identity, the subject and difference’ (see 

Munns & Rajan 1996: 195). Hall connected the notion of the endless construction of 

identity to his own ‘state of being a migrant’ (Hall 1997a: 134-136), and contested it 

in practice, rather than in principle. He insisted on the need to put an end to identity, 

and he also insisted that there is a need to articulate a position. Such moves would 

provide not the end, but an end, so that commitment to a cause, and political action, 

will not be undermined or nullified (Hall 1997a: 137). In effect, he thought it 

necessary that one has to stop speaking, so that the other will speak too. Against a 

postmodern a-political view of society, and against the postmodern pressures to see 

representation as impossible (i.e., representation as speaking for someone, see Probyn 

1992: 502), Hall contended that in order for political action to exist, it has to accept 

and work with unity-in-difference, bringing forth new political identities (Hall 1997a: 

137).16 In the end, ‘despite its fragmentations and displacements, then, ‘the self does 

relate to a real set of histories’ (Hall 1997a: 136).

Beyond Hall’s critique and articulation of postmodernist negations of reality, 

Meaghan Morris addressed the contributions that postmodernism can make within 

politics. Thus for her, the value of postmodernism lies in the ways that it can open

16 See also Probyn 1993: 23, on accepting and being aided in research and in understanding, by the 
experience o f others.
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politics, and make intellectuals less certain about things they used to be certain about, 

more imaginative (Morris 1988: 186). Postmodernism is part of the hope that through 

the continuous questioning of the self and its position, and thus through self- 

reflexivity and the ‘abolition of critical distance’, ‘the old tools of ideology-critique, 

and the moral denunciation of the other’ can be made ‘completely ineffective’ (Morris 

1988: 185, referring particularly to Jameson); once I accept that I cannot possibly be 

objective, I also understand that my negative critique of the other is also questionable.

1.4.8 Postmodernism and the literary text

Shedding light to how Baudrillard viewed both the subject and the object,17 Meaghan 

Morris separated his postmodernism from that of those who later used it in their own 

work (‘his clones’) (Morris 1988: 190). Thus according to her, via an attention to 

simulacra, notions of mirror images that make reality, their own origins, redundant, 

Baudrillard’s view marked ‘the return of the object’ (see for example Morris 1988:

207). It is true that for him, reality itself, the origins of the mirror image/object/text, 

does not exist, it is itself a simulation (see Baudrillard 1998: 205) -  but Morris 

contended that his respect for the simulacrum derived from his ‘humility and 

resignation’ in front of the object (Morris 1988: 190), rather than from a brutal 

opposition to the subject, ‘although his clones might make it so’ (ibid.). As his view 

of the world was full of ‘paradoxes that his strategies quite calmly sustain’ (Morris 

1988: 202), and he used terms like ‘the real’ and ‘denotation’ too broadly and too 

vaguely (Morris 1988: 197, 195), it was easy to misrepresent his work.

Yet his postmodernism offers the opportunity to see the literary text in a different way 

since the object/simulacrum can also be a literary text -  both when the literary work 

of art is ‘realistic’, or even when it makes no such claims. The Marxists Balibar and 

Macherey theorised the neutralisation of the social via fiction. They saw the literary 

text, and generally the institution of Literature as something that contains the conflicts 

that exist but are dormant in society, in order to prevent them from happening in real 

life (Balibar & Macherey 1978: 8-9). For Baudrillard, institutions, based on ‘abstract 

instances which are laid down one after the other on the ruins of the symbolic and

17 Particularly through his Les Strategies fatales (1983a), De la seduction (1979), Simulations (1983b), 
and Simulacres et simulation (1981).

58



ceremonial edifice of former societies’, both produce more social instances, and make 

society into something so abstract, that in the end they undermine and neutralise the 

social (Baudrillard 1995: 90). And the simulacrum functions in a similar way:

It is rather a question of substituting signs of the real for the real itself, 
that is, an operation to deter every real process by its operational double 
(...) Never again will the real have to be produced (Baudrillard 1998:
204).

Whereas Balibar and Macherey addressed the institution of Literature, Baudrillard 

addressed institutions in general. The notion of the simulacrum as well, since it also 

refers to institutions, could be applied to the institution of Literature. In spite of the 

fact that the simulacrum is not connected to language [realism’s desire to describe 

everything with language and its faith in it were abandoned at the point when the 

media produced descriptions that were ‘more real than the real’ (Morris 1988: 207-

208)] but to the media, all institutions, Literature and the mass media included, may 

be said to produce more and more objects, which take the place of the real and make 

meaning mirrored, reproduced, and lost. They may be said to produce an excess of 

objects that take the place and the functions of reality, of their origins, until reality no 

longer exists.

1.4.9 Discrimination and effects

Thus sign comes before sense, and sense does not follow; but what does follow, is 

discrimination. In an arbitrary and cruel order, an order that has no reason for 

existing, discrimination is a way to mark the objects, in a rigorous, definite and 

decisive, unchangeable way, in a violent ceremony (Morris 1988: 206; see also 

Baudrillard 1983a: 240-241). Ruled by discrimination, the excess of objects in 

Baudrillard is senseless, but strictly ordered and over controlled (Morris 1988: 204, 

206). This notion of discrimination comes to the area of literary reading at the stage of 

the dependent reader, when the literary texts are being pre-judged by literary criticism 

in ways that the dependent reader is not allowed to examine. Discrimination is a 

prevalent condition when the literary text that is taught and thought as worthy of 

being read becomes void of content and thus of sense, a mere title attributed to a 

reputed author. It is when the media hype around a literary text becomes more
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important in literary reading than the reading of the text itself, and the text is being 

read because of the hype, not because of itself.

The sense is gone, but the object/text that is empty of sense is not empty of effects. 

The effect is linked with the sign, and ‘the effect precedes the cause, and in our ends 

are our beginnings’ (Morris 1988: 207). Even without cause and without sense, effects 

are still there. Even a simulacrum, an object, has real effects. That verification 

eliminates the possible political problem of seeing for example (an image of) racism 

as ‘simply a simulacrum’ and not seeing a corresponding reality (see for example 

Wallace 1992: 662) -  reality exists, as long as its effects are tangible.

1.4.10 The simulacrum and the literary text

It remains to tackle the issue of whether the simulacrum can be the literary text. In 

Balibar and Macherey’s account, the literary text is not void of sense.18 In Baudrillard, 

the simulacrum is senseless. Language is abolished, and what used to be realism’s 

desire to describe all in language -  and its faith in language -  was replaced by the 

image offered by the media (as above, Morris 1988: 207-208). But abandoning 

language, contemporary culture had to give up ‘those illusions that only language 

might invent’ (Morris 1988: 208). It was replaced by hype, the model of inflated 

description, which ‘dreams that its dream might be fiction’ (ibid.: 210), which strives 

to attain fiction, and never accomplishes it. Instead of accomplishing fiction, hype ‘is 

ever pursuing itself (Morris 1988: 210). Since reality doesn’t exist any more, and 

thus it cannot be the one to feed the images/simulacra/objects, hype goes through self

perpetuation, seducing the subject with its own repetition, without sense, like a mantra 

(Morris 1988: 200-201). In the end, there is a reproduction of the reproduction, a ‘re

telling of fables, anecdotes and stories’, ‘told and retold as an instance (...) of the 

principle of seduction’ (Morris 1988: 201).

If we accept Morris’s interpretation of Baudrillard’s postmodernism, his attempt to 

bring back language leads him to theory, not fiction. This is a theory that strives to 

attain the condition of narrative (Morris 1988: 210).

18 The function, the effect that they theorised the text has -  when the text is full o f sense -  will be 
argued against later in the thesis, in the second chapter of the Greek part, before the findings are 
presented.
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Language and its needed illusions do not come to Baudrillard’s postmodernism via 

fiction -  rather, fiction is an unattainable dream -  but the effort is for them to come 

via Theory. And in the end, Morris is horrified that instead of something else, 

something more, what began ‘as the most sustained meditation attempted on the 

conditions of contemporary culture should, after all, end there' : with the absence of 

Things, of the object, ‘back in the prison-house of language’ (Morris 1988: 210-211), 

when language is linked with Theory, and not with fiction or the literary text; 

horrified that this meditation on contemporary culture ends up congratulating itself, 

perpetuating itself rather than going beyond that. She is horrified that the postmodern 

description will remain in the field of the description of a condition that should be 

changed and remain there congratulating itself that it saw through it, but without 

offering a solution.

The literary text, unattained in this postmodernism as fiction and narrative are 

unattained (Morris 1988: 210, 208), remains a realm of language and illusion. It can 

have a relationship to the postmodern condition at the point when it becomes self- 

perpetuating, empty of sense, and when its many instances are ordered in an arbitrary 

and imposing manner. In effect, it can only correspond with this interpretation of 

postmodernism when it gives up fiction and narrative (which it cannot do), or when it 

is used in discrimination (which it can do) because in discrimination the literary text 

becomes an arbitrary pre-determined value, giving up its meaning, its sense (see 

Morris 1988: 206) -  and giving up the act of being read.

I think that postmodernism presents a voice of caution, a warning of what can be, if 

one does not guard against ‘the nightmare absence of Things’ (Morris 1988: 211), the 

absence of objects and of texts. If one does not guard against the reign of a ‘seductive 

and senseless’ Theory (Morris 1988: 210), a Theory characterised by an absence of 

narrative and fiction -  a Theory foreign to Literature. Theory and the Literary text are 

thus related in this aphorism. But it can also be that postmodernism offers a 

description of an ‘interregnum’:
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The crisis consists precisely in the fact that the old is dying and the new 
cannot be bom; in this interregnum a great variety of morbid symptoms 
appear (Gramsci 1999: 276).
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CHAPTER 2

THE EFFECTS OF CULTURAL THEORY ON THE THEORISA TION OF LITERARY READING 
AND ITS TEACHING

2.1 From postmodernism to the Third Space of negotiation and from the 
dependent to the performing reader: Literary reading as a social practice

The ‘morbid symptom’ of words being seen as empty of meaning is a phenomenon 

that is more intense nowadays. A telling example can be found in political language: 

while all political parties talk about taking care of ‘the people’, about ‘democracy’, or 

about ‘people’s rights’, they attach multiple and contradictory meanings to such 

words that used to carry clear, concrete and undisputed connotations. This pluralism 

of interpretations often creates a void,19 perhaps more today than it had hitherto.

Lived as a metaphor rather than as nihilism (Hall 1996d: 134), postmodernism can be 

seen as a well-deserved scepticism towards old discourses about right and wrong, and 

can mark a transitional period towards ‘truths’ that are continuously contested rather 

than for ever decided. This tension and contestation, an intellectual and social end for 

Stuart Hall reached through his notions of arbitrary closure, positionality and 

articulation that we will later deal with in this chapter, can take place in a space of 

negotiation, a space in-between in which old positions can be re-evaluated.

Cultural Studies itself was to many a response to the feeling that a new society was 

emerging as the old was left behind20 and its role was seen to be, and can still be, to 

contest traditional roles and boundaries (Hall 1996h: 408). In Hall’s view it can 

provide a ‘language’ for the current processes of contestation, a language of 

negotiation (ibid.).

Under the broad banner of Cultural Studies and literary theory and having 

postmodernism as its point of departure, the post-colonialism that Homi Bhabha 

appropriated provided a theorisation of an in-between space of negotiation. He called 

it a ‘Third Space’ (see Bhabha 1998: particularly 211). Post-colonialism is not my

19 See Hall 1992: 292, as well as Morris’s input in the discussion of his article, Hall 1992: 291-292; see 
also Bhabha 1992: 57; hooks 1992: 345; Bhabha 1998: 208-209 addressing the weaknesses of the 
pluralism that multiculturalism is; McLaren 1994: 203 on containing rather than respecting cultural 
difference via pluralism.
20 Williams 1999b: 158; see also Gramsci 1999: 325, Goldmann 1976b: 93, 95-96.
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immediate concern here, but I would like to refer to this particular theorisation 

because it is especially fitting for my view of a space for the reader, and the way that 

it is constructed. Besides, this theorisation seems to correspond with theoretical 

approaches of others,21 who cannot be pinpointed as postcolonial thinkers.

In Bhabha’s theorisation, the Third Space is an in-between space of negotiation 

(Bhabha 2000: 25) where meaning and representation are negotiated (Bhabha 1998: 

211). It is also a space of culture (Bhabha 2000: 7), a communal space (Bhabha 2000: 

17), a space of meaning (Bhabha 2000: 36) and understanding:

The pact of interpretation is never simply an act of communication 
between the I and the You designated in the statement. The production 
of meaning requires that these two places be mobilised in the passage 
through a Third Space (Bhabha 2000: 36).

It is not a void in the way that Baudrillard described an in-between space:

If there is a part of nothing, of zero, a fatal strategy of the void which is 
perceived, as in some Chinese intellectuals, as an in-between space that 
allows you to circulate in-between the data and to find the line of 
thinking, if this is what they call zero, void, all those who accuse me of 
being a nihilist, then yes, in that sense I am a nihilist! (Baudrillard 2005, 
quoted in Xenaki 2005: 8).22

Far from being a space from which to ‘view things from afar’, or view things ‘from 

above’,23 Bhabha’s Third Space is not at all void and not at all neutral; it is full of 

meaning and intensely political (Bhabha 2000: 23), and corresponds to Kobena 

Mercer’s following description:

Contrary to the impression given by academic deconstructionists, the 
moment of indeterminacy, undecidability and ambivalence is never a 
neutral or purely textual affair -  it is when politics is experienced at its 
most intense (Mercer 1998: 62).

21 Stuart Hall in particular, referred to Cultural Studies intellectuals who occupy a ‘double space’ of 
translation/transition (Hall 1996h: 399).
22 See also McLaren 1994: 193, on ‘the spectatorial detachment o f those postmodern free-floating 
intellectuals who, despite their claim to be part of a collective deconstructive project, often fail to 
mobilise intellectual work in the interest of a liberatory praxis’.
23 Hall accused Baudrillard o f this. And he went on to suggest: ‘I think Baudrillard needs to join the 
masses for a while, to be silent for two-thirds o f a century, just to see what it feels like. So, it is 
precisely at the site of the political possibilities o f the masses that my political objections to, and 
contestations with, postmodernism come through most sharply’ (Hall 1996d: 141).

64



2.2 What this space can accomplish: theory and politics, theory and practice, 
together in the third space

Hall insisted that ‘movements provoke theoretical moments. And historical 

conjunctures insist on theories: they are real moments in the evolution of theory’ (Hall 

1992: 283; see also Grossberg 1996b: 153 on Hall), as Bhabha did (Bhabha 1998: 

220; 2000: 19-20, 30). The third space involves a combination of theory and politics. 

It is a space for continuous tension.24 In Mercer’s words:

Solidarity does not mean that everyone thinks in the same way, it 
begins when people have the confidence to disagree over issues of 
fundamental importance precisely because they ‘care’ about 
constructing common ground (Mercer 1998: 68).

Bhabha theorised the same tension taking place in the Third Space, as a constant re

valuing (Bhabha 1992: 58). He used Mill’s words to say that ‘if opponents of all 

important truths do not exist, it is indispensable to imagine them’ (Mill 1972: 93-94, 

quoted in Bhabha 2000: 23). Continuous tension eliminates the discourse on the value 

of pluralism. Pluralism does not provide respect for different, opposite opinions, but 

containment of them; it does not make room for the subjective (Hall 1996d: 145 for 

the importance of subjectivity),25 and as it has been described as a cure for social 

inequalities, it makes it more difficult to try and involve the opposite opinions in the 

debate. As far as the pluralist cure is concerned, the opposite opinion will be heard, 

even encouraged, but not listened to and considered. No tension takes place, no 

argument, all is ‘accepted’. Pluralism is not politics, it is the abjuration of politics, as 

it does not see politics as a process of continuous negotiation, but as the mere 

existence, (not negotiation between) of many voices.

As opposed to this, Hall’s view is that ‘politics does not reflect majorities, it 

constructs them’ (Hall 1987: 35). Equally, for Bhabha’s attempt to develop a 

postcolonial theory, within the Third Space, negotiation does not lead to a 

reconciliation/containment, but to a continuous expression of the antagonistic opinion,

24 See Hall 1992: 290-291 endorsing continuous tension as a way to making a difference in society (see 
also Hall 1992: 278,284).
25 ‘Often [white students’] rage erupts because they believe that all ways o f looking that highlight 
difference subvert the liberal conviction that it is the assertion of universal subjectivity (we are all just 
people) that will make racism disappear. They have a deep emotional investment in the myth of 
‘sameness’ even as their actions reflect the primacy of whiteness as a sign informing who they are and 
how they think’ (hooks 1992: 339).
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an expression which (Mill also argued) makes us aware of our own opinion (Bhabha 

2000: 24, referring to Mill). This is the chance we have to compare it with its 

opposite, to measure it against its opponents. And it is a condition that allows a 

closure, be it arbitrary and temporary, a condition that allows a ‘winner’ of the 

argument.

2.3 Arbitrary closure

Considering the opposite view, and considering one’s own view in the light of the 

opposite one, means that in the third space meaning is recovered from the situation of 

a general pluralism that pays no attention to particular meanings. The way each of the 

opposing positions interprets reality, the sense they each make of it, their individual, 

subjective meaning is taken into account (see Hall 1996d: 145). In that way meaning 

is not a general concept but a particular one, with a set of arguments supporting it.

The consideration of the opposite gets rid of the anger involved and encoded in social 

problems and inequalities when they are elaborated in social discourse; especially 

since even justified anger may jeopardise the chances for positive change, provoking 

paralysing guilt and denial to the ‘guilty’, a handicap to forming alliances (see Mercer 

1998: 67-68; hooks 1992: 346). Considering the opposite also eliminates a stale 

inversion of the High/Low-Ours/Theirs hierarchy (Bhabha 2000: 19; 1992: 57).26 

McLaren concentrated that logic in pedagogy:

We need to move beyond pedagogies of protest, which Houston Baker 
reminds us only reinforces the dualism of ‘self and ‘other’ and 
reinstates the basis of dominant racist evaluations, and preserves the 
‘always ready’ arrangements of white patriarchal hegemony (McLaren 
1994: 218, also referring to Baker 1985: 388).

26 See also Hall 1996c: 449, on how black cinema directors are required to say the preposterous lie that 
all blacks are nice people, and on how such reversals o f the hierarchies o f racism operate in an 
inhibiting manner for the artists themselves; white directors are allowed to make any film they want, 
black directors are only allowed to ‘celebrate’ resistance to racism. See also Stuart 1998: 32-33 on ‘a 
morally authoritarian, feminist hegemony’; van Zoonen 1994: 4, also quoting Mouffe 1992: 372, on 
how ‘one can be subordinated in one relation (of woman vs man) and dominant in another (of white 
woman vs black woman)’.
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The Third Space of negotiation and tension allows the possibility of a ‘re-positioning’ 

of those who used to be the opposition (Hall 1996c: 449; hooks 1992: 346), making 

alliance possible, making ‘changing one’s mind’ possible.

This type of resolution of the tension, and any other, was theorised by Hall in the 

notion of ‘arbitrary closures’. An arbitrary closure is a closure that is not final or 

absolute, but instead always open and subject to re-negotiation.27 These closures are 

positions that need to be enunciated, positions that are different and distinct from 

others. They are not to remain unchanged, and they most probably will be translated 

and moved, but they are differences that ‘really matter’ and need to be enunciated 

(Hall 1992: 278).

I don’t believe knowledge is closed, but I do believe that politics is 
impossible without what I have called ‘the arbitrary closure’; without 
what Homi Bhabha called social agency as an arbitrary closure. That is 
to say, I don’t understand a practice which aims to make a difference in 
the world, which doesn’t have some points of difference or distinction 
which it has to stake out, which really matter (Hall 1992: 278).

2.4 Enunciation, resistance, insurgency and the performing reader

The interconnection of theory and politics that Hall and Bhabha insisted upon is based 

on the assumption that theory can intervene in society (Hall 1992: 282, 286), on the 

assumption that what needs to be done is to develop ‘intellectual and theoretical work 

as a political practice’ (Hall 1992: 281). Theoretical practice should not be seen as a 

substitute for politics (Hall 1992: 286); but it should be a necessary delay (Hall 1992: 

283, 284), as politics have to pass through theory. On the other hand, serious 

theoretical work should be characterised by a modesty (Hall 1992: 286, 288) that 

acknowledges the value of politics (Hall 1992: 286). Intervening in society, making a 

difference, is achieved with both theory and politics.

Not theory as the will to truth, but theory as a set of contested, 
localised, conjunctural knowledges, which have to be debated in a 
dialogical way. But also as a practice which always thinks about its

27 Hall 1992: 278, 283; Morris in the discussion o f the same paper/conference presentation, Hall 1992: 
291-292; Bhabha 1992: 58-59.
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intervention in a world in which it would make some difference, in 
which it would have some effect. Finally, a practice which understands 
the need for intellectual modesty. I do think there is all the difference in 
the world between understanding the politics of intellectual work and 
substituting intellectual work for politics (Hall 1992: 286).

Committed to Theory,28 Bhabha suggested that ‘history is happening -  within the 

pages of theory, within the systems and structures we construct to figure the passage 

of the historical’ (Bhabha 2000: 25; also Grossberg 1996b: 153, on Hall). So politics 

and theory are taking place the one alongside the other, have the same value, and 

theory is indispensable to politics (Bhabha 1998: 220; 2000: 19-20, 30).

The unity of theory and practice is not just a matter of mechanical fact, 
but a part of the historical process, whose elementary and primitive 
phase is to be found in the sense of being ‘different’ and ‘apart’, in an 
instinctive feeling of independence, and which progresses to the level of 
real possession of a single and coherent conception of the world 
(Gramsci 1999: 333).

The theorisation of tension allows enunciation as a social process and eliminates 

binarism (Bhabha 1992: 57), which is based on the logic that there is no process 

involved, that all has already been decided.

[The social process of enunciation, which replaced the logic of 
cultural binarism is] a more dialogic process that attempts to track the 
processes of displacement and realignment that are already at work, 
constructing something different and hybrid from the encounter: a 
third space that does not simply revise or invert the dualities, but 
revalues the ideological bases of division and difference (Bhabha 1992:
58, italics author's own, other emphasis added).

Bhabha also protested against the postmodernist notion of opposition, of resistance as 

something inherent in power (contained in, rather than by, power). Whereas 

postmodernism would see the political moment of enunciation as a response to the 

subject being marginalised, and therefore initiated by the exercise of power itself, 

Bhabha’s attempt to develop a postcolonial theory saw this enunciation/resistance as 

coming from outside and beyond the hierarchies and structures of power (Bhabha 

1992: 56-57).

| 28 Reference to his chapter ^Commitment to Theoryl, in The Location o f  Culture
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To say that struggle, agency and the questioning of the sententious will necessarily 

come from those who have been suppressed because they have been suppressed 

(Bhabha 1992: 56 referring to postmodernism), is to diminish the importance and the 

impact of an act of insurgency; it is to suggest that ‘all that effort’ is not needed after 

all, since power has that result anyway.

Insurgency is impeded once we regularise it, since this attitude involves another 

danger: to say that resistance to power is inherent in power, that power includes 

resistance against itself, is also to rest assured that we need not do anything to 

encourage that resistance. It is close to saying that no social policies, no institutions 

are needed to support the positions that oppose the ruling positionalities.

A theorisation of the reading of literature that would suggest that no matter what types 

of strategy the institution of education used, the reader will be able to understand and 

be critical of the text, would underestimate the effort involved in becoming a 

performing reader. It would also underestimate the ways in which certain educational 

strategies and social conditions can operate so as to maintain dependent readers at 

their status of dependency.

2.5 Articulation: the outcome of the tension in the third space

Hall theorised articulation as the enunciation, as well as the way that different 

elements are combined at a particular time to form a specific, not random but 

temporary, complex structure (Hall 1980: 325, 1996d: 141-142). Articulation is a 

moment of enunciation, a moment of arbitrary closure (Slack 1996: 115). It is a 

combination that is linked with the specific place and time (Hall 1996d: 141; Bhabha 

1992: 57; Williams 1971a: 69), and thus is not necessary but only possible. It is a 

unity-in-difference, a structure in spite of differences and in spite of contradictions, 

which also, being a structure, involves a structuring of the relations between the 

elements that is hierarchical, ‘relations of dominance and subordination’ (Hall 1980: 

325; Larrain 1996: 48-49, also quoting Hall 1986a: 44). The self itself is a 

contradictory unity, ‘constituted out of and by difference’ (Hall 1996d: 145), and so 

are cultural forms, ‘never whole, never fully closed or sutured’ (Hall 1996d: 145).

Via this view, the contestation between the (theoretical) text and the (practical, in 

view of her experience, her history) reader also becomes less of a distanced 

relationship. Reading is the third space where a theoretical contestation between the
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performing reader and the text is taking place. As a theoretical contestation, reading 

is the ‘necessary delay’ before social action, before the reader constructs an opinion of 

the world via the text and her relationship with it, and acts accordingly, before she 

moves to social action via the kind of position her tension with the text articulated. 

The performing reader achieves an arbitrary closure, an articulation of the tension 

between her and the text, rather than relying on a ‘pre-packaged’ pluralism -  like that 

that the literary criticism of Richards promoted through the theorising of individual 

response, a response that was not based on reading as a process, but reading as a set 

way of understanding set messages. The arbitrary closure of the performing reader 

can thus be a ‘re-articulation’, it can result in a re-positioning of the reader; it can 

result in changing her mind.

2.6 Ideology and positioning

The position of the reader is to a great extent decided by ideology, if we accept that 

ideology is how people are enabled ‘to make some sense or intelligibility of their 

historical situation’ (Hall 1996d: 142), and thus of their relation to their conditions of 

existence (Althusser 1971a: 164; see also Barrett 1993: 173 on Althusser). Material 

interests, although they count, have to be ‘ideologically defined’ (Hall 1987: 33) in 

order to weigh upon the person’s choices. That means that symbolic inclusion can 

under certain conditions overcome material interests (ibid.), and thus it can overcome 

actual exclusion. Therefore working class people may vote for a conservative party, 

based on images that enable them to imagine themselves moving upwards in the 

social scale and ignoring real conditions that are not referred to their imagination 

(Hall 1987). Fitzgerald addressed ethnic identity in the same way that Hall addressed 

social identity:

Modem ethnic identifications work more by ‘external symbols’ 
(symbolic identities) than any actual cultural ability, knowledge or 
performance [(Sollors 1986: 35)]. The emotional significance of such 
attachments persists while the actual cultural content has dramatically 
changed (Fitzgerald 1994: 116).

Based on symbols and imagination, affiliation is thus even stronger than it is when 

based on material, ‘concrete’ interests. A stronger ‘we’ is constructed via imagination
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and emotions than via logic (see also Aristotle 1206b 18-29) -  and that ‘we’ could 

even be illogical, but it would be ideologically structured.

2.7 Ideology affects people’s lives

Althusser contended that ideology is the way people represent the imaginary relation 

that they have to their conditions of life (Althusser 1971a: 165); it has an allusion to 

reality, but it is also an illusion (Althusser 1971a: 162).

While admitting that they [ideologies] do not correspond to reality, i.e. 
that they constitute an illusion, we admit that they do make an allusion 
to reality, and that they need only be ‘interpreted’ to discover the reality 
of the world behind their imaginary representation of that world 
(ideology = illusion/allusion) (Althusser 1971a: 162).

Although ‘ideology [for Marx] is the system of the ideas and representations which 

dominate the mind of a man or a social group’ (Althusser 1971a: 158), it is also the 

way those ideas and representations are ‘lived’ by the person or persons. Indeed ‘the 

‘ideas’ of a human subject exist in his actions’ (Althusser 1971a: 168, 170).

We now use [ideology] to refer to all organised forms of social 
thinking. (...) We mean the practical as well as the theoretical 
knowledges which enable people to ‘figure out’ society, and within 
whose categories and discourses we ‘live out’ and ‘experience’ our 
objective positioning in social relations (Hall 1996g: 27, original 
emphasis).

What Hall called categories of ideology, Althusser theorised as the seminal

Ideological State Apparatuses (ISAs).

2.8 Ideological State Apparatuses: Literature and education

Based on a Marxist model of ideology, the ISAs are institutional formations that 

support the oppressive State, and act as vessels of the ruling ideology.

I shall call Ideological State Apparatuses a certain number of realities 
which present themselves to the immediate observer in the form of
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distinct and specialised institutions. I propose an empirical list of 
these (...) (the order in which I have listed them has no particular 
significance): - the religious ISA (the system of different Churches), - 
the educational ISA (the system of the different public and private 
‘Schools’), - the family ISA, - the legal ISA (belonging both to the 
repressive State apparatus, and to the system of ISAs), - the political 
ISA (the political system, including the different Parties), - the trade- 
union ISA, - the communications ISA (press, radio and television, etc.),
- the cultural ISA (Literature, the Arts, sports, etc.) (Althusser 1997:
53-54 and/or Althusser 1971a: 143, emphasis added).

Importantly, Althusser’s ISAs essay stressed the relation of practices to ideology 

instead of just ideas (Hall 1996f: 34; see also 32; Althusser 1971a: 166-168, 170) and 

defined ideology in broader ways, ways that included definitions that had come to 

describe culture (Hall 1996f: 34) (and notably that Literature and education belong to 

the ISAs). All the ISAs are the site of ideologies (Althusser 1971a: 184-185) and their 

material existence, the site where the rituals of ideologies take place (Althusser 

1971a: 168).

2.9 Education and rituals: playing with the imaginary

Rituals have a prominent place in the ISAs, and govern ideological practices, making 

them more powerful in their effect. Liesbet van Zoonen (1994: particularly 37) 

referred to two models of communication that can be applied to literary education: the 

transmission and ritual models. In the transmission model the interest is in the text 

which is transmitted and in its interpretation by the receiver, while in the ritual model 

the ceremony is more important. Both the ritualised practices and the ideas 

transmitted are important in forming the ideology promoted in the ISA of education 

(Althusser 1971a: 185-186). Thus both what is said, the content of the teachings, as 

well as the gathering and arrangement of the students in the classroom or in other 

instances of school life29 play a role in the transmission, production and reproduction 

of ideology. Praise and punishment are also rituals, as is the sitting arrangement for 

the teacher and the pupils in the classroom, aimed to elicit some sort of respect for the 

teacher. Education rituals are present in everything that brings order to the process of

29 Greek schoolchildren for example are arranged by twos in lines in the schoolyard according to height 
in the morning, before going inside the classroom. Part o f the morning ritual is to say a prayer, 
announced by one child who stands out, and listened to by all classes, that have been organised in lines.
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teaching and learning: manifest rituals that demonstrate hierarchies and expectations, 

the rituals of the exams, the rituals that govern the processes of making questions and 

providing answers. Those rituals strengthen the rules through respect and habit, and 

often render the manifestation more important than what is manifested (which 

means for example that even a teacher who is not generally respected by the 

schoolchildren, is respected within the ritual).

Supported by rituals governing time, space and even the contents of teaching, the 

teacher and her teaching material come to have a more powerful effect than they 

would otherwise. The ritual makes authority into something imaginary, ‘greater than 

real’. With its help, the imaginary that is included in the understanding of school 

reality is accentuated, because of the use of the symbolic.30

With reference to the 1987 elections in Britain, Hall described the power of the 

symbolic and of imagination in identifying with a political party ideologically: 

‘Elections are won or lost not just on so-called ‘real’ majorities, but on (equally real) 

‘symbolic majorities” (Hall 1987: 33). The political imagination of the electorate 

made it identify ideologically with the winning party, through a future that was 

‘imagined -  ‘imaged’, to coin a word’ (ibid.).

2.10 The Third Space of education and literary reading

But as imagination and the symbolic interfere with ideology, it becomes clear that 

there can be no real control of it (see also Clarke et. al. 1982: 67). Both these, 

imagination and the symbolic, are inscribed in culture and art, which justifies the fact 

that Althusser extended ideology to include definitions of what used to be considered 

the realm of culture (Hall 1996f: 34).

The symbolism inscribed in the literary text and the imagination of the reader are 

elements of the negotiation between the ideology inscribed in the text and the 

ideology of the reader, that takes place during reading. While a work does not have an 

indefinite amount of meanings (Macherey 1980: 80), there can be an indefinite 

amount of negotiations between the two ideologies in reading -  and no necessary 

articulation between the two. Through reading, the ideology of the text can

30 See Hall 1996j: 294, linking the ritual with the symbolic referring to the book Resistance Through 
Rituals', see also Hall 1996h: 403 on Cultural Studies being dependent on the symbolic.
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interpellate the reader as a subject (Althusser 1971a: 170, 181), it can ‘discover its 

subject’ (Hall 1996d: 142; see also Larrain 1996: 48). It can re-articulate one’s 

ideology; it can symbolically include (Hall 1987: 33) the reader as part of what it 

describes, alluding to her perception of her reality, based on the ideology that she 

already has. It can also offer her an illusion through its fiction.

Thus ‘contradictory’ and ‘never fully closed or sutured’ (Hall 1996d: 145), cultural 

forms as ISAs are sites of struggle:

The Ideological State Apparatuses may be not only the stake, but also 
the site of class struggle, and often of bitter forms of class struggle. The 
class (or class alliance) in power cannot lay down the law in the ISAs as 
easily as it can in the (repressive) State apparatus, not only because the 
former ruling classes are able to retain strong positions there for a long 
time, but also because the resistance of the exploited classes is able to 
find means and occasions to express itself there, either by the utilisation 
of their contradictions, or by conquering combat positions in them in 
struggle (Althusser 1971a: 147, see also 149, original emphasis).

Althusser’s theorisation sees the ISAs as a space of negotiation. This means that it’s 

not only the text that can interpellate, the reader through the ideology inscribed in it, 

but also that this is a space for the reader to re-negotiate her relationship with her 

conditions of existence, for the reader to re-position herself. It is also a theorisation of 

the ISAs as a space that allows room for resistance (Althusser 1971a: 147, 149; see 

also Corrigan & Frith 1982: 235). As Literature and education are ISAs, they can be a 

space for that resistance, a Third in-between Space corresponding to Bhabha’s 

theorisation. Bhabha attested to the importance of this:

Forms of popular rebellion and mobilisation are often most subversive 
and transgressive when they are created through oppositional cultural 
practices (Bhabha 2000: 20, original emphasis).

Whereas his view of cinematic art can be extended to the art of literature:

The specific value of a politics of cultural production [is that], because 
it makes the surfaces of cinematic signification the grounds of political 
intervention, it gives depth to the language of social criticism and 
extends the domain of ‘politics’ in a direction that will not be entirely 
dominated by the forces of economic or social control (Bhabha 2000:
20, emphasis added).

74



It is important to see that the ISAs are both the Third Space, the space where the 

negotiation occurs, and the result of the negotiation, the (end but not final) articulation 

of the ideological and political elements that form an institution. They are the site of 

struggle, and the stake (see above, Althusser 1971a: 147): the prize of the ‘winner’ of 

the negotiation will be to rule over it, to result in an articulation that is based on her 

own ideology -  which can be formed and re-formed during the negotiation. This 

negotiation, this ideological struggle, Althusser saw as a class struggle (Althusser 

1971a: 147, 149, 184; see also Barrett 1993: 171). This is especially clear if we bear 

in mind that class is not defined on a purely economic basis (Hall 1987: 33; Mercer 

1998: 57), nor is it an a priori social formation.31 Neither class, nor gender or race are 

primordial, natural existences, and they would not be contested the way they have 

been if the discourse about them had not been oriented in the manner it had (see 

Mercer 1998: 59; Bhabha 2000: 26; Hall 1996d: 147, also referring to Laclau; Hall 

1996c: 443). Even more importantly, classes do not have an a priori ideology ‘already 

prescribed and prearranged like number plates on their backs’.32 Their unity-in- 

difference is ‘politically constructed’, i.e. constructed through struggle. It is re

negotiated continually, and can be re-articulated and so a new articulation can be 

reached at any point.

Having a class formation at its heart (Hall 1996d: 144), as it originates in classes and 

their experience of class struggle (Althusser 1971a: 186), ideology can be ‘articulated 

to a social movement, a movement of people’ (Hall 1996d: 144) and thus intervene in 

society. It can do that if ‘it begins to have forms of intelligibility which explain a 

shared collective situation’ (ibid.). Ideology discovers its subject (Hall 1996d: 142,

144) and if it can constitute people as a ‘collective subject’, it can become ‘a 

historical, or political force’ (Hall 1996d: 144).

2.11 Recognition

The prerequisite of the collective subject and the shared collective situation is also 

evident in Bhabha’s theorisation of the Third Space. For him, the Third Space 

satisfies ‘a profound desire for social solidarity’ (Bhabha 2000: 18), a desire to 

recognise oneself in the Other. For the first time including the subject in the (Marxist)

31 See Hall 1996d: 147, referring to Laclau; Hall 1996c: 443; Bhabha 2000: 26; Mercer 1998: 59.
32 Hall 1996f: 34 referring to Althusser, using Poulantzas’s words; Althusser 1971a: 165-166.
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theorisation of ideology (Barrett 1993: 178-179), Althusser theorised the same need 

for recognition: for him, the subject that is interpellated by ideology, is called to 

recognise herself in the mirror structure that the ideology has constructed as ideal. She 

has to want to be like the ultimate Subject, someone who is seen as the creator of that 

ideology; even more, she is called to behave in a manner that would allow that 

Subject to recognise herself in the interpellated (Althusser 1971a: 178-182). In the 

religious ideology the ultimate Subject is God, in the educational ideology of literary 

reading the ultimate Subject can be the teacher or the literary critic, or the author. But 

this is not enough. The subject that is interpellated should also be in a position to 

recognise herself in that ideology (Althusser 1971a: 181), find common ground with 

that ideology and her experience of her relations with her conditions of existence. Hall 

agrees:

One has to see the way in which a variety of different social groups 
enter into and constitute for a time a kind of political and social force, 
in part by seeing themselves reflected as a unified force in the ideology 
which constitutes them (Hall 1996d: 144, emphasis added).

This mutual recognition of the self in ideology is a desire shared by both holders of 

ideology in the Third Space of literary reading. One way that this has been articulated 

from the perspective of the reader is mimicry.

2.12 Mimicry: the dependent reader mimicking the literary critic

This recognition can be extorted: Hall commented on what Spivak called epistemic 

violence: ‘splitting on both sides of the division’ (Hall 1996c: 445). The hierarchical 

division is not only between the teacher/literary critic and the pupil, but also between 

pupils. A dichotomy is articulated between those who are represented as good pupils 

and those who are represented as bad ones. In wanting to recognise herself in the 

pupil, the educator may demand mimicry and repetition of her own views.

But this involves the postmodernist danger of the lack of meaning. It also involves the 

very probable outcome of the mimic becoming only a partial prototype. And in that 

way it brings forth the threat of defacing the original.
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2.13 Mimicry as a threat to the model

Another significant way to view mimicry is in its reverse action: mimicry may also be 

a way to resist dominance and elude control (Loomba 2000: 89, referring to Bhabha 

1994). Firstly, by being a way of defeating the ‘conqueror’ at his own game, with the 

threat of depreciation, of defacing; in a simple sentence, using the word ‘sentence’ in 

both meanings, the dependent reader would say: ‘— I am like you, therefore you are 

like me: like me, whom you consider inferior’. Secondly, by the fact that a part of the 

mimicking subject is left ‘unmimicking’, but also concealed from the model, by her 

effort to change a lot of herself so as to be like the dominant subject. In a simple 

sentence: ‘- 1  am still not like you, there are still parts of me that are not like you, but 

I’m hiding it, so you don’t know when and how it’ll come out and threaten you’. 

Denying herself, the mimic becomes an enemy who does not have a face: a 

camouflaged, pretending to be you, enemy -  even worse, being partially you, having 

acquired some characteristics that strongly remind you of yourself. Finally, a third 

way of threatening the model in the image of which the mimic constructs herself is 

that by mimicry she resists being signified as Other. She therefore renders invalid the 

effort of the model to separate herself from her. In a simple sentence: ‘ -  You said I 

am inferior, but look: I read the same literature as you, and interpret it the same way 

as you do’. In the instance of successful mimicry, the ideological construction of the 

model’s superiority is destabilised. Fighting to be identified as equal, the reader 

refuses to represent difference and thus challenges authority (see Bhabha 2001: 384). 

Thus the lack of ‘continuous tension’, the docile behaviour of a dependent reader, 

brings a continuous tension of another kind. A hidden tension, a hidden challenge to 

authority, which, without the arguments negotiated, does not lead to new articulations, 

does not respect any arbitrary closure, and does not make any difference; no new 

results come from reading.

2.14 Mimicry as a threat to the mimic

The mimic herself, mimicking the ‘prototype’ even with partial success, forsakes her 

own essence (Bhabha 2000: 90). She becomes the one without an identity: losing the 

previous one is a prerequisite, and yet it seems difficult to hold on to the ‘desired’,

77



constantly challenged by the ‘legitimate’ holders of it, constantly needing to prove 

and verify her ‘equality’ to her ‘equals’.

Under specific conditions the adequate reader may have access to the positionality of 

the dependent reader, but how alienated from its ‘source’ is the story of a working 

class boy or girl who becomes a literary critic? ‘Mimics’ like Carolyn Steedman, 

Richard Hoggart and Raymond Williams have moved from a working class starting 

point to a middle class social position, in some ways by mimicking cultural practices 

of another social class. Writing for example, was one way that took them away from 

the ‘structures of deprivation’ (Steedman 1994: 17) and moved them to middle class 

structures. Yet the new social frames do not provide a solid support and demand to be 

renewed with ‘fresh effort and commitment’ each time (Ehrenreich 1990: 15). The 

middle class title needs to be constantly verified with work, whereas on the other hand 

it is also constantly threatened by ‘a fear of inner weakness, of growing soft, of failing 

to strive, of losing discipline and will’ (Ehrenreich 1990: 15). Richard Hoggart 

described it well: ‘I often feel insecure and anxious to justify myself. I always feel 

guilty if I haven't 'done my homework', so to speak. I find it hard to relax sufficiently’ 

(Hoggart 1970: 27). Under constant threat, the reader is constantly afraid of sliding 

into the condition of the merely adequate, common reader -  and perhaps subsequently 

the merely adequate life conditions of the lower classes. That can lead to the reader 

‘trying too hard’ to be accepted as middle class by agreeing with middle class 

viewpoints and ‘flattering the superior’, even when she does not believe those views; 

or it can lead to her overwhelmingly insisting on working class views in her effort to 

protect that background, weakening her current social positionality to a degree that 

annuls it, if she cannot see the arguments behind her re-positioning.

2.15 An in -  between reader

Yet the experience of two positionalities may prove privileged exactly because it has 

offered ‘residence’ in two social places rather than one. The scholarship girl who 

turned into a middle class adult has the experience of two social realities, the 

experience of both classes. And she has the chance to play the game from within, 

being determined by the working class subjectivity that has partly shaped her own, 

and having the opportunities of a middle class subjectivity. Belsey (1982) contended
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that education needs to work from within. At any rate, in a society where everything 

and everyone is interrelated, where one influences and is being influenced, as 

Castoriadis (1997c: 154-155) and Giddens (1996) have shown, it is more than ever 

before the case that more identities and subjectivities are being crowded inside one 

person. Besides, there can be no ‘true and undistorted’ being. Such perceptions are 

highly problematic, as was the nineteenth century notion of ‘pure’ literature, cleaned 

from the social experience of the writer and of the reader (Williams 1971b). 

‘Experience [can be drawn on], through different modes, to generate alternative 

accounts of reality in order to question existing accounts and itself unsettles many of 

the ‘certainties’ of intellectual practice’ (Gray 1997: 89). Culture and subjectivity are 

in process, and so should be ‘many of the certainties of intellectual practice’.

The mimic, the dependent reader can be of help in that process, since she exists more 

than others in the ‘halfway between...not defined world’, as minorities do (Bhabha 

2000: 13, 14). The reason for that is that her identity, her positionality, is not (at least 

yet) defined. Her subjectivity too is ‘halfway there’, and characterised by an 

undecidability. Like a member of a minority who tries to mimic the colonial self, the 

mimic reader ‘represents a hybridity, a difference ‘within ', a subject that inhabits the 

rim of an ‘in-between’ reality’ (Bhabha 2000: 13, emphasis added). This internal 

difference, this internal conflict can be the space in which the two positionalities are 

negotiated. It can be a Third Space, and from that the performing reader may emerge. 

The dependent reader/mimic can be one stage on the way to becoming a performing 

reader. As ‘the self is contradictory’ (Hall 1996d: 145; Weedon 1997d: 23), the Third 

Space can exist within but also ‘outside’ the person: in the conception of the reading 

act, seeing reading as a process of negotiation, where the position of the reader at the 

time of reading, and the position of the reading act itself (the position of the text as the 

reader understands it at the given moment when the reading is taking place) are 

negotiated.

Literary reading is itself the site where ‘the ambivalences and ambiguities’ of the 

‘unhomely’, of the strange, the opposing, are enacted (Bhabha 2000: 18), even though 

the reader is ‘looking for the join’, looking for something to recognise, looking for 

social solidarity (ibid.). The performing reader is the reader who achieves that 

recognition via a negotiation with ‘the ambivalences and ambiguities’. This is 

possible and more probable than in other ‘Third Spaces’ because the literary text itself

79



is not characterised by rigid certainties. Symbolism and imagination make sure that 

there are ambiguities inscribed in it, they make sure that there is a negotiation 

inscribed in it already, inherent in it.

2.16 The certainties before the ambiguities

On the way to negotiating with the ambiguities of the literary text and of its reading, 

the performing reader, passing from the stage of the dependent reader, came across 

some strong convictions. She came across certainties that literary criticism professes 

about the text and about reading, in the framework of education, certainties that can 

be useful. Having been a dependent reader, she benefited from past knowledge about 

what should be read, even though that depended on place and time, and thus is to a 

large extent arbitrary (Bhabha 1992: 57; Williams 1971a: 69); she benefited because 

she was more attentive to texts that were recommended, especially through education 

-  she could not have found out the best literary texts on her own soon enough. 

[Besides, ‘how things are represented and the machineries and regimes of 

representation in a culture do play a constitutive, and not merely a reflexive, after-the- 

event, role’ (Hall 1996c: 443, original emphasis; see also Hall 1987: 31, 33; 19961: 

235)]. The trust of others in the relevance and ‘qualifications’ of the reading material 

had already formed an ideology around that text.

The student-reader/mimic preferred to read the broadly-read, well-disputed, well- 

respected text, so that she would in turn understand it more easily, since there would 

be more interpretations available. She could thus analyse and even apply it in research 

which would aspire to be read, understood and respected in turn. It is even possible 

that the reader’s attention to detail and belief in the virtues of what she read would 

suffice on their own to make even a text of minimal value ‘bear fruit’ and provide 

insights.

The stage of the dependent reader channelled the reader towards becoming a 

performing reader: if you want to move an ideology, ‘to re-articulate it in another 

way, you are going to come across all the grooves that have articulated it already’ 

(Hall 1996d: 143, referring to religious ideology). And before Cultural Studies, past 

articulations of literary reading and constructions of the dependent reader can be 

traced in the British Reports on Education.
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CHAPTER 3

Co nstru cting  th e  d e p e n d e n t  r e a d e r :
Th e  R e p o r t s  o n  E n g l is h  l it e r a r y  E duca tio n

3.1 The Reports and the state

The Reports that this present examination deals with spanned almost the whole of the 

twentieth century, and reflected the ways in which historical and social circumstances 

marked issues of English teaching and reading. Heavily dependent on the state and on 

government decisions, they marked a ‘state-sponsored’ construction of the reader.

As the state had proven itself ‘better than private initiatives and individual 

entrepreneurs’ at ensuring the social conditions of production (Hall 1981: 14), 

capitalist society had given it that role. And since education is a major component in 

the construction of social conditions, it too was handed to the state’s jurisdiction. 

Forms of education that were not controlled by the state had been fought against and 

eliminated,33 so that in the end only the state was allowed to form educational policy. 

Yet it was wrongly perceived as neutral.34

The state had the principal say in the Reports, which were researched and presented 

by government appointed committees with the declared intention to inform about 

established educational policy and advise about needed reform (see for example the 

Hadow Report 1931: iv). These committees’ members were considered an elite of 

pedagogical and literary critical thought, yet in reality it often happened that the 

committees only included what remained of that elite after it had gone through the 

government’s political filter. The government could select its own advisors and the 

Reports were written under the auspices and direction of the state, often making the 

authors’ advisory role potential rather than real. As the Reports would be read by a

33 Corrigan and Frith 1982: 233-234; see also for example Steedman 1990: 180, on the Workers’ 
Educational Association (WEA); for the social developments that led to education being available to all 
social classes, see also Steedman 1990: 179-181, on the Worker’s Educational Association, and ibid.: 
174, on the Socialist Sunday School movement, which ‘originated in the West of Scotland in 1895’; 
see also Batsleer et. al. 1985: 52ff, on the WEA, the Plebs League and the National Council o f Labour 
Colleges, ‘the WEA’s main rivals in the field of adult education’.
34 Hall 1981: 9; see also Aronowitz & Giroux (1986: 205), who suggested that the state ought to be ‘an 
object of critical inquiry rather than veneration’ (pointing to the fact that in many cases it is an object of 
veneration).
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broad segment of the public, this made it necessary for the bond between government 

and educators to appear a strong one.

Evidence that this was not the case was suppressed, as the case of the project 

Language in the National Curriculum demonstrates. Following the Cox Report 

(1989), this Report-like project concentrated on language; yet its findings never got to 

be published, because they did not correspond with government expectations. It seems 

that not only was the government not prepared to integrate the suggested reforms, but 

it was even unwilling to acknowledge the need for them. The publication was 

‘vetoed’, and the project was not even discussed or contested. It never entered a 

debate about language. The Oxford Companion to the English Language gives a 

detailed account:

Because of concern about the level of knowledge of language on the 
part of the teachers (who, at the secondary level, had mostly qualified 
with degrees in literature), the Cox Report’s recommendations were 
followed by a government-funded in-service training project known as 
Language in the National Curriculum or LINC, directed by Professor 
Ronald Carter of Nottingham University. However, the materials, due 
to be published by HMSO (Her Majesty’s Stationery Office), were 
withdrawn in 1991 by ministerial order, and copyright was withheld for 
their commercial publication. Although precise reasons for these 
actions were not given, in the general view of the press they were a 
response to attempts by the writers of materials to situate language in 
social and political settings, and to ‘downgrade’ Standard English in 
relation to the use of dialect. The writers also rejected phonics as a 
technique for teaching spelling. In the opinion of many observers, the 
long-standing conflict between the views of Conservative politicians on 
the role of language and those of linguists and educationalists reached a 
new stage with an act of direct official censorship.35

It seems that the nature of the research the committees undertook in writing most of 

the Reports could provoke findings that would not be liked by the government of the 

time, as they used ‘witnesses’36 and their inquiry spanned an average of two years.37 

But there was also internal censorship, within the committees.

35 http://www.xrefer.com/entry.isp?xrefid=441647. from Xrefer, ‘the web's reference engine providing 
free access to an online collection o f encyclopaedias, dictionaries, thesauri and quotations’. Entry: Cox 
Report. ‘Xrefer’ states at that webpage that the text is taken from The Oxford Companion to the 
English Language. The webpage was accessed on 15/12/2002.
36 Newbolt Report 1921: 3; Hadow Report 1931: xii; Bullock Report 1975: xxxiii.
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3.2 The committees

The members often addressed the demands of the Reports from the point of view of a 

civil servant rather than from that of the educationalist, Baldick contends:

Most of the committees’ members were in fact ‘professors of English 
literature’ with the small ‘p ’ appropriate to their religious terminology.
And it is this (...) which gives rise to the unsteadiness of their rhetoric 
of Culture, in which a vocabulary of sanctification and worship jostles 
with the everyday professional ‘staff, ‘colleagues’, ‘degrees’. These 
overlaid religious references (...) Arnold could afford not only to do 
without, but to dismiss as ugly committee-room Philistinism (Baldick 
1983:98).

Yet, in spite of self-control due to these factors and of having to comply with omitting 

important issues, the committees did manage to include important issues. Significant 

inclusions were made possible and even necessary, partly due to the established 

authority of institutions that supported educational causes, institutions which were 

strengthened during the war.

Central among these, the National Board of Education and the English Association 

were founded in 1899 and 1907 respectively (Doyle 1989: 21, 23, 25, 31-32).38 They 

put English at the centre of the educational debate, as ‘an essential element in the 

national education’;39 thus, their formation was an important step towards fortifying 

institutionalisation. Poignantly, many of the members of the committees that drew up 

the Reports were also members of these two institutions.

There had also been Reports before the Board and the Association before the War, but 

their standing regarding English literary culture was of no real consequence; to a great 

extent this was because of the lack of institutionalised support (like that of the Board 

and the Association), but also because of the lack of a powerful impetus that a force 

like propaganda, together with the conditions that compelled it (the war), offered. An

37 Newbolt Report 1921: 3; Hadow Report 1926: xvii; Hadow Report 1931: xii; Newsom Report 1963: 
vii; Bullock Report 1975: v.
38 According to Baldick, the Association was founded a year earlier, in 1906 (1983: 93).
39 Baldick 1983: 93, quoting the Constitution of the English Association, cited in 
Smith (Nowell) 1942: 5.
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immature movement towards a ‘professionalisation’ of English had been starting to 

develop, but war propaganda overturned it -  yet at the same time, in significant ways, 

verified it and took it to another level (see Baldick 1983: 86, 90).

Hence, the present examination begins with the Newbolt Report, entitled The teaching 

o f English in England. Published in 1921, after the First World War, it was 

particularly seminal. As the war had created a different environment for English 

Literature and its reading, when peace was restored the state sought to respond so as 

regulate that environment. Together with the other issues it stressed, the Newbolt 

Report carried the state’s response to Literature’s war status.

3.3 English Literature and the war

The exceptional circumstances of the war had rendered Literature one of the most 

important cultural ‘representatives’ of the Nation. It was realised that in order to have 

all classes fighting against the enemy in the field, a strong sense of social unity had to 

be achieved. Mainly targeting the classes that were previously socially isolated from 

the rest of British society, war propaganda allowed the people to assume that the 

social equality that was an inevitable reality in the field of war would also be the norm 

in the society that would come after it. ‘To win the war, people were encouraged to 

believe that there would not be a return to widespread injustice and poverty’ (Sinfield 

1989: 1, also for example 14). The soldiers were convinced that this better society was 

what they were fighting for in the field. The same soldiers came back from the war 

really keen on education, which propaganda had taught them to regard as ‘national 

education’ (Baldick 1983: 94).

Propaganda had utilised English Literature in the guise of the cultural representative 

of the whole of Britain. Based on a rhetoric of the unified and sacred Nation, 

Literature as the instrument of cultural unity was meant to inspire social unity. 

Ironically, the term National Literature (Nationalliteratur) itself had originated in 

Germany in the 1780s (Williams 1991: 195).40 [Following another German example, 

that of the ‘hoch Deutsch’ (‘high’ German), the discourse around English National

40 Around the 1800s, the concept o f National Literature unified society under the rule o f ‘cultured’ or 
‘polite’ society, occupying the space once occupied by religious ritual and patronage as society’s 
unifying forces [Doyle 1989: 10-11; see also Davies (Tony) 1987: 255].
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Literature recognised only one language, and only one language type within that, as 

the Nation’s worthy representative, as literary language -  no dialects, and no other 

languages that were used in the British Isles].

‘The idea of a ‘National Literature’ had been growing strongly since the Renaissance’ 

(Williams 1977a: 51) and was much strengthened in the nineteenth century. But now 

there was also something called the British War Propaganda Bureau, with its own 

Literature and Art Department (Baldick 1983: 87), which was ready to take advantage 

of this already established notion. Some important elements of the Bureau’s 

construction of the role of English Literature and its reading were expressed in that a 

‘declaration’ of the reasons for war and the government’s aims, under the title 

‘Britain’s Destiny and Duty’, published in The Times on 18th September 1914, was 

signed by fifty-two respected authors (Baldick 1983: 87).

The fact that those authors’ signatures added legitimacy to the published text indicates 

that English Literature already enjoyed a high status in public opinion — but the stress 

on the links with Britain, its ‘destiny’ and its ‘duty’, extended that cultural status to 

political issues; and vice versa, this stress gave literature a significant political status.

3.4 Literary criticism and English teaching

This positively viewed entrance of Literature into the political sphere supported it in 

new and significant ways, and encouraged literary criticism to grow too (Baldick 

1983: 86). Thus, the war paved the way for the appearance of literary critics like Eliot 

and Richards.41 Before their criticism, English was suspected as a ‘soft option’ 

(Baldick 1983: 197).

Until the early nineteenth century, literary teaching in the United Kingdom meant the 

Classics -  even ‘Literature’ was a term that was reserved for classical Latin and Greek 

works (Doyle 1989: 24). The lower classes were excluded from official education 

anyway, and women of any class were blocked from higher education: the reader of 

classical Literature was thus the gentlemen of the higher classes.

Nonetheless, English Literature appeared in British schooling as late as the second 

half of nineteenth century. Legitimation started from the Adult Education classes,

41 Eliot’s critical production spanned in the years 1917-24, and Richards’s in the years 1924-1929 
(Baldick 1983: 197; see also Lodge 1989: 69 on Eliot) (World War I: 1914-1918).
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where the working class and women first claimed the right to be taught English 

Literature. It aimed to educate the lower classes in language, though still leaving 

Greek and Latin classics for the higher classes. ‘It is important, if its subsequent 

history is to make sense, to recognise that state education in England has been from 

the outset not ‘classical’ or historical or scientific or technical, but literary’ (Batsleer 

et al. 1985: 19). The scheme was, ‘Literature (Latin and Greek) for the upper classes 

and science for the middle class’ (Doyle 1989: 23), and English Literature for the 

lower classes.

As a new subject, English was seen as ‘not an adequate instrument of culture’, and at 

first it would only appear in the curriculum of utilitarian colleges (Doyle 1989: 11). In 

the 1820s it was incorporated in the curriculum of the first utilitarian college, 

University College London. When King’s College London was founded in the 1830s, 

moral attributes were attached to the ‘English subjects’, which were seen until then as 

anti-religious because of their relation with the enlightenment’s rationality. But now 

English Literature was constructed as the carrier of ritual and moral value,

substituting for the Church (Doyle 1989: 11).

At the end of the nineteenth century Oxbridge introduced a new Tripos for the subject 

of English Literature, Language and History. Other major institutions embraced 

English vernacular Literature in the same century, while the foundation of the

National Board of Education in 1899 signalled co-ordinated efforts for a new

direction in educational policies, which now aspired to implement an efficient and 

fully national system of education (Doyle 1989: 23, 25). A few years later, in 1907, 

the English Association was founded, and in 1910 the two bodies announced their 

intention to work together (Doyle 1989: 21, 31-32). The Association was

representative of civil society, and the Board of Education of the state (Doyle 1989: 

42). Members of the Association included professors of English Literature, as well as 

‘like-minded politicians, administrators and “men of letters’” : it was thus a ‘class- 

based mobilisation’ (Doyle 1989: 32, 41).

The English Association’s declarations were saturated with a moral attitude that 

reappeared in literary criticism and in the rest of the Reports: apparently, it set out to 

‘arrest cultural degeneration and preserve the national heritage’. Morality was to be 

made a conscious aim of the teacher, but an aim concealed from the pupils -  which 

also indicates that these were to a certain extent the roots of the later Leavisite ‘secret’
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operation of the teacher/literary critic, who should be trusted dogmatically (Doyle 

1989: 38-39).

This was a highly experimental era for the authorities, as well as for attempts to form 

a basic theoretical structure for the new discipline of English. Even at a governmental 

level, the 1904 School Regulations included English Language and Literature, as well 

as Geography and History under the title of ‘English’; yet, by 1920, a circular from 

the Board suggested that only English Literature and Composition should be 

understood as ‘English’ (Doyle 1989: 25).

Economic factors were added to institutional support, verifying, as in the case of the 

critic, that literary criticism and educational practices were all affected by a constant 

interaction with economic, political and judicial discourses (Baldick 1983: 9). The 

turn towards the teaching of English meant that there was no need for specialist 

training in different linguistic practices, providing a cheap alternative to teaching 

Latin and Greek (Baldick 1983; Doyle 1989; Steedman 1992a: 618-619). English 

Literature and Composition were using a language that people were more or less all 

familiar with, at every level of education. Thus, developments like the availability of 

‘fictions from the past’ (Steedman 1992a: 618) in mass-produced paperbacks that 

were included in the reading lists, and the spread of the English language, helped the 

growth of the national educational system.

Diverting, but also verifying, the work of bodies like the English Association, the 

war’s cultural discourse developed very closely with the Association’s discourse on 

the Nation, and put Literature at the centre of ‘national culture’ and ‘national 

education’, affecting the institutionalisation of English; in the end, at least in 

Cambridge, English was established ‘as a truly ‘central’ subject’ (Baldick 1983: 196- 

197).

3.5 The public

Thus, in its effort to direct society towards a convenient type of social unity, war 

propaganda also induced other significant social changes: it had a significant input in 

both education and Literature -  as ‘national education’ and as ‘national Literature’ -  

being eventually established in the minds and consciousnesses of the people as a civic 

right.
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As public opinion was convinced that education was a promised right, and people had 

proven they were prepared to fight for it [and new developments like the formation of 

the Communist Party of Great Britain testified to this willingness to fight for rights 

(Baldick 1983: 98)], the government could not ignore the new social status of 

education and Literature. Earlier military failures were blamed on the illiteracy in the 

British forces, and it was thought that the Germans were better opponents because 

they were educated (Baldick 1983: 92-93). By 1918, Lloyd George contended that ‘an 

educated man is a better worker, a more formidable warrior, and a better citizen’.42 

The state and government therefore supported national education like never before 

(Baldick 1983: 94) -  although, besides public opinion, this was also due to the view 

(and to some extent the realisation) that education could be controlled by the state, 

that it was possible to achieve ‘discipline and adaptability’.43 The Reports were an 

important aspect of this attempt of the state to control education, and at the same time 

they implied the state’s intentions to maintain an influence on public opinion. The 

public was used to state interventions regarding the relationship of English and 

national culture because of the war propaganda, and a keen interest was shown in the 

Reports too. For instance, from 1921, the Newbolt Report in particular was reprinted 

until 1938, after letters to The Times had repeatedly requested it (King 1985: 1-2).

3.6 The discourse on the Nation: National Culture, National Education, National 
Literature

Such success was partly due to the fact that what the Reports described as true was 

not at odds with some of the basic ideas of war propaganda, which the public had 

already learnt to regard as correct. The Reports that came after the war repeated the 

powerful propagandists discourse on the Nation. The chairman of the 1921 Newbolt 

Report, published in 1921, Henry Newbolt, was both the president of the English 

Association and a patriotic poet (Baldick 1983: 93). The patriotic language of the 

Report glorified English Literature:

42 Cited in Mathieson 1975: 70, and quoted in Baldick 1983: 93.
43 Wilson 1969: 58, quoted in Baldick 1983: 95; see also Hall 1981: 16, 19.
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No Englishman competent to judge doubts that our literature ranks 
among the two or three greatest in the world; or that it is quite 
arguable that, if not perhaps the finest, it is the richest of all
(Newbolt Report 1921: 200, emphasis added).

If a boy cannot read English intelligently he cannot learn, and if he 
cannot write clearly he cannot use what he has learnt. It is roughly 
certain that what cannot be clearly expressed is not clearly thought. This 
universal importance of English is not confined to the school age. In 
understanding and in expression, as in all else, it is the business of the 
University to crown and complete the effort of the school (Newbolt 
Report 1921: 199, emphasis added).

English is nearer than ever before to becoming a universally known 
language. The conditions created by the war have spread the 
knowledge of our language over the five continents of the earth... Most 
of this extension of English may be due to political or commercial 
reasons. But there are higher reasons too. The intrinsic value of our 
literature is increasingly recognised (Newbolt Report 1921: 200, 
emphasis added; also cited and commented on in Baldick 1983: 89-90).

Propaganda even appeared clearly:

The fulfilment of these obligations [the obligations of a missionary, of a 
University Professor of Literature] means propaganda work, 
organisation and the building up of a staff of assistant missionaries 
(Newbolt Report 1921: 259).

And patriotic tones were not missing from future Reports either:

English primary education has long had a high reputation. We heard 
repeatedly that English infant schools are the admiration of the world. 
Were they resting on past laurels? Ought we to be learning by the 
experiments other countries were trying? (Plowden Report 1967: 2-3, 
emphasis added).

The teachers of English tend to think of their subject from three 
different but related points of view: as a medium of communication, as 
a means of creative expression, and as a literature embodying the 
vision of greatness (Newsom Report 1963: 152).

There is a general agreement that no course of English is complete 
which does not introduce pupils to the richness and beauty of the 
literature which is our proudest heritage. Love of reading, joy in the 
discovery of literary beauty, enlargement of imaginative experience, 
these are among the most treasured fruits of a sound English education 
(Spens Report 1938: 219, emphasis added).
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This was one way in which the Reports attempted to direct public opinion using 

populist ways which did not add anything, but were nevertheless rousing.44

3.7 The working class threat to the new nation that emerged from the war, to the 
new society -  and to Literature

So Literature continued to be an important symbolic reference for the Nation that 

emerged after the war, and the educational discourse that appeared in the Reports 

addressed it as something of continuous and sustained value.

Social unity was also sustained as a value, but whereas war propaganda had preached 

that social unity was necessary to defend the nation against the external threat of the 

Germans, the early peace-time Reports contended that social unity defended the 

nation against internal ‘threats’. These were threats to the status quo, and it was 

thought that they could be eliminated as society would be united under one cultural 

banner, that of English Literature. If culture was theorised as belonging to all, and 

efforts were made for wider access to cultural products like literary works, then the 

conscience of a common reference would be able to eliminate separatist forces.

The same segments of society that preached separatism had posed a threat to the 

social status quo back in the nineteenth century, when Arnold stressed the unifying 

effects of literature and described the working classes as the image of our ‘worst 

self.45 But now this worst self was better organised, and had founded significant new 

institutions like the Communist Party of Great Britain (Baldick 1983: 98).

As social struggle intensified, the Reports’ talk about cultural unity and about 

‘national’ education would have to be backed by concrete actions that would make 

sure that the whole nation would actually have access to education -  whereas for 

Arnold, there was no urgency: ‘innocent language’, about cultural plans that would be 

implemented at some vague point in the future, had been sufficient (Baldick 1983: 

97).

The new urgent demands for reform also set in place a counter-effort to render this 

social reform as discreet as possible and avoid the production of more social effects.

44 See for instance Hall 1992: 289 on ‘rousing populist work that doesn’t tell us anything’.
45 If one were to interpret his words reversing his depictions of our ‘best se lf  [Arnold 1965 (1869): 
144-145. See also other works by Arnold, quoted in Baldick 1983: 34-35].
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By appealing to social unity at the expense of social equality, the Reports that 

appeared until the 1960s played an important role in this counter- effort. In order to 

support that appeal, they based their arguments on two social conceptions of literary 

reading and of the reader that already existed, and reproduced these. In effect, they 

attempted to go back in time and reassert older views about these issues, views that 

had been set before the war. This would bypass views that had been set during war

time, without having to openly deny their validity.

3.8 The two constructions, via the repetition of which the Reports attempted to 
go back in time
3.8.1 Personalising a social problem -  the reader as a threat

The first conception assumed that literary reading is an undertaking that is best 

performed by the socially privileged. This entailed the idea that the working classes 

could not perform the act of reading in the proper way -  it even went so far as to 

imply that the reasons for this were almost biological. Surprisingly, as late as in 1963, 

the Newsom Report addressed biological traits:

There is a slight, but definite, tendency for the less able pupils to be 
smaller and to weigh less than the brighter pupils -  the puny-looking 
child, as it turns out, is not so likely to be the studious bookworm. It 
may well be that there is a comparable development in physical and in 
mental growth in the years of adolescence -  a good deal of medical 
research suggests that there is (Newsom Report 1963: 11).

It seems that the less able the pupils, the more likely they are to be 
away from school, for longer periods, and more often without adequate 
excuse (Newsom Report 1963: 11).

Contrary, perhaps, to what might be expected, there was no evidence, at 
least as far as the test score was concerned, that school work is 
adversely affected by pupils doing a part-time job (ibid.).

It is a paradox that, whereas working class readers were assumed to be inadequate on 

grounds of their common membership of a specific class, this was the route via which 

they were recognised and categorised as inadequate readers, this construction of 

reading went further and contended that it was also the reader’s personal inadequacies 

that negatively affected her reading. That was perhaps because biological undertones 

could only be implied thus -  otherwise they would deploy great propaganda to 

support them. Inefficient, with an inadequate personality, isolated from her own class,
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the working class reader took the whole weight of the social problem of reading 

access and of learning how to read on her own, and carried it as though it was a 

character trait, a personality issue, rather than a problem for the wider society.

The writing of English is essentially an art, and the effect of English 
literature in education is the effect of an art upon the development of 
human character (Newbolt Report 1921: 20, emphasis added).

Poetry (...) endows the mind with power and sanity; (...) in a word, it 
enriches personality (Newbolt Report 1921: 255, emphasis added).

The reading of literature is a kind of creative reception. It is almost 
sacramental. In the ordinary sense of words, literature cannot be 
taught [Sampson46 1970 (1921): 105, emphasis added].

Part of this conception of literary reading, linked with the practice of turning a social 

problem into something that refers to the individual and her personality, was the belief 

that (the members of) the working classes disliked and rejected Literature, either 

because they saw it as a cultural form which represented their oppressors -  or by 

‘nature’.

The English people might learn as a whole, to regard their own 
language, first with respect, and then with a genuine feeling of pride 
and affection. More than any symbol it is actually a part of England.
(...) Even more certainly should pride and joy in the national 
literature serve as a bond (Newbolt Report 1921: 22, emphasis added).

In its later section entitled ‘Literature and the Nation’, (...) the Newbolt Report

warned the government that ‘this potential bond of unity between classes is currently

too much loosened at the lower end’ (Baldick 1983: 95, 96):

The situation, as it was presented to us, is gloomy, though not entirely 
without the elements of hope. We were told that the working classes, 
especially those belonging to organised labour movements, were 
antagonistic to, and contemptuous of, literature, that they regarded it 
‘merely as an ornament, a polite accomplishment, a subject to be 
despised by really virile men’.47

We find that the nature of art and its relation to human life and 
welfare is not sufficiently understood or appreciated in this country.
The relevance of a low view of art, and especially of the art of

46 According to Baldick, Sampson’s 1921 book English for the English was the Newbolt Report 
‘companion’ (Baldick 1983: 100). This thesis refers to both a 1925 edition of the book, used by 
Baldick, and to a 1970 edition, used by this thesis.
47 An account of the proceedings of the Newbolt Committee in J. Dover Wilson’s autobiography, 
Wilson 1969: 252-3, quoted in Baldick 1983: 96, emphasis added.
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literature, has been the main cause of our defective conception of 
national education. Hitherto literature has, even more than science, 
suffered in the public mind both misunderstanding and 
degradation (Newbolt Report 1921: 20-21, emphasis added).

There has been a failure to conceive the full meaning and possibilities 
of national education as a whole, and that failure again is due to a 
misunderstanding of the educational values to be found in the different 
regions of mental activity, and especially to an underestimate of the 
importance of English language and literature (Newbolt Report 
1921:4-5).

What hinders the recognition of poetry as enriching personality, is a 
wrongful presentation of it. Coming from one of the committee’s 
witnesses, ‘Literature is seen as the point of view, for the most part, of 
the middle and upper classes, and working men felt that any attempt to 
teach literature or art was an attempt to impose upon them the culture of 
another class’ (Newbolt Report 1921: 255).

It is highly probable that such a view of Literature did exist in the working classes, 

and indeed that it exists nowadays, as even more recent works testify to this.48 The 

Reports and the commentaries accompanying them were not ‘wrong’. Yet these views 

were not and are not the cause of the problem, but the result of it. Presenting them as 

causes, and thus putting them at the opposite end of the dispute, the Reports confused 

the efforts to correct the problem. They made it seem as though the working classes 

were what education had to defend Literature from, instead of concentrating on the 

social conditions that led to the alienation of working class readers.

The Newbolt Report for its part, addressed the issue with wishes and hopes:

If there were any common fundamental idea of education, any great 
curriculum, which would stand out in such a way as to obliterate, or 
even to soften, the lines of separation between the young of different 
classes, we might hope to find more easily the way to bridge the social 
chasms which divide us (Newbolt Report 1921: 6, emphasis added).

The answer to those hopes of course was English:

We believe that such an education based upon the English language 
and literature would have important social, as well as personal, results; 
it would have a unifying tendency (Newbolt Report 1921: 21, 
emphasis added).

... an appreciation and love of literature ... can create a bond between all 
who speak the same language, whatever their circumstances may be;

48 Radway 1991a (1984); McRobbie 1987: for example 116; Willis 1987: for example 101.
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it is part of the common inheritance which helps to build up a national 
consciousness and to forge invisible links of union between those who 
at first meeting may think they have little in common (Spens Report 
1938: 226, emphasis added).

Matthew Arnold, using the word in its true sense, claimed that ‘Culture 
unites classes’. He might have added that a system of education which 
disunites classes cannot be held worthy of the name of a national 
culture (Newbolt Report 1921: 6).

The Report misquoted Arnold: he had in fact talked about culture ‘seeking to do away 

with classes’ (Arnold 1965: 113, quoted in Baldick 1983: 95). Another ‘misquotation’ 

was that the discourse of these early Reports suggested that, along with defending the 

nation, social unity also defended Literature; and Literature was theorised as being 

under threat by the same separatist social forces. Social unity would save it from the 

degradation that working class segments of British society apparently sought to bring 

about.

3.8.2 The act of reading as a threat

Thus the second conception of literary reading and of the reader involved yet another 

threat: it too blamed the working classes for jeopardising social unity but not because 

they rejected Literature, but because they did not read it correctly. It saw reading as 

something that could (potentially) be performed by the working classes (no 

‘biological’ handicap was involved), but was performed wrongly.

Perhaps if we can teach them [the working classes] how to get fact from 
print we may be teaching them not to draw opinions from print 
[Sampson 1970 (1921): 103].

This involved both ‘bad intentions’ on behalf of the writers of some type of reading 

material, and the ‘bad intentions’ of some working class readers. Thus the view was 

that working class readers could either be influenced ‘wrongly’ by others, so as to 

interpret literary texts socially, or that those readers with a radical agenda themselves, 

would interpret the text socially. And as the literary text only had aesthetic value, any 

social interpretation of it would be wrong. Thus there was the threat that the working 

class reader would ‘corrupt’ the meaning of the text.
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Corruption talk apart, saying that misinterpretation could take place was not a false 

claim;49 a reader who has an agenda, moved by emotions that are not always endorsed 

with a critical effort, may misinterpret a text. But this does not attest to the text being 

void of opinion and social relevance, nor to the reader who misinterprets the text 

being only a working class one.

In effect, although openly opposing the view that saw a relevance between the text 

and society, the Reports published until 1963 concentrated on conceptions that looked 

to frame and harness reading socially -  which testifies to the fact that in reality they 

considered reading a social act.

3.9 Emotionally charged

It is significant that the Reports after the war appealed to an intense negative emotion, 

which, even more importantly, was the same emotion that was provoked during the 

war: that of being threatened. This practice invoked an emotionally charged response 

-  and kept at a distance the potential for a response that would be composed and 

dispassionate, and would deal with the facts and have a better chance to reach 

solutions (see also Mercer 1998: 67; hooks 1992: 346).

Besides the emotional response to being nationally and culturally threatened, the 

Reports also evoked (positive) emotion as an essential part of literary reading. It is 

noteworthy that the word ‘emotion’ was used, signifying something more intense than 

‘feeling’:

The study of great creative work, more particularly poetry, (...) being 
deeply tinged with emotion, cannot be fully appreciated without a 
certain emotional response on the part of the pupil (Hadow Report 
1926: 192, emphasis added).

49 For a reversed ‘misinterpretation’, see also Hall 1987, on the 1987 British election campaign strategy 
of the Tories. Hall suggested that their strategy was not based on outright lies, but on things that could 
actually happen -  it was just that they would only be possible at an individual level, and the voters 
were not informed of this detail, nor o f its complications at the level o f institutions.
The campaign created images that would arouse the imagination of the voters. It was enough for these 
images to appear plausible, they did not need to be correct. It appealed to emotions, to the feeling that 
one cannot really choose his or her life that an intensely bureaucratic society had brought about, and it 
talked about ‘choice’. The concept of choice was received by the voters without realising that not all of 
them could have it -  in the hope that they would at some point in the future.



The chief object in the teaching of literature is the communication of 
zest, and this is possible only if the pieces selected are those which the 
teacher can read with full enjoyment (Hadow Report 1926: 193, 
emphasis added).

But the appeal to the emotions makes it possible for the language of one discourse to 

be used to support another. Sampson provided the first example in the Reports 

examined here: he used the same language that radicalism used, to argue against it 

(Baldick 1983: 102). A member of the Cambridge Advisory Council on Religious 

Instruction (Baldick 1983: 108, note 38), Sampson combined with it the language of 

religion. An overarching and idealised, religiously tainted conception of Literature 

made the discourse about it dominated by the notion of the pre-ordained, of a higher 

force, that makes redundant any contemplation of the social and the political (Giroux 

1994: 46). Thus he could put everything in the hands of a higher power, so that no 

social responsibility would have to be taken by society or the state:

Something called ‘communism’ (of the material kind) is the most 
feared or the most fancied of present-day panaceas; but few people 
seem to bother about the communism that, by a divine paradox, is real 
because it is immaterial. For just as the sun rises alike on the evil and 
the good, so joy and hope and affection and the other movements of 
the spirit come alike to the rich and the poor if we do not impede 
them [Sampson 1921 (1925 edn): xiv, quoted in Baldick 1983: 102, 
emphasis added].

I believe that attempts to banish humanising and civilising elements 
from schools for working class children are vitally evil; and I also 
believe that those who declare that boys and girls going into ‘labour’ 
have no need for education, are more dangerous preachers of social 
disorder, and more insidious enemies of their country, than any 
deluded Hyde Park orator spouting under a red flag [Sampson 1921 
(1925 edn): xiv, quoted in Baldick 1983: 102, emphasis added].

The reading of literature is a kind of creative reception. It is almost 
sacramental [Sampson 1970 (1921): 105, emphasis added].

But the Newbolt Report was also close to that language:

The Professor of Literature in a University should be -  and sometimes 
is, as we gladly recognise -  a missionary in a more real and active 
sense than any of his colleagues. He has obligations not merely to the 
students who come to him to read for a degree, but still more towards 
the teeming population outside the University walls, most of whom 
have not so much as ‘heard whether there be any Holy Ghost’. (...) But
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first, and above all, it means a right attitude of mind, a conviction that 
literature and life are in fact inseparable, that literature is not just a 
subject for academic study, but one of the chief temples of the human 
spirit, in which all should worship (Newbolt Report 1921: 259).

It is very generally recognised that reading may be harmful as well as 
beneficial -  that while good literature may be good for the young, bad 
literature may have a ‘demoralising’ effect (Newbolt Report 1921: 335).

The sphere of morals in school life is limited by practical considerations 
with which we cannot here deal, but it is evident that if science and 
literature can be ably and enthusiastically taught, the child’s natural 
love of goodness will be strongly encouraged (Newbolt Report 1921: 
9, emphasis added).

Cultural Studies later addressed this practice of using the language developed by one 

argument to argue differently and even against it, pointing out for example that the 

same languages that anti-racism and feminism had used were later used by their 

opposition to counteract them. In many ways verifying postmodernism’s accusations 

of words being ‘empty’ of meaning, Kobena Mercer described how the Right used the 

discourse of the Left and of immigrants to argue for exactly the opposite of the 

discourses’ initial users.50

Without an analysis of what takes place in those instances, it would seem that it would 

be generally dangerous to argue, since our own words could be used against us. But 

the difference lies in the use of emotional language. When certainty about hierarchies 

and emotional undertones take pride of place in an argument, then it is made much 

easier for those hierarchies to be reversed.

Talking of the ‘feminine/masculine’ reversal of the dualism’s order (putting feminine 

first), Threadgold discussed such inversions:

We also did something counterproductive. We merely reversed the 
terms, leaving the dichotomy, the opposition, potentially intact: we did 
not necessarily redefine the two terms in their specificity and their 
difference, their autonomy. Nor did we suggest that there might be 
more than two terms to be considered, that this binarism might be a 
quite arbitrary division into two of what is actually a continuum. Such 
are the dangers of speaking, meaning, writing, inside phallocentrism.
(...) we remained inside the relationship the dichotomy implies 
(Threadgold 1990: 1-2 emphasis added; see also Woolf 2000b: 67).

50 For an interesting example that demonstrates a somewhat ‘reverse’ case, see also Hall 1987: 34, on 
how the labour party used in their favour the language that the Tories had created to denigrate them in 
the elections of 1987.
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As a hierarchy-ridden discourse can be used to argue for its opposite, then it would 

make sense to try and create discourses that are not anger-derived or at any rate 

absolute; it would make sense to create discourses that can have an arbitrary rather 

than an imposed closure on them.51 A discourse is part of a tension, by virtue of being 

one argument, one point of view in-between many points o f view, among which 

points of view things are not pre-decided as right or wrong. In effect this is a 

supportive argument to a call for tensions to be arbitrarily and continuously decided 

and re-decided, without a definite ending, and discourses being relative, not absolute 

in their assertions.

3.10 Moral training to acquiescence

Imposing and with a definite, determined closure were the demands of the Reports 

regarding moral training of the pupils pertaining to literary reading. Using the word 

experience, in the context of ‘guided experience’, they admitted a relevance between 

it and literary reading -  but this was presented as remote from social issues. It had 

instead the character of a training of compliance, a learning of manners and social 

conduct, and a sense of acquiescence in the social status quo:

Education proceeds, not by the presentation of lifeless facts, but by 
teaching the student to follow the different lines on which life may be 
explored and proficiency in living may be obtained. It is, in a word, 
guidance in the acquiring of experience (Newbolt Report 1921: 8, 
emphasis added).

Literature, the form of art most readily available, must be handled from 
the first as the most direct and lasting communication of experience 
by man to man. It must never be thought of or represented as an 
ornament, an excrescence, a mere pastime or an accomplishment; above 
all, it must never be treated as a field of mental exercise remote from 
ordinary life. The sphere of morals in school life is limited by practical 
considerations with which we cannot here deal, but it is evident that if 
science and literature can be ably and enthusiastically taught, the 
child’s natural love of goodness will be strongly encouraged and great 
progress may be made in the strengthening of the will. The vast 
importance to a nation of moral training would alone make it 
imperative that education shall be regarded as experience and shall be

51 See Hall 1992: 278, 283; Morris in the discussion part of the same paper/conference presentation, 
Hall 1992: 291-292; Bhabha 1992: 58-59; this thesis p. 67.
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kept in the closest contact with life and personal relations (Newbolt 
Report 1921: 9, emphasis added).

Another significant way in which this type of social training was attempted was in 

regard to expectations. As education had become ‘national’, and the value of 

Literature was verified in a propagandistic way -  it was no longer a ‘soft option’ -  

many working class pupils believed that education and literary education in particular 

could help them with their aspirations to social and economic privileges. Such 

expectations, even as they proceed through the individualist ‘ladder’ of Williams 

(1993: 331-333),52 existed rightfully. Yet literary criticism, educational policies and 

the Reports made continuous efforts to describe the reading of literature discouraging 

any thoughts about links between their dependent reader, their student of Literature, 

no matter how good or obedient, and social and economic advancement. It was made 

clear that the ‘cultural advancement’ of the ‘grammar school scholarship boys and 

girls’ had to be seen as independent of any economic or social changes, both common 

and individual:

We believe that, if rightly presented, poetry will be recognised by the 
most ardent social reformers as of value, because while it 
contributes no specific solution of the social problem it endows the 
mind with power and sanity (Newbolt Report 1921: 255, emphasis 
added).

The ‘companion’ of the Report53 presented the same assertions as the Report, in more 

detail:

Humanism is a matter of life, not o f a living. We pretend to believe this, 
but our practice betrays us [Sampson 1970 (first 1921): 137].

To suggest to boys that a clerk is something better than a carpenter, an 
insurance-agent better than a bricklayer is entirely wrong. It is not the 
extension of education to all that is socially dangerous, but the 
belief that education ought to mean a black-coated calling [Sampson 
1970 (1921): 137, emphasis added].

A humane education has no material end in view. It aims at making 
men, not machines; it aims at giving every human creature the fullest

52 Referred to on p.46 of this thesis.
53 It was referred to above that Sampson’s 1921 book English fo r  the English was the Newbolt Report 
‘companion’ according to Baldick (1983: 100). This is a practice that was going on throughout the 
twentieth century -  see for example Peters [1972 (1969)] Perspectives on Plowden, Marland [1982 
(1977)] Language Across the Curriculum, The implementation o f  the Bullock Report in the Secondary 
School, Cox (1991) Cox on Cox, An English Curriculum for the 1990's.
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development possible to it. Its cardinal doctrine is ‘the right of every 
human soul to enter, unhindered except by the limitation of its own 
powers and desires, into the full spiritual heritage of the race’ 
[Sampson 1970 (1921): 137, emphasis added].

A humane education is a possession in which rich and poor can be 
equal without disturbance to their material possessions. In a sense it 
means the abolition of poverty, for can a man be poor who possesses 
so much? [Sampson 1970 (1921): 138-139, emphasis added].

University qualifications are a safe enough guide when you are looking 
for acquirements - when you want a science master or a history master; 
but not when you are choosing someone to be a medium for the 
transmission of the spirit [Sampson 1970 (1921): 106, emphasis 
added].

A wide and generous course of English should do much to prepare these 
pupils for life in an adult society; it is vocational in the best possible 
way’ (Newsom Report 1963: 159).

It is a paradox that, although all these articulations of an ideological discourse (see 

Hall 1996d: 141-142) about literary reading were based on an attitude that separated 

literary reading from any attention to the social, the same discourses professed that 

literature and literary reading ought to have a unifying effect in the social field.

3.11 Separating social practice from literature: the role of grammar 
Separating the teaching of language and grammar from the teaching of 
literary reading

One particular guise that the effort to separate the social from the literary had taken 

had some serious effects in prolonging social access problems regarding literary 

reading. This was the separating of grammar from literature.

3.11.1 In favour of aestheticism

The rhetoric of the Nation and of the ‘visions of greatness’ that the Reports 

reproduced, following propaganda, included a ‘trust’ in the superior aesthetic value of 

English Literature.

Yet acknowledging the aesthetic value of the literary text was not inaccurate, neither 

in terms of what war propaganda had preached nor in terms of a general, Aristotelian
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view.54 What distorted the description of reading that the Reports affected was that 

they stressed this aspect of the reading process at the expense of others, trying to veil 

a text’s social links, but in effect veiling all that had to do with the text being 

experienced by the reader.

Commentary should be used solely as a means of heightening the 
pleasure of great literature, of explaining its content where examination 
is needed, and particularly of tactfully drawing attention to the beauty 
and appropriateness of its form (Hadow Report 1926: 193, emphasis 
added).

In their recommendations, the teaching of Literature should not be supported by the 

teaching of reading, i.e. it excluded the teaching of language, grammar and syntax.55

Formal grammar and philology should be recognised as scientific 
studies and kept apart (so far as that is possible) from the lessons in 
which English is treated as an art, a means of creative expression, a 
record of human experience (Newbolt Report 1921: 11, emphasis 
added).

In order to inculcate and develop a love of literature in his pupils the 
teacher should treat it as a form of art in which life has been 
interpreted. The grammatical and linguistic sides of the study of 
literature, though important, should be kept in a secondary place in
post-primary schools (Hadow Report 1926: 192, emphasis added).

Even as it was spelled out, it was not realised that this was separating reading from 

literature:

When the recognition and use of symbols have been mastered, the 
lesson should be called "Literature" rather than "Reading" (Newbolt 
Report 1921: 349).

Yet calling the lesson Literature rather than reading (Newbolt Report 1921: 349), 

resulted in an attitude that was at some level an attitude of treating words as empty of 

meaning (close to a postmodernist criticism of texts). A view of reading that stressed 

the aesthetic part of the literary text and of reading, and saw the social content and

54 Sykoutris 1991: 56, 92; Aristotle 1448b, 4-7.
55 See also Green 1991: 216, p.32 of this thesis: ‘reading is the meeting o f grammar and 
consciousness’.
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relevance of the text as something to be purified from, suggested an art that was 

‘purified’ from meaning itself.

Grammar is a description of structure, nothing more (Newbolt Report 
1921:284).

In other instances, grammar was merely a matter of meaning -  which indicated that 

the grounds on which grammar was theorised as an unnecessary lesson were unstable.

The grammatical side should not be neglected, and it devolves on the 
teacher to ensure that so far as possible every pupil in the class has 
thoroughly mastered the meaning of the passages which are being 
studied (Hadow Report 1926: 192-193, emphasis added).

The child who could recognise the connotative change in ‘plump’ and 
‘comfortable’ in these two contexts would have learnt something of 
much greater value than a label (Bullock Report 1975: 173).

It is indicative that a disagreement with the Bullock Report’s conclusions about 

grammar was even included in the Report itself in the form of a ‘note of dissent’, by 

Mr. Stuart Froome, a member of the committee:

It could have been stated with greater force that the more competent 
children are in the trained accomplishments of spelling, punctuation and 
the grammatical arrangement of words, the more likely are they to write 
vividly, gracefully and tellingly, or in short -  creatively (Froome in 
Bullock Report 1975: 556).

The Committee has heard of schools where in the desire to foster 
creativity, it is held that children will develop the power to use language 
simply by being encouraged to speak and write, and that any critical 
intervention will stem the flow. Sometimes work of very poor quality is 
displayed in such schools, because it is believed that the child’s 
spontaneous effort is sacrosanct and to ask him to improve it is to stifle 
his creativity (Froome in Bullock Report 1975: 556).

An analogous ‘dissent’ appeared in the 1988 Kingman Report, a Report that ‘insisted’ 

on the sound knowledge of language, but at the same time verified the separation of 

language from literature and criticised language teaching.

Some teachers of literature whom we saw at work told us that they were 
sceptical of 'knowledge about language' in the English lesson,
though often, in fact, they were making use of such knowledge. Their 
opposition was based partly on uncertainties of definition and partly on
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memories of past bad practices. They feared that literature might be 
used merely as a means of 'teaching language', that literature might 
be used as material for exercises, comprehension questions about word 
functions, or banal memory tests. They foresaw the mechanical 
application of lists or learnt technical terms to texts, a practice which 
they rejected. The Committee, too, rejects such practices, while 
insisting that a sound application of knowledge about language to texts 
read in school increases understanding and pleasure (Kingman Report 
1988: 37-38, emphasis added).

This ‘dissent’ was of Professor Henry Widdowson, a member of the committee, who 

distanced himself from the published conclusions in a note at the end of the 

publication, asking for a more detailed model to be used in the teaching of language 

than the one offered by the Report.

3.11.2 Against grammar and against any support for it by the state

It is surprising that the Kingman Report appears certain that grammar was formally 

taught in schools before the 1960s, which was not the case -  something which all the 

Reports, starting from the Newbolt, discouraged.

Many people believe that standards in our use of English would rise 
dramatically if  we returned to the formal teaching of grammar which 
was the normal practice in most classrooms before 1960. Others 
believe that explicit teaching of learning of language structure is 
unnecessary. We believe that both these extreme viewpoints are 
misguided. (...) However, we believe that for children not to be taught 
anything about language is seriously to their disadvantage (Kingman 
Report 1988: 12, see also p. 13).

The Kingman Report struggled with both rejecting and reinstating grammar at the 

same time:

We take it as axiomatic that a primary objective of the educational 
system must be to enable and encourage every child to use the English 
language to the fullest effect in speaking, writing, listening and reading.
(...) It is arguable that such mastery might be achieved without explicit 
knowledge of the structure of the language or the ways it is used in 
society. But there is no positive advantage in such ignorance (Kingman 
Report 1988: 4).

People need expertise in language to be able to participate effectively in 
a democracy. (...) A democratic society needs people who have the 
linguistic abilities which will enable them to discuss, evaluate and make
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sense of what they are told, as well as to take effective action on the 
basis of their understanding (Kingman Report 1988: 7).

It is also surprising that almost all the Reports repeat the example of the teaching of 

the Latin grammar as an example to be avoided, even in the 1980s (Newbolt Report 

1921: 278, 284, 285; Bullock Report 1975: 169; Kingman Report 1988: 3). Only Mr. 

Froome, in his Bullock Report note of dissent, stated about language tests that already 

existed: ‘the tests may be inadequate but they are the only ones we have’ (Froome in 

Bullock Report 1975: 556).

This doing away with tests and text-books was the first move towards pushing 

grammar teaching aside. Following from that, grammar teaching was recommended to 

depend on the teacher’s good will, rather than being a part of an educational effort 

that would be co-ordinated by the state.

There can be no doubt that too much time and attention were formerly 
devoted to the study of formal grammar in elementary schools, and 
in consequence a natural reaction set it. (...) In many instances there 
would probably be no need to have a text-book in grammar, but the 
pupils should, of course, know the parts of speech and their functions in 
the sentence. In order to secure these results in a systematic way, a 
course of instruction should be arranged which would fulfil the practical 
purposes in each individual school. It should be drawn up by the 
teacher in the light of his own knowledge of the power of expression 
and understanding of language shewn [sic] by his scholars (Fladow 
Report 1926: 194-195, emphasis added).

What has been shown is that the teaching of traditional analytic 
grammar does not appear to improve performance in writing. This is 
not to suggest that there is no place for any kind of exercises at any time 
and in any form. It may well be that a teacher will find this a valuable 
means of helping an individual child reinforce something he has 
learned. What is questionable is the practice of setting exercises for the 
whole class, irrespective of need, and assuming that this will improve 
every pupil’s ability to handle English (Bullock Report 1975: 171, 
emphasis added).

An indication of how alone the teacher was left in that matter is the Newbolt Report’s 

contention that ‘The ideal teacher is bom, not made; and we have no wish to prescribe 

any one kind of preliminary training as essential’ (Newbolt Report 1921: 125).
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Without the official support of textbooks, gradually grammar was taught less and less. 

By 2000, such educational policies and practices had resulted in English teachers 

being uncomfortable with teaching grammar, as their own knowledge of it was 

inadequate (Burgess, Turvey & Quarshie 2000).

3.11.3 Political implications: invalidating reading as a practice

One way to interpret the cancellation of the value of grammar teaching -  and the 

putting aside of grammar teaching that followed -  is to see it as a refusal to allow 

proper understanding.

Grammar is integrally connected with the meaning and content of the text. And even 

aesthetic beauty comes out of the structure and the meaning of the text. As grammar is 

the way to combine elements into a meaningful whole (Kress & van Leeuwen 2000: 

1), it is impossible to separate meaning from its articulation, as is to separate language 

from experience (Stedman Jones 1995: 152-153, Scafe 1989: 40-41). Literature is 

integrally linked with the language used to write it.

Grammar goes beyond formal rules of correctness. It is a means of 
representing patterns of experience... It enables human beings to 
build a mental picture of reality, to make sense of their experience of 
what goes on around them and inside them (Halliday 1985: 101, quoted 
in Kress & van Leeuwen 2000: 2, emphasis added).

Grammar has been and still is formal. It has generally been studied 
in isolation from meaning. However, the linguists and the school of 
linguistic thought from which we draw part of our inspiration have 
taken issue with this view, and see grammatical forms as resources 
for encoding interpretations of experience and forms of social 
(inter)action (Kress & van Leeuwen 2000: 1).

Related to aestheticism, the denial of the importance of grammar rendered literary 

reading an abstract reception of art and deprived the text of its concreteness. It also 

discouraged the active participation of the reader in the act of reading, being thus 

more a political decision than a cultural one, certainly in its effects, resulting in a 

social and political exclusion from access to reading.
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3.12 The excluded: a shared identity between the working classes, women and 
immigrants

The men, and especially the women, who are the products of the 
elementary schools are generally a race without books. Their reading 
matter is current fiction in its cheaper forms, and even this is usually 
borrowed. Books other than cheap novels are to them a kind of 
furniture, like pictures - the sort of thing it is respectable to have in the 
parlour, but no more to be read than the Family Bible [Sampson 1970 
(1921): 103, emphasis added].

Literature, the form of art most readily available, must be handled from 
the first as the most direct and lasting communication of experience by 
man to man (Newbolt Report 1921: 9, emphasis added).

Education in English is, for all Englishmen, a matter of the most vital 
concern, and one which must, by its very nature, take precedence of all 
other branches of learning (Newbolt Report 1921: 10, emphasis added).

Certainly our working classes (the product of the elementary schools) 
appear unable to use books either for pleasure or profit, and have no 
delight in possessing them.

Above all things, (...) as a child, a man should have tumbled about in a 
library. All men are afraid of books, who have not handled them from 
infancy [Sampson 1970 (1921): 103, emphasis added].

In the Reports of the 1960s we find the first changes in the social view of literary 

reading. Over-optimistic, the Plowden Report addressed socio-educational problems -  

only it addressed them largely as already solved.

Women had been playing an integral role in the history of teaching in English society 

(Steedman 1992b: 13-14), especially the teaching of English (as opposed to the 

teaching of sciences). It was socially permissible to women since the nineteenth 

century; primary education especially had been the territory of women, since the more 

socially acclaimed positions of teaching English at an advanced level were men’s 

(Doyle 1989: 11-12).

The effect of the planned increase in the number of men students in 
colleges of education would be to increase to 52 per cent the proportion 
of men teachers in junior school by 1980. (...) Yet we hope that 
authorities will employ enough women heads and deputies for the 
characteristic contribution of women to primary education to be 
maintained. The National Survey shows that it is in danger of being lost 
(Plowden Report 1967: 324, emphasis added).

106



The Plowden Report argued that women do not accept promotion, and there is 

therefore a need for recruitment of men in primary schools and of women as heads 

and deputies of these schools. In recruiting nursery assistants and teachers’ aides, the 

authors of the Report ‘hoped’ ‘to recruit the equivalent of 10,000 older women a year’ 

(Plowden Report 1967: 455). There was no mention of the social structures that 

prevented women from accepting promotions, and there was no mention of a proposal 

to replace these social structures. On the contrary, it made it seem as though it was 

women’s fault that they were not recruited in higher posts.

Concerns about immigrants and differences in language were strongly taken into 

account in the Plowden Report, answering to growing demographic changes in the 

country, and to the anti-racist discourses that were emerging in that era. But 

immigrants’ issues were seen as echoing past conditions of the British working class, 

thus bringing the problem closer to home, and making it less intense -  this was a 

problem that had already been solved, in the case of the working class. Significantly, 

referring to the condition of working class people before the war, it distanced their 

contemporary situation from the analogy; also, it addressed the practical issue of 

health, rather than the ‘secondary’ ones of education and/ or overall access to social 

privileges.

When their health is poor [the immigrants’] this is usually due to 
complaints which were common among working class people before 
the last war. Some special problems face local education authorities and 
others in areas with a high concentration of immigrants (Plowden 
Report 1967: 70).

Additionally, the Report insisted on the over-optimistic view that racial discrimination 

was not really part of the educational system, but only existed outside of it.

Most experienced primary school teachers do not think that colour 
prejudice causes much difficulty. Children readily accept each other and 
set store by other qualities in their classmates than the colour of their 
skin (Plowden Report 1967: 69).

Some echoes of adult values and prejudices inevitably invade the 
classroom but they seldom survive for long among children. It is 
among the neighbours at home and when he begins to enquire about 
jobs that the coloured child faces the realities of the society into
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which his parents have brought him (Plowden Report 1967: 69, 
emphasis added).

Referring to the conditions of the immigrant children as the ‘reality of the country 

where their parents have brought them’, the Report accomplished more than just 

veiling poor conditions. There is a sense of the uncontested in asserting that ‘that is 

reality’, and reality is hard; also, a sense in which the parents are blamed instead of 

‘reality’. The Report echoed some interpretations of Bernstein’s work in which he is 

thought to assert that working class families ‘bring up their children in an 

unsatisfactory manner’ (see below, Rosen 1974: 1).

It is significant that it acknowledged racial discrimination everywhere else but in 

schools, refusing to see the school as a social construction, but seeing it instead as 

foreign to other spaces of social interaction, immune to the influence of the rest of 

society. Another sign of its over-optimistic view is that it praised ‘the devoted work 

that is being done in many schools’ referring to issues caused by the concentration of 

immigrant families in industrial cities (Plowden Report 1967: 69).

This was a time when ‘the Secretary of Education and Science advised local 

authorities to avoid heavy concentration of immigrants in particular schools’ (Circular 

7/65, June 1965, quoted in the Plowden Report 1967: 72). Such views, although not 

implemented by all local authorities, were ‘shared by many teachers and were reached 

only after the most serious study of the implications’ (Plowden Report 1967: 72). Yet 

to have a low concentration of immigrant children in class means to have more classes 

and more funds to support their operation, at a time when even teachers who are in 

place ‘have generally not been trained during their courses at colleges of education to 

teach immigrant children’ (Plowden Report 1967: 70).

Those system inadequacies were no longer in place in the 1970s, as the population of 

immigrants expanded. Both the 1975 Bullock Report and its ‘companion’, Marland’s 

Language Across the Curriculum, The implementation o f the Bullock Report in the 

Secondary School (1977), addressed the problem of language learning and reading 

facing the reality of an expanding population that included children from the 

Commonwealth and third world countries. Newly-founded organisations were 

established specifically to tackle these problems.
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A survey of children’s books revealed much inaccurate, thoughtless and 
downright offensive writing about people from other countries. We 
strongly recommend the report of this survey, published by The 
Institute of Race Relations, to all who have responsibility for book 
selection in multiracial schools (Bullock Report 1975: 286, emphasis 
added).

Immigrant children’s attainment in tests and at school in general is 
related not only to language but to several other issues, particularly 
those of cultural identity and cultural knowledge. No child should be 
expected to cast off the language and culture of the home as he crosses 
the school threshold, nor to live and act as though school and home 
represent two totally separate and different cultures which have to be 
kept firmly apart (Bullock Report 1975: 286, emphasis added).

The seed of Basil Bernstein’s theories was evident, as was that of Labov’s work, in

anticipation of further research.

The Schools Council project carried out tests which showed that dialect 
impeded the children’s learning of English in the areas of oral 
comprehension, spoken intelligibility, reading, writing and spelling. 
(...) The main effort, however, was directed to materials for promoting 
communication skills in the multiracial class, and neither this project 
not any other as far as we know has studied the specific problems 
experienced by West Indian children in learning to read. (...) There is 
urgent need for this work to be carried out (Bullock Report 1975: 288, 
emphasis added).

There is a general agreement that at first sight the language problems of 
non-English speaking children are easier to deal with that those of the 
dialect or Creole speakers. They have to learn English as a second or 
even a third language, but what they know, namely their original 
language, and what they need to learn, are clearly distinguished in 
the teacher’s mind (Bullock Report 1975: 289, emphasis added).

3.13 Language in relation to reading

At this time, and in spite of the Reports’ afore-mentioned shortcomings in relation to 

the teaching of language and grammar, language was reinstated theoretically in its 

proper place in regard to reading.

In this country reading has been thought of as something taught 
only to the young or the backward. (...) In America, (...) the 
‘Reading Consultant’ has school-wide responsibilities, and the 
theoretical understanding of the reading process has been developed 
widely [Marland 1982 (1977): 5, emphasis added].
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This dependence of schooling on language is no mere useless stumbling 
block put in the way of the young as self-protection by the middle-class, 
middle-aged, formally educated. It can be shown, (...) that the process 
of thought itself is dependent on language, and growth in the first 
depends on growth in the second (Marland 1982: 17-18, emphasis 
added).

The Report sees language not merely as a dressing for thought, a way 
of making previously achieved knowledge clear. It sees the process of 
thinking as part of the process of developing language, and, again, 
the virtuous circle needs to be set up by the teacher so that the one helps 
the other (Marland 1982: 18, emphasis added).

Thus language helps learning and learning helps language, and the 
more closely the two are related the more effective the total process
(Marland 1982: 18, emphasis added).

On the one hand, ability to read depends on and grows out of 
language ability. (...) As reading is not simply a matter of decoding 
word by word in left-to-right sequence, but of a continuous speculation 
and checking, if a reader has to spend too long on an individual word, 
he loses the overall sense. (...) On the other hand, writing and talking 
skill grow out of reading (Marland 1982: 19, emphasis added).

And together with its relationship to reading, language was given back its relationship 

with the reader’s social experience:

Reading is more than a reconstruction of the author’s meanings. It is 
the perception of those meanings within the total context of the 
relevant experiences of the reader -  a much more active and 
demanding process (Bullock Report 1975: 79, emphasis added).

As Bullock had done before, the Kingman Report connects language and thought: in 

order to conceptualise the world, you need language.

Language is the instrument of intellectual development. Learning 
to direct one's own mental processes with the aid of words or signs is 
an integral part of the process of concept formation (Kingman Report 
1975: 8, quoting Vygotsky,56 emphasis added).

Language expresses identity, enables co-operation and confers freedom. 
It offers a symbolic model of the world. (...) People need expertise in 
language to be able to participate effectively in a democracy (...) The 
working of a democracy depends on the discriminating use of language 
on the part of its people (Kingman Report 1988: 7, emphasis added).

56 No reference is given.

110



We would argue then that this shaping of personality and the 
exploration of self are inextricably bound up with language 
development (Kingman Report 1988: 10).

As children read more, write more, discuss what they have read and 
move through the range of writing English, they amass a store of 
images from half - remembered poems, of lines from plays, of phrases, 
rhythms and ideas. Such a reception of language allows the 
individual greater possibilities of production of language (Kingman 
Report 1988: 11, emphasis added).

The importance of the relationship between reading and writing is
most evident when we come to literature (Kingman Report 1988: 37, 
emphasis added).

Precise knowledge about language can increase the interest, 
understanding and pleasure of reading in many ways (Kingman Report 
1988: 39, emphasis added).

Language is the instrument of intellectual development: it permits 
children to go beyond their own limited experience and to encounter 
the thoughts, hypotheses, explanations and analyses of the greatest 
human minds. The Bullock Report deals with the relations between 
language and thought persuasively and at some length in its chapter 4 
(Kingman Report 1988: 8, emphasis added).

Yet in spite of the new interest in the importance of language, the Report under the 

chairmanship of Kingman, as the one under Cox, implied a passive survey of 

language, ‘whilst preserving the social order: they do not ask pupils to look critically 

at the sources of language inequality in our society, nor to challenge them’ 

(Fairclough 1992 quoted in Daly 1996: 183, emphasis added).

3.14 The 1990s: beyond a common and unifying culture

By the 1990s, social unity was transformed into equality, and cultural concerns were 

seen through the lens of a multiracial society; what survived, but this time with a 

conscience, was the nation:

The Robbins Report of 1963 identified four aims and objectives of 
higher education which can be summarised as:

- instruction in skills for employment;

- promoting the general powers of the mind

- advancing learning
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- transmitting a common culture and common standards of 
citizenship (Robbins Report 1963, quoted in the Dearing Report 1997:
71, emphasis added).

In the early 1960s, universities were seen as the highest manifestation 
of a cultured and civilised society and their standing was unquestioned. 
Robbins saw the transmission of a common culture as a purpose of 
higher education. This rested on the largely untested view that there 
was a common culture, that universities possessed it and were its 
guardians, and that it could be transmitted (Dearing Report 1997: 64, 
emphasis added).

The Robbins Committee saw higher education as an important 
compensator for social disadvantage but the expansion of higher 
education which followed its report did not lead, to the extent it hoped, 
to significant broadening of the social class composition of higher 
education. (...) We, like Robbins, believe that higher education 
should promote greater equality of social and economic 
opportunity, although we recognise that much depends on the 
earlier stages of education (Dearing Report 1997: 79, emphasis 
added).

It was put to us at one of our consultation conferences that higher 
education should see itself as having a distinctive responsibility to act 
as the conscience of the nation. Others will legitimately claim that they 
have such a responsibility, but we agree that higher education should 
see itself as sharing it (Dearing Report 1997: 79, emphasis added).

The Dearing Report saw the role of Universities no longer as a guardian of a common 

culture, but as a defender of the variety of cultures: ‘To play a major role in shaping a 

democratic, civilised, inclusive society’ (Dearing Report 1997: 72, emphasis added).

3.15 Conclusion

If there were no power within English and classrooms there would be 
no need to talk about them at intervals of fifty years [Burgess (Tony) 
1984:24].

Trying to control this power and exercise theirs, the Reports perceived literary reading 

in two different ways, which appeared at different times: first, literary reading as 

something far from the reader, idealistic and mythologised; second, literary reading as 

something close to the reader, as experience of language (through the knowledge of 

grammar) and experience of the content (through the text’s social relevance). As
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English was finally seen in the context of a diverse British society, the latter 

conception overcame the former.

The value of the Reports lies in their correspondence with the socio-political reality 

that surrounded English and its teaching during the whole era that was examined. But 

also, and perhaps more importantly, it lies in that, in spite of the ways in which they 

did it, they created the field of discussion around the teaching of vernacular 

Literature. Even though they often tried to maintain conservative or misguided views 

about how the dependent reader would have to be trained, they generated the 

necessary tension, and affected the necessary arbitrary closures to the issues debated.

My own view is that events, relations, structures do have conditions 
of existence and real effects, outside the sphere of the discursive; but 
that it is only within the discursive, and subject to its specific 
conditions, limits and modalities, do they have or can they be 
constructed within meaning. Thus, while not wanting to expand the 
territorial claims of the discursive infinitely, how things are represented 
and the ‘machineries’ and regimes of representation in a culture do play 
a constitutive, and not merely a reflexive, after-the-event, role (Hall 
1996c: 443, italics author's own, other emphasis added).

Constitutive and contextualised, the Reports are an important part of the whole picture 

that framed and freed the teaching of English and its construction of literary reading.
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PART II:
READING GREEK LITERATURE: HISTORY\ POLITICS AND CULTURE

In t r o d u c t io n :
T h e  v a l u e  o f  a  c o m p a r is o n  b e t w e e n  t h e  G r e e k  a n d  t h e  E n g l is h

In both the British and the Greek cases twentieth century educational discourse on 

literature started out from an elitist point of view that was disempowering to the 

reader, but moved towards democratisation.57 The issues being interestingly similar, 

they can be compared to draw important general conclusions, even though the routes 

taken were different, as the historical conditions that demanded democratisation were 

different in the two countries.

The early arguments used by both the British and the Greeks to justify the ruling class 

attempts to control literary reading of the vernacular, and to control its validation, 

were also similar: both talked about a debased society and the fall of educational 

standards.58 More importantly, they were also based on arguments in favour of a 

separation of the ‘cultural’ from the everyday, of literature from social experience, of 

reading from social practice -  which was eventually affected by a separation of 

literature from language.

The problem of recognising, and integrating in education, the links between language 

and literature was the reigning issue about literature and reading education in both 

countries. It appeared in different ways. In Britain, as we saw in the examination of 

the English Reports on Education, a conservative critical practice ‘attacked’ dialects 

and elevated Literature to the extreme at the expense of language and grammar; this 

awarded Literature a status of being idealised and not concrete, and thus created 

obstacles to reading as a concrete act, as language and grammar were addressed as of 

lesser value and were very little taught. In Greece, Literature written in ancient Greek 

was idealised although it was not widely understood (perhaps because of that); 

vernacular language, vernacular literature and its reading were scorned as of minimal

57 As Latin and classical Greek were taught in the British case, classical Greek was taught in the Greek 
case throughout the 18th century, a practice that put aside the vernacular language.
58 See Bousted 2002 on the Cambridge School of educationalists, and George Mistriotis cited in 
Dimaras 1999b: 267, on how unworthy of the ancestors of the Greeks the demotic language type was, 
and how it represented immorality (pages not indicated).
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value and the fight to establish the demotic, supported by grammar, resolved in favour 

of it as late as in 1974.59

The argument against vernacular literature and its reading was strengthened by the 

fact that none of the grammars of the vernacular language60 were endorsed by the 

state. Thus the claims that the vernacular was not a fully structured linguistic system 

were not seriously challenged until the Small Grammar o f  the New Greek appeared, 

compiled under the auspices of the state and published for school use in 1974.

The opposite approach to Greek language and literature that was in favour of Modem 

Greek use verifies the validity of Williams’s definition of language; in light also of 

the lack of an officially endorsed grammar, it is made clear that language is not 

merely a system but is a complete performance (see Williams 1977a: 27). The 

demotic language type, in spite of the fact that it was emphasised in oral use, was 

performed for centuries. Thus there was also a structure behind it, supporting it, even 

if that structure was not registered by linguistic science.

A more complete description of diglossia will demonstrate why the social and 

political history of Greece is needed more in this case than in the description of the 

British situation, and it will show the social and political character that language and 

literature took in Greece.

59 Laws asserting that the Modem Greek language should be taught in primary schools at least, were 
voted in before that year, but their effect only lasted a year or two before another law would remove the 
demotic from school teaching.
60 Which were indeed published in the past centuries.
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C h r o n o l o g y

1821
The beginning of the Greek War of Independence against a declining Ottoman 
Empire.

1827
The emergence of an independent Greek state.

1897
The year of ‘national humiliation’: the Cretan revolt, demanding that the island would 
be annexed to Greece, turned into a military disaster for Greeks. However, they were 
saved from complete disaster by the powers, who stepped in to make sure territories 
already gained would not be given back to the Empire (Pavlowitch 1999: 145-146, 
151).

1912-13
The Balkan Wars, also known in Greek as the Macedonian Fight.

1914-18
World War I marked intense political and polity problems because of conflicts 
between the king and the oft-elected Prime Minister Venizelos. The Prime Minister 
intended that the country be brought into the war on the side of the Allied powers. 
That meant that he had to oppose the king, who had strong German affiliations. The 
crisis was resolved in favour of Venizelos’s choice of alliance.

1920-22
Greece came out of the First World War victorious, but its plans to annex Asia Minor 
were successfully counteracted by Kemal Ataturk’s (the Turkish leader) troops. After 
the ‘Asia Minor catastrophe’, an enormous mass of Greek refugees (around 1.3 
million) fled to what had become metropolitan Greece (see Pavlo witch 1999: 237- 
239).

1925-26
The dictatorship of General Theodoros Pangalos (Pavlowitch 1999: 240).

1936-1941
The dictatorship of General Metaxas (Pavlowitch 1999: 292, 309-310).

1941-1944
World War II

1944-1945
The Greek Civil War, seen as being between the communists and the right wingers 
(Pavlowitch 1999: 328-329).
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1945-1967
Continuous political unrest.
The communist party was outlawed in Greece, but it retained a strong public appeal. 
The people were conscious of the intense political corruption that existed. The illegal 
operation of extreme right wing groups was common knowledge and the official 
government/state, unable to control them, gave the impression that it did not 
discourage them. Groups of militant right-wingers often took the law into their own 
hands.
There were even continuous socialist accusations that the state had rigged the 
elections so that the right wing won through the use of unclear procedures. In the 
1960s a socialist prime minister was elected, yet right away there was repeated 
conflict between the views of the elected socialist prime-minister and those of the 
young King Constantine, who repeatedly rejected and removed the one elected by the 
people and appointed a prime-minister of his choice instead. In the end, the last 
resignation of the elected George Papandreou and frequent demonstrations against 
such royal interventionist politics offered a pretext of ‘political unrest’ for the 
colonels to take over after a military coup d’etat (see Pavlowitch 1999).

1967-1974
The ‘dictatorship of the colonels’, led by George Papadopoulos.

1974
In November 1973 students at Athens’s ‘Polytechneio’ (the part of the University of 
Athens that houses the school of architecture and the schools of new technologies, not 
identical to the British ‘Polytechnic’) barricaded themselves inside the buildings of 
the foundation, which formed a restricted area. Sustained by food and other supplies 
from the civilian population, on the 17th of the same month, after the students used a 
radio transmitter to address the Greek public against the military government, they 
were attacked by tanks which demolished the iron gates and killed many. In Salonika 
similar scenes took place in the Law School, creating public uproar. The generals of 
the Greek military government tried to ‘save’ their regime by attacking Cyprus, 
hoping that their ‘national’ service of annexing the island would turn public opinion 
around. The Turkish side responded and Greek military defeat in Cyprus was 
followed by the Turkish occupation of the northern part of the island. Under the 
weight of these developments, the regime fell, and in July 1974 democracy was 
restored in Greece (Zafeiropoulos n.d: 1128).
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G l o s s a r y

Ancient Greek:
The ancient Attican dialect, prominent in Athens during the fifth century B.C., 
idealised and used by the archaists, one of the two sides in the Greek Language 
Question that culminated during the twentieth century.

Archaic:
Used as an adjective, refers to the ‘purist Greek’ (katharevousa) as much as to a 
previous language type that users tried to be as close as possible to ancient Greek.

Archaism:
The early movement comprised by intellectuals and scholars writing and promoting a 
language that was as close as possible to ancient Greek.

Archaists:
The intellectuals and scholars who were in favour of using the archaic language. 

Attican dialect:
The dialect spoken during the fifth century B.C. in the region of Attica, where the 
city-state of Athens was based. Used to defend the idealisation of the ancient Greek 
past, and the defence of conservatism in education and language and literature 
teaching. Yet the Attican dialect is also the ancient Greek dialect that, according to 
Browning (1983: 119), survived the Hellenistic times and became the hellenistic 
‘koine’ (common), from which the demotic Greek language type eventually 
developed.

Demotic:
The ‘people’s’ language, since demos means people. The oral language of Greek 
populations in the Ottoman Empire, which developed into what is called New Greek 
or Modem Greek.

Demoticism:
The movement, lead by literary writers, scholars and politicians, in favour of the use 
of Modem Greek as language of the state and thus of education, replacing at first the 
archaic and then the ‘katharevousa’ language type.

Demoticists:
The proponents of the spoken Greek language and its use in all aspects of cultural and 
state life, and mainly in education, considering it a fully structured linguistic system.

Katharevousa'.
The term originates in the word ‘katharos’, which in Greek means clean. It stands for 
the purist language that was constructed as a result of combining contemporary 
spoken Greek with ancient Greek, in effect subduing the former to grammar and 
syntax of the latter. It is evidence of an effort to reconcile the two sides of the 
Language Question, and thus to dissolve the diglossia. Yet in effect it perpetuated the 
dispute.
It was the official language of the Greek state since it was founded in 1827 and until 
1976. It was constmcted by the literary critic Adamantios Korais and his followers in
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the early nineteenth century. In time the ‘corrections’ of the contemporary language 
changed into more and more archaic forms, and the hybrid became more and more 
faithful to the ancient tongue, since, socially, the more one’s writing resembled 
ancient Greek, the better writer he was considered.

The Language Question or Language Issue:
Greek diglossia, the use of two different language types in Greek society.
The two language types were the archaic katharevousa/purist language and the 
demotic, contemporary spoken language. The former was used by the majority of the 
intelligentsia and by the majority of a social, political and cultural ruling class, 
whereas the latter was spoken and understood by everyone. Education and the affairs 
of the state used the archaic.
Even during the second half of the twentieth century, literature had not made a clear 
choice. There were authors using the katharevousa as much as there were literary 
authors using the demotic language type. It is by now accepted though, that the users 
of the katharevousa were largely thus suffocating any talent they had, in the name of 
social status at a time when the demotic was fiercely fought against by the state. On 
the other hand, the prolific literary production of the demoticist authors showed the 
way to the linguistic solution before official institutions accepted it. Very few literary 
authors who did not write in a clear demotic are nowadays considered of value.

Monotoniko:
The new system of accents, a one-accent-system which was introduced in education 
and applied to Modem Greek in the 1980s, by means of a parliamentary law. It meant 
the abolition of the various accents that the Greek language carried from the 
Hellenistic period, and their replacement by only one. The argument was essentially 
that the accents were a scholarly addition of the Hellenistic period that aimed to 
preserve the musical pronunciation of words from the capital letter-writing era to the 
era of lowercase writing. Since this musical pronounciation is not used in Modem 
Greek, the accents were abolished.

Paideia:
Greek word, pronounced p e ’dia, written ‘naiddcC. Paideia means all the learning 
processes that a person goes through in her or his life, including education, 
entertainment, family, and all the influences of a social existence. In the Oxford Greek 
English Learner’s Dictionary [ed. G.N. Stavropoulos, Oxford University Press 1996 
(1988)] it is explained as all three: education, learning, culture. [The Greek word for 
‘education’, eKKaldevarj (phonetically ek-ped-efsi) has the same word as a root].
The word also means the ‘performance’, the practice of the learned culture of the 
person, the way all she has learnt is expressed through her social and cultural choices 
and behaviour.

Purism:
The movement that supported the prevalence of katharevousa in the Greek state. It 
was initially based on an argument about katharevousa being a pure language, free 
from the influences of other languages over history. Any deviations from the ‘pure’

119



archaic linguistic forms were seen as a threat to a deified importance of purity, which 
was also linked with the user’s social class.

Purists:
The proponents of the use of ancient Greek and later of the archaic katharevousa.
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CHAPTER 4

Gr e e k  p o litic al  a n d  cultural l if e  in  th e  t w e n t ie t h  c e n tu r y: th e  qu estio n
OF LANGUA GE AND LITERA TURE

Having won its independence from the Ottoman Empire in 1827, the Greece of the 

twentieth century was relatively a newly established state. Its cultural identity was 

based to a great extent on a narrative, as much constructed as it was real, of Greeks 

being the heirs to a glorious ancient Greece. Writing, reading and teaching Greek 

literature in the twentieth century was affected in a formative way by what was in 

effect a ‘disagreement’ on which of two language types was best to verify the rights 

of Greeks to self-determination -  so as to ‘prove’ the difference from the Ottoman 

Empire and affirm political independence in the light of a cultural one.

‘Disagreement’ on language and identity developed into a discourse around 

conflicting arguments about which language type could best aid a ‘revival’ of Greek 

science and letters, and of the Greek cultural and socio-political life. Conservatives 

theorised that ‘revival’ as something that needed to be done with the use and teaching 

of ancient Greek, in order to confirm the intellectual relation of contemporary Greeks 

with the ancient Greek world. The more progressive scholars that supported the 

establishment of the demotic in state affairs and education, saw that revival as a 

revival of the people’s participation in politics, society, and the cultural life of the 

country; one that would begin from communication between the state and the citizens 

which both parties would fully comprehend, and included such a communication 

between the teacher and the student.

Thus the term ‘Language Question’ refers to the problematic use of two language 

types by Greek writers, readers and speakers seen since the late first century B.C. (see 

next page, Browning 1982: 50) until the final state decisions about language in the 

second half of the twentieth, in 1974. This use of two languages, one meant for the 

official and highly acclaimed, and one meant for the less important issues in the life of 

a society is not only a Greek phenomenon. Ferguson first called the situation 

diglossia, and described it as follows:
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DIGLOSSIA is a relatively stable language situation in which, in 
addition to the primary dialects of the language (which may include a 
standard or regional standards), there is a very divergent, highly 
codified (often grammatically more complex) superposed variety, the 
vehicle of a large and respected body of written literature, either of an 
earlier period or in another speech community, which is learned largely 
by formal education and is used for most written and formal spoken 
purposes but is not used by any sector of the community for ordinary 
conversation (Ferguson 1959: 336).

In the Greek case one of these language types was ancient Greek, in particular the 

Attican dialect of Athens of the fifth century B.C. later developed into ‘katharevousa’, 

(cleansed), and the other was the spoken vernacular Greek, called ‘Demotic’. 

Browning gave a vivid account of the condition:

The whole public communication of the state, from speeches in the 
Chamber of Deputies to instructions for filling in a form in the post 
office, followed the pattern set by literature and became more and more 
unintelligible to the mass of Greeks, and more and more imprecise. And 
in every school in the country children were taught that the language 
they had learned at their mother’s knee, and which everyone used, was 
unworthy and antinational. It was a recipe for national schizophrenia 
(Browning 1982: 54).

4.1 The use of the ancient tongue

The beginnings of the so-called classicising movement (the movement professing the 

need to use ancient Greek instead of the spoken tongue) can be traced to the end of 

the first century B.C. (Browning 1982: 50).

, Whereas already by the end of the fifteenth century we find literary works written in a 

type of the demotic language (Panagiotakis 1999: 213; Karantzola 1999a: 164;61 see 

also Browning 1982: 51-52; Mackridge 1987: 3) (which means that at some level 

ancient Greek and modem Greek co-existed in writing) the beginnings of the 

Language Question in the form of a dispute that is socially and culturally important in 

the modem era are traced to the mid-eighteenth century (Simeonidis 1999: 185). An 

initial functional dichotomy which meant that ancient Greek would be used in the 

sciences and philosophy and modem demotic would be used in the writing of

61 ‘The demotic language type has some representation in literature already since the twelfth century, 
yet it only acquires a steady position in literary production after Byzantium (end of thirteenth to mid- 
fifteenth century)’.
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literature did not last: literature was soon also written in the ancient tongue, especially 

in order to gain social status. To use the learned language had a legitimising effect on 

the work and the author -  because it was the one of the two language types that had a 

high social status. That practice meant that attention was given to the form rather than 

to the content of the work. How well the author was writing ancient Greek, in the 

sense of how faithful his language was to the ancient tongue, was more important than 

what he was writing (it was mostly, if not only, a ‘he’ at that time).

Thus, there are cases of literary authors who produced significant works writing in the 

demotic, but who later chose the route of ‘public acceptance’ and who wrote in 

katharevousa -  perhaps because their work did not have the proper acknowledgment 

until then), thus suffocating their own talent (Politis 1993: see for instance 174). 

‘Needless to say, nothing which could be called literature resulted from this [pro- 

katharevousa] movement’ (Browning 1983: 102).

4.2 National identity in need of a national language

That was the social background of writing and reading Greek literature; as far as the 

political background is concerned, from 1453 and until 1830 there was no official 

political entity that could be perceived as an independent Greek State. Greek territory 

was only a ‘naming’, and although at one level that constitutes reality (see Belsey 

1988, introduction), Greece as is now geographically known was part of the Ottoman 

Empire, as were Egypt, Jordan, Israel, Lebanon, Iraq and Hungary at one point.62 

Yet the main reason why it lasted for four centuries was that the Ottoman Empire was 

tolerant of difference, whether that expressed itself as religion or as language. The 

problem was that that right to be different had to be addressed in light of the need for 

administration, for a way in which the state in turn organised the life of its subjects; 

thus it gave too many prerogatives to the organised Greek Church, which was in turn 

to organise the life of the Greeks, and was answerable to the Ottoman state. 

Administrative and social and political power, handed to the Church, meant that 

schools were organised and staffed by the Church, and it also meant that they taught 

ancient Greek (see Evaggelides 1936a: cxn on the Church sanctions on teachers who

62 ‘When Suleyman died in 1566 the Ottoman Empire stretched from the borders of Poland in the North 
to Yemen in the South and from near Venice in the West to Iran in the East’: 
http://www.globaled.org/nvworld/materials/ottoman/whoare.html. accessed 7/3/2003.
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would teach in the demotic). Before the ‘liberation’, Greek schools in the Ottoman 

Empire were orchestrated by the Church, even when financed by rich Greeks of the 

diaspora (Evaggelides 1936a: xx iv , cx il).

The Church was a major conservative power; as it had power during the Ottoman rule 

and as a new state would - mean a new distribution of power, it was a focus of 

opposition to the movement for Greek political independence. And to the extent to 

which reading and writing in the demotic language type was a form of cultural 

independence, the Church was going to be an obstacle to that too.

4.3 The merchants and the intelligentsia

To the disillusionment of Church interests, from the late seventeenth century till the 

late eighteenth, Greek society had been in the process of a transformation that would 

render it economically prosperous, culturally aware and politically strong, to a degree 

‘unmatched by any of the non-Muslim peoples of the Ottoman Empire’ (Clogg 1981b: 

9). One reason for this emancipation was the decline of the Empire, which made 

necessary the political need for diplomacy: the Porte (Ottoman administration) found 

its skilled diplomats from among the Greeks (see also Browning 1982: 53 on the 

Phanariot society and the Church).

Together with the Church, the Phanariots were a part of the ruling class of Turkish 

society (Browning 1982: 52-53). Politically conservative, they were also conservative 

in language choice. They defended the use of the Teamed’ language type in schools, 

because ‘its study was preferable to that of natural philosophy and science which were 

associated with atheism and opposition to the established order of society’ (Browning 

1982: 53; 1983: 101).

An economically prosperous Greek diaspora, comprising rich merchants as well as 

intellectuals had a different opinion about whether ‘the established order of society’ 

should remain the same. Besides financing publications, as intimated, rich Greeks had 

funded Greek schools in the Danubian Principalities and in Western Europe since the 

latter part of the eighteenth century (Evaggelides 1936a: cviii; Browning 1982: 52; 

Pavlowitch 1999: 24). Their interests lay with a redistribution of power in Greek 

society. Affected by the French Revolution and the Enlightenment ideals, they saw
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the teaching of the demotic language type as a way of ensuring a broader political and 

social representation that would benefit what they would later call the Greek Nation.

Thus the thriving Greek communities in the major trading centres of Europe and the 

Mediterranean (Vienna, Alexandria, Istanbul to name but a few), and rich Greek 

families that lived in Europe or were based in the Ottoman Empire, comprised a third 

ruling class. They educated their children in universities of international reputation 

and it is significant that they financed Greek schools not only within the Ottoman 

Empire (which would have to be organised by the Church as we saw above), but also 

in Europe, where they could retain control and include the demotic in their curricula. 

Browning described the era giving an account of the prevalent confusion about which 

language to use:

Many Greeks became drawn into the expanding economy of western 
Europe, either as agents of foreign firms in the Ottoman empire, or as 
members of the growing Greek communities in Russian and western 
European cities who were engaged in import and export trade with the 
east. All these factors stimulated the spread of ideas and the 
multiplication of books. More and more was being translated into Greek 
or written in Greek on every topic from metaphysics and politics to 
science and technology. These books were written in various mixtures 
of spoken Greek and the literary language, without any marked dialect 
features, but with little unity of form (Browning 1983: 101).

It was predictable that by the eighteenth century the ideas of the Enlightenment and 

the French Revolution that came from Europe would bring with them the concepts of 

nationalism and of the right to self-determination to the subject peoples of the empire, 

including the Greeks (Browning 1982: 52). The National Language and Literature 

could be a cultural support, endorsing social power for either the conservative 

Phanariots and the Church, or for the merchants and the intelligentsia that were closer 

to them, representing an emerging middle class. The issue was, which language and 

which literature, which reading and which writing, would be awarded the name -  and 

the status -  of the ‘National’ language and literature.
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4.4 The Language Question
Three excesses, one point of reconciliation

Addressed from the viewpoint of early nation-centred considerations, the Language 

Question was contested by four groups of scholarly discourse, each arguing for a 

different language type (see also Browning 1983: 100-103). The first three were: the 

archaists, whose argument was in favour of a strictly ancient language which would, 

according to them, ‘prove’ modem Greece was a descendant of the glorious ancient 

Greece. They claimed vernacular Greek was corrupted by foreign words and by 

‘centuries of slavery’ (Browning 1983: 101; see also Zoras 1999: 210 and 

Panagiotakis 1999: 212 about the Byzantine era). Then there were the followers of the 

linguist and scholar Korais, who were arguing for a ‘purification’ of the demotic 

language type, and ‘corrected’ it applying the grammatical mles of the ancient on 

modem Greek words. Although they started out from a point that respected the 

spoken tongue, their practice resulted in seeing the vernacular as a lesser, not 

systematised language, and in the fabrication of the purified katharevousa, a 

constructed hybrid tongue. Thirdly, the demoticists, a group convinced that the 

spoken language type was more than adequate for all the cultural and state functions, 

and that it was imperative to use it in education and everywhere else. A very strict and 

fanatical way of endorsing the demotic came from people like the linguist Yiannis 

Psycharis. For him and his (few) followers, words needed to be modified according to 

the vernacular’s mles, even when they did not belong to the vernacular (Mackridge 

1999: 236; see also Browning 1983: 104-106; Babiniotis 1994: 103). Ferguson’s 

description of instances of both language ‘corrections’, of Korais and of Psycharis, is 

accurate:

The proponents of both sides or even of the mixed language seem to 
show the conviction -  although this may not be explicitly stated -  that a 
standard language can simply be legislated into place in a community.
Often the trends which will be decisive in the development of a 
standard language are already at work and have little to do with the 
argumentation of the spokesmen for the various viewpoints (Ferguson 
1959: 339, emphasis added).

The fourth and last group of the language discourse represented the more moderate 

and eventually successful approach to demoticism. It consisted of demoticists who 

were moderate in their assertions about the abolition of the purist language type, and
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could envisage a reconciliation that would respect the ways in which both language 

types were used and ‘lived’ (in Williams’s terms of a lived culture) through the 

centuries. Influenced by western historical experience, as the militant demoticists 

were, they agreed that ‘it was upon the basis of the ‘unpurified’ vernacular speech that 

most western European national languages had been built’ (Browning 1983: 102).

Yet their view of language was more complete, and they did not hesitate to integrate 

linguistic types of katharevousa into the demotic, linguistic types that had become 

‘natural’ to the modem tongue. Many literary authors such as Solomos and the 

Eptanisian School already in the nineteenth century, or the revered Alexandrine 

Cavafys and the scholars Triantaphyllides and Chatzidakis in the twentieth were such 

demoticists.

4.5 ‘Freedom and language’: Solomos and the literary language

Literature had applied the right solution to the Language Question long before literary 

criticism, linguistics or the state ‘found’ it. Greek literary authors who lived in the 

(not yet Greek) Ionian Islands used the vernacular. Away from the influence of Greek 

society and its social and political turmoil, and because the Ionian Islands were ‘for 

centuries Venetian possessions and until 1864 a British protectorate’ (Browning 1982: 

54), Greek authors living and writing there were deeply influenced by the French 

Enlightenment and the Romantics.

Thus, in the 1800s, before the start of the Greek fight for Independence in 1821, in 

Zante, Dionysios Solomos, a major representative of the Romantic movement 

(Jenkins 1940: 1), saw political freedom as integrally linked with language. In his 

1824 Dialogue he argued against two ‘enemies’: the political enemy of the Turks and 

the cultural enemy of the pedantic Greek teacher/scholar who looks down on the 

language that is spoken by the people in everyday life. ‘And do you think that I have 

anything else in my mind, apart from freedom and language?’ [Solomos’s Dialogue 

(in Greek), in The Complete Works, vol. 2: 12, quoted in Politis 1993: 142 and 

Kechagioglou 1999: 253; see also Jenkins 1940: 82-83].

Solomos was the most prominent figure of a school of literary authors who were 

celebrated in later Greece, in spite of the fact that they were criticised for their 

‘incorrectness of Greek’ in their lifetimes (Browning 1983: 54). An example of the
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acceptance and acclaim he later enjoyed was that the first two verses of his epic poem 

Hymn to Freedom (1823) became the future Greek National Anthem.

The Romantics in general are linked with the scholars’ focus on their own national 

literature (Jenkins 1940: 1, 82-83; see also During 1990: 138, 139) and with the 

eventual decline of the teaching of Latin and ancient Greek in the West in favour of 

the national literatures.

Another extremely influential figure in the literary world, is Constantinos Cavafys, 

perhaps the single most important poet of Modem Greece. He too lived and wrote 

away from the Metropolis and the social and political pressures that suffocated many 

poets and literary authors. He was bom in Alexandria63 in 1863, and like many more 

expatriates, he wrote in Greek (Politis 1993: 227). A poet of international reputation 

whose work proved seminal for Greek literary production, Cavafys used a language of 

his own, combining elements of the archaic and the demotic at his own poetic will, 

licence and feeling. This was a language type that is remarkably close to today’s 

Standard Modem Greek, the type attained after the Language Issue had been resolved 

(Kostiou 2000: 9). ‘He tried to save and combine all the live elements of our 

language: ancient, the type of middle-ages, modem -  of the church, of literature, of 

idioms and of everyday life (...) daring, with devotion, simplicity, and with a feeling 

of history’ (ibid.).

Cavafys’s poetry combines the everyday with the historical, the ancient with the 

contemporary, not only in language, but also in content, thus demonstrating the links 

that can be forged between language and literature as parallel social forms; the 

bridges that he formed between the different linguistic tools, the different language 

forms, he also formed between the different eras and societies that he described 

aligned with each other.

4.6 The scholarly steps towards that literary language (the demotic)
4.6.1 Korais

The realisations of literary production were not enough, however; influenced by 

literature or not, scholarly output had to trace the solution of the dispute in its own 

terms.

63 The largest Greek communities were established in Asia Minor, Istanbul and Alexandria of Egypt.
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The work of the first most influential figure in the Language Question as it was 

formed and channelled in the modem era, was driven by belief in the spoken tongue: 

Adamantios Korais (1748-1833) was the first Greek literary critic to achieve a 

European reputation. Bom in Smymi (‘Izmir’ in Turkish) in 1748, his work brought 

him to Amsterdam and his studies to Montpellier, France. From 1788 he lived 

permanently in Paris, and was no doubt affected by the ideals of the French 

Revolution (see Clogg 1981b: 11; Christodoulou 1999b: 231). His contribution to the 

language dispute was made in the early nineteenth century (he presented his theory 

about the language type that Greeks ought to use in his introductions to ancient Greek 

texts, published in 1804, 1805 and 1809-1814) (Christodoulou 1999b: 230; Politis 

1993: 98-99). His ideas had a dramatic influence upon the linguistic confusion that 

followed. As mentioned before, his stance was in favour of using the vernacular 

demotic Greek, but he believed that this vernacular should be ‘purified’. As a result of 

this, foreign words and morphological, syntactic and phonological features that did 

not resemble the ancient tongue were exorcised. The outcome was a new, invented 

language type (see also Mackridge 1999: 236). The purified katharevousa (from 

‘katharos’ which means ‘clean’, ‘pure’) ‘aged new words’ ‘by adding ancient 

inflections and other features to neologisms’ (Mirambel 1964: 415 and Mackridge 

1987: 8 respectively).

His conception was detrimental in that it produced the impression that the vernacular 

was an inadequate, not fully structured system, which is why it needed the 

intervention of the structured ancient Greek. Korais had many followers and at one 

point the majority of archaists ‘corrected’ the vernacular language (Christodoulou 

1999b: 230). Yet the product of that correction, katharevousa, was a hybrid, and did 

not resolve the dispute but merely shifted it: from then on, the debate was between the 

katharevousa and the demotic. Slowly, the katharevousa itself became more and more 

archaic and included more and more ancient Greek linguistic types, according to the 

knowledge and style of the writer (Mackridge 1999: particularly 237). The Language 

Question, instead of being resolved, was thus perpetuated.

4.6.2 Psycharis’s contribution to(wards) standardisation

Greek scholars who were educated in France and Germany were on the receiving end 

of news about the twists and turns of the Language Question. Influenced by
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developments in Europe that brought linguistics to the forefront, they were interested 

in the history of the Greek language; they were bound to turn to the demotic, since 

‘katharevousa had no history’ (Browning 1983: 107) being as it was a language 

constructed by scholars rather than developed by the people. Yet what made the 

demotic unstable was the lack of standardisation. The important linguist Yiannis 

Psycharis (1854-1929) tried to provide for this.

Psycharis’s family came from the Greek island of Chios, but was bom in Odessa and 

raised in Istanbul at a time when both cities had a significant Greek population. When 

he was fifteen years old he settled in Paris, after being educated there and in Germany 

(Politis 1993: 209). He had French citizenship, but the greater part of his literary and 

critical production would be in Greek.

A student and later a colleague of Saussure, by 1904 he had a permanent position in 

the Ecole des Hautes Etudes and in the School of Eastern Languages in Paris. He 

taught the historical grammar of the Greek language, phonetics, dialectology, history 

of language, etymology, the Language Question and the language of the medieval and 

modem Greek texts (Babiniotis 1994: 83-84). One of his most important works was a 

Great Greek Scientific Grammar (vol. 1 in 1929, vol. 2 in 1935) -  but several of his 

assertions were intensely criticised as unproven, scientifically or methodologically 

(Babiniotis 1994: 83-84).

His grammar was part of his striving to proclaim the need for a system. As opposed to 

the linguistic contribution of Chatzidakis that will be examined later and came later 

chronologically, Psycharis moved beyond describing what existed. He asked for a 

linguistic plan, embodied in legislation that would enable a smooth process towards 

the establishing of the demotic language as the official language of the State and of 

education (see Babiniotis 1994: 87-88, 89, 95). But the fact that he did not live in the 

Greek linguistic reality but in the French, in Paris, and thus he did not have an 

experience of Greek conditions, contributed to the fact that his demand for a linguistic 

plan was set in unrealistic terms. His knowledge and experience of the Greek 

vernacular itself was minimal, and that was evident in his efforts to register Modem 

Greek as a system: instead of recording it, he too was ‘correcting’ it. He modified 

ancient words according to what he perceived the vernacular system to be, doing in 

effect what Korais had done, but reversed.

Still, there is a sense in which there was a need for the opposite extreme to be stressed 

for a period of time, so that the archaists’ reign in Greek society and literature writing
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and reading would be successfully combated later. There was a need for an in- 

between period of testing, of showing the archaists that an extreme decision could be 

taken from the other end of the language choice too, so that both sides would be ready 

to consider the interchange between them.

Psycharis’s My Journey, the literary description of a journey in Greece using only and 

‘extreme’ form of the vernacular, tainted with dialect forms, was published in Paris in 

1888. It was a manifesto for Modem Greek. With its strength, derived also from the 

status of the author as an internationally respected linguist, that ‘declaration’ affected 

Greek scholarly output both inside and outside the country. It also affected Greek 

literary output: it was as a result of this, either directly or indirectly, that leading 

Greek writers decided to turn to using the demotic in all instances, and broadened 

their reading audience from an elitist group to the whole of the Greek speaking 

population. That great change in the arena of literary writing was a clear victory for 

the demotic, even though in the government, courts, in scientific and technical 

discourse, in politics and journalism, and in education (Browning 1982: 55), the 

purists retained their strong hold.

Without underestimating his immense contribution, it needs to be acknowledged that 

Psycharis ignored the historicity of the Greek language, and stressed only the oral 

reality of it as part of ‘fieldwork’ that included only brief visits to Greece, to examine 

the language spoken in the countryside. Thus, in spite of his contribution to the 

demoticists’ cause, Psycharis was strongly criticised by both opposing discourses of 

the Language Question for being too rigid in his linguistic call to replace the ancient 

with the modem, too fanatical about the value of vernacular oral Greek over the 

ancient language type. Some of the demoticists even believed that his rigid linguistic 

view delayed the recognition of the demotic (Babiniotis 1994: 77, 84, 86).

Indeed, he recognised no exceptions to the grammatical mles he promoted -  but it is a 

valid explanation that, as a linguist, Psycharis saw rigidity in grammatical mles as 

essential to demonstrate a scientific coherence. This was the spirit of linguistics at the 

time (Babiniotis 1994: 87, 88), especially as he needed to counteract fierce moralistic 

arguments coming from the archaists in an equally strong way. (The threefold sacred 

idea of ‘Homeland-Religion-Family’ was, according to archaists, threatened by the 

demotic, and the oral language should be combated at any cost). The issue needed to 

proceed in this way, in order to allow for the view of more moderate figures like 

Triantaphyllides to be heard later.
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Indeed, his extreme views were soon abandoned by the majority of the demoticists. A 

more moderate demoticism was instead expressed in the publications of the 

Educational Association and led by Triantaphyllides, the future author of the widely 

acclaimed Modem Greek Grammar.

4.6.3 Describing the conditions: immigration

In spite of the fact that Psycharis avoided or could not describe the conditions of the 

Language Question as it developed in Greece, this description should be made here. 

Early twentieth century Greek education was a complicated matter. International 

eruptions were causing the urgent immigration of Greeks fleeing from the Ottoman 

Empire to the territories that now formed Metropolitan Greece, and the end of the 

First World War was marked in Greece by a violent exchange of populations. A 

movement for the autonomy of regions of Asia Minor that were populated by a 

majority of Greeks met with a violent Turkish response, when Ataturk’s Young 

Turks64 repeatedly attacked the Greeks and their expansive intentions. In the period 

starting in 1920 and ending with violent episodes in August 1922, when tens of 

thousands of Greeks and Armenians were massacred (see Pavlowitch 1999: 238), the 

great majority of the Greek population of Asia Minor fled to metropolitan Greece. 

They were a million or more, to be added to ‘the Greeks of Southern Russia fleeing 

the Revolution, and those of Bulgaria coming under a voluntary exchange -  some 1.3 

million to be integrated into a pre-1914 population of 4.3 million’ (Pavlowitch 1999: 

239).

For the majority of those Greeks their first language was not Greek, but the 

administrative and education language of the state they had been living in. In their 

dealings with Greek education once they were ‘back’ to the metropolis, the lack of a 

demotic grammar was only another obstacle that they had to confront.

Additionally, Asia Minor Greeks had been in contact with democratic ideals of 

political representation more than the peasant-like population of metropolitan Greece 

had the chance to be (see Hirschon 1989: 51). ‘Many who came from large Ottoman 

cities that were economically cosmopolitan, looked down on the ‘provincialism’ of 

Greece. They encountered much prejudice’ (Pavlowitch 1999: 239). They were also

64 Turkish nationalist movement, ‘The adherents of the Committee for Union and Progress’, 
(Pavlowitch 1999: 349), of which Kemal Ataturk was the inspiration.
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progressive in regard to their language choice, and generally took the side of the 

Demotic.

Western scrutiny regarding Greek continuity, heritage and identity had affected the 

self-image of Greeks who lived in what was then Greece -  whose symbols of 

heritage, the great monuments, represented ancestors who were further in the past of 

the land (Acropolis of Athens). But Greek ethnic identity was in a better position in 

Asia Minor, symbolised by remnants of classical Greece, but also of Byzantium (a 

great example being the temple of Saint Sophia in Istanbul), representing a past closer 

to the people’s contemporary life. The past that Greeks living in that area felt heirs to 

was closer than the past that the Greeks of metropolitan Greece had around them in 

the form of great symbols, and that offered Asia Minor Greeks a confidence for their 

Greek identity that was not vulnerable to western scrutiny and challenge.

The Greek they spoke, however, was not as confident -  nor as useful for their return 

to Greek social reality. It was either taught and read in its purified archaic form, in the 

form of a literary language taught in schools, or spoken in an ancient but hybrid 

form65 (Pavlowitch 1999: 239) developed due to the geographical and other isolating 

factors affecting some of their communities.

The massive wave of immigrants flooding Greece provided cheap labour and was 

chiefly responsible for the economic growth of the land, but Greece proved largely 

incapable of developing social institutions that would embrace immigrants and 

channel their work in the best ways (Clogg 1981b: 6).

In terms of pedagogy, neither the demotic spoken language nor the language spoken 

by the refugees when that was different to the demotic,66 were recognised at an 

institutional level. No lasting incorporation of the demotic in schools was achieved, 

nor of a simpler language to help the refugees with linguistic and communication 

problems -  and no entrance schools for their needs were established.

In the name of an archaic language type that was meant to represent social and 

national ‘order’, the Greek state did not cater for the needs of its distant citizens, nor

65 A Greek dialect -  a hybrid of ancient Greek -  is still spoken by Greeks that fled the dissolving Soviet 
Union in the 1980s and 1990s (and came to Greece) and is called Pontiaka. It was developed in the area 
around the Black Sea, which was inhabited by Greek populations for centuries. The outcome of 
geographic and cultural isolation and the passing of time, it developed close with Russian but was not 
especially affected by it. It takes its name from the area where it was developed, called Pontos in 
Greek.
66 See previous footnote.
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for the needs of its ‘natives’. Instead, seven successive changes of the official 

language took place from 1917 to 1938 -  shifts from the katharevousa to the demotic 

and vice versa. When the demotic did enter into the school system it was limited to 

primary school teaching, involving more or fewer school years at each reform. Each 

political change initiated another reform and each reform was only valid for two or 

three years. Thus continuous shifts took place in the periods 1917-1920, 1921-1923, 

1923-1925, 1926, 1926-1933, 1933-1935, 1935-1937 (see Triantaphyllides 1993: 585- 

586). Any coherence in educational practice and in literary education was impossible: 

political imbalance had consuming effects on education, and complemented linguistic 

ambivalence.

4.6.4 Describing the conditions: Diglossia as a problem

Political, educational and linguistic instability were perpetuated until the right 

conditions for change appeared. Ferguson suggested that diglossia becomes a problem 

when specific social and political conditions appear, conditions which he called 

‘trends’ (1959: 338): ‘more widespread literacy, (...) broader communication among 

different regional and social segments of the community (...), [and] desire for a full- 

fledged standard ‘national’ language as an attribute of autonomy or sovereignty’ 

(ibid.; see also Gellner 1992).

In the Greek context, diglossia had been a problem even before the emergence of the 

state in the 1830s, since those conditions were present long before that: the spread of 

literacy had been due to Greek schools appearing in Ottoman territories (founded and 

operated by the Church, see Evaggelides 1936a: CXII), the Danubian principalities 

and western Europe (Browning 1982: 52; Camariano-Cioran 1974a, 1974b; 

Evaggelides 1936a: CXIII; CVIII); broader communication was due to the growth of 

commerce; and the desire for a national language, that would ‘inspire’ and ‘verify’ a 

new independent Greek state was a response to the Enlightenment. The Language 

Question affected and was affected by the political struggle for independence 

(Browning 1982: 52-53), since the issue of deciding about the national language was 

closely related to the foundation of the new sovereign state.
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4.6.5 Describing the conditions: Language choice as part of identifying the 
Other, and as a linguistic parameter of social hegemony

When the problem of diglossia became enmeshed with issues affecting the new state, 

its social implications came with it. The choice of language type became a ‘reason’ 

for social division that prevailed in the twentieth century.

The vulgar language Pie means the demotic] is capable of being used as 
the international language of the idiots and the stupid persons, and 
not of the descendants of Pericles and Plato, of Aristotle and of the 
Son of Olympiad (...) If the Greek nation is condemned to say ‘the 
man’ and ‘the woman’, to abolish the linguistic features of the ancient 
language, it would be to the best interest of the state to demolish all the 
schools and to send the Greek children to the pubs, to be taught such 
vulgarities (George Mistriotis 1911: 112, 239 quoted in Dimaras 1999b:
267).

That fierce opposition to the demotic that attached intensely negative characteristics 

to the Other language and to its users, assumed that the accuser could claim the 

opposite, positive characteristics for herself; if the Other was stupid, the accuser was 

intelligent, if the Other was savage the accuser was civilised (Loomba 2000: for 

instance 152-156, also referring to Bhabha and Fanon). ‘The power of all forms of 

subjectivity relies on the marginalisation and repression of historically specific 

alternatives’ (Weedon 1997a: 87). Power is maintained by marginalizing what and 

who is or might be challenging it, and by transforming the challenger into the Other 

[see Weedon 1997a: 87-88 on the marginalisation of the Greenham peace movement 

against nuclear weapons by the press; also Threadgold 1988 and 1997, where she 

refers to a murder story where the murdered person is pronounced by the media to be 

a native Australian -  an Other. In both instances negative characteristics are attached 

in the first case to people with a different opinion (and sex), in the second to people 

with a different skin colour. In the instance of Greek diglossia, it is attached to people 

with a different language choice and/or knowledge].

The archaists were ‘protesting too much’, concentrating their arguments on language 

use when in reality they were defending their economic and social (and not cultural) 

exclusive rights. Political and social symbolism made educational language choice 

stricter and more forceful each time it shifted, since language struggles were standing 

in for power struggles.
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4.6.6 Alexandros Delmouzos

Delmouzos, a major pedagogic figure, publicly denounced the involvement of 

education in political disputes as something that stopped the progress of schools and 

confused young people: whatever one government would build, the other would

bring down, indifferent to the fact that thus, not only was education in constant 

confusion, but also the whole intellectual life of the land was in turmoil and decline’ 

(quoted in Papanoutsos 1984: 124). Educated first in the Philosophy School of Athens 

University and then in Germany, the educationalist Alexandros Delmouzos was a 

strong advocate for the establishment of the demotic language in education. Early on, 

in 1897, he had lived through the humiliating war of Greece against Turkey 

(Papanoutsos 1984: 37; Pavlowitch 1999: 151). The catastrophic defeat of Greece in 

its effort to acquire Crete shook the foundations of the Greek conscience and showed 

that change was urgently required: a shift in the orientation ‘not only of its political 

aspirations, but also a shift in the orientation of the life of the Nation’ (Delmouzos 

1950: 15-16 and Papanoutsos 1984: 37-38). ‘The humiliating defeat had highlighted 

the gulf between Greece’s irredentist aspirations and her modest military capabilities’ 

(Pavlowitch 1999: 151). Until then, the Greek state was orientated towards the 

reification of what they called the Great Idea, which meant annexing all territories of 

the Ottoman Empire it considered Greek. Consequently it ignored internal problems, 

not least of which was the educational and linguistic problem, and the problem of 

educating the people that were already established or in the process of establishing 

themselves in Metropolitan Greece.

In 1908, Dr. Demetrios Saratris recommended to the Town Council of Volos67 the 

founding of a Higher Municipal Girls’ School68 of a special kind, and having three 

classes/age groups. The school aspired to ‘provide the land’ with young women ‘who 

would have a positive and enlightened mind, (...) able to later educate their children 

as they ought to’ (Delmouzos 1950: 22-23, quoted in Papanoutsos 1984: 41). It was 

some sort of an academy for young women who had already been through state 

education and would attend that school as a preliminary to their getting married (the

67 A town in central Greece.
68 The translation in Greek is Parthenagogeio: a translation to the letter would be ‘a place where 
instruction is given to virgins’.
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Greek term that corresponds to this type of school translates as ‘a school for the 

pedagogy of the virgins’, ‘parthenagogeio’) .

The girls were to be taught practical courses (cooking and gardening), French, 

Modem Greek language and literature, even ancient Greek writers in good 

translations. The Council’s decision enabled Saratris to search for a pedagogue who 

would be able to take up the task. At the time, Delmouzos had published a study 

insisting on the pedagogic significance of Demoticism in the Athenian newspaper 

Acropolis. This brought the doctor to ask for Delmouzos’s help for the project, 

offering him the directorship. The latter saw the offer as a ‘blessed chance’ to try out 

a first attempt to incorporate Demoticism in education (see Papanoutsos 1984: 41-42). 

But the Greek society of 1908, especially that of a provincial town, had been for years 

saturated with the scholasticism and rigidity of the proponents of the purist ancient 

language type (Papanoutsos 1984: 42-43). Insistence on katharevousa had become 

part and parcel of an educational attitude that ‘had sworn’ to ‘safeguard’ the fortresses 

of ‘homeland, religion, and family’. This was the attitude that fostered the resistance 

Delmouzos encountered in his students when he started working in the School: 

‘Stillness, poverty [of spirit], false romanticism, nonsensical gibberish of parrots, all 

of these were the general characteristics of the material. But these faults were coming 

from school, they were brought on only by the [state] school’ (Delmouzos 1950: 111, 

quoted in Papanoutsos 1984: 43-44).

By 1910, two years after the School was founded, the local religious and political elite 

had made a first unsuccessful attempt to close the school. This time aided by a 

journalist, they launched a trial case against Delmouzos. They accused him of 

insulting Religion and the Homeland, and teaching in demotic. Only the last 

accusation was true. He responded to the fabricated accusations in a remarkable way 

during the trial, and was acquitted in 1914 -  but the school had closed in 1911.69 

Since Greek society was patriarchal, it was less observant of the ‘breakthroughs’ that 

women might be involved with, convinced it could suppress them easily. The fact that 

the experiment of using the language that the students spoke to teach them started in a 

girls’ school (supported by local and private funding), and that even there it was

69 See also http://www.fhw.gr/chronos/13/en/civilization/institutions/02.html. accessed 16/09/2004.
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confronted with intense reactions, is indicative of the background position the demotic 

had in Greek society -  and of the intense resistance that Greek society was capable of. 

Delmouzos was to repeat his efforts for the establishment of the demotic in Marasleio 

in Athens in 1923-25, a school for the further education of school teachers which was 

run by the state, and then in the University of Thessaloniki from 1928 to 1937 (see 

Politis 1993: 253-254, Papanoutsos 1984: 109, 117). He was persecuted in the same 

manner. Reactionary purists in high places were determined to libel him in 

newspapers, and attempted to influence public opinion against him. They would 

always end by putting him under trial with accusations of immorality, lack of respect 

for ‘religion and the Holy Church’ and, even of being a ‘mason’70 and an anarchist, all 

because he was teaching in the demotic (Papanoutsos 1984: 86-93, Dimaras 1999b: 

266).

Thus, in Metropolitan Greece the archaic language type had become politically and 

nationally theorised as representing patriotism, and writers were obliged to abide by 

this or face sanctions. For instance, the poet who dominated the cultural scene of early 

twentieth century Greece, Palamas, was also punished for a pro-demotic article with a 

month’s dismissal from his position in the secretariat of Athens University (see 

Dimaras 1999b: 267).

The extent of the power of conservative political and cultural forces at the time in 

Greece is also shown in how prime minister Venizelos, whose centre-left government 

had repeatedly, directly and indirectly, supported the demotic language type, allowed 

articles that rendered the demotic illegal to be introduced into the Constitution, so that 

he would not endanger the rest of his policies (Dimaras 1999b: 267; Mackridge 1987: 

9) at a crucial time at the beginning of the century (1911).

4.6.7 George Chatzidakis

Another important linguist who became part of the solution to the Language Question 

also had an ambiguous relationship with the state’s sanctions about language use. The 

linguist George Chatzidakis, educated in Germany, abided by the Greek state

70 For a public of moderate to minimum economic capacity and educational access, still nowadays 
these words, ‘mason’ and ‘anarchist’, connote qualities of an almost mythical threatening evil, most 
likely exactly because they are not clearly defined. A populist rhetoric can thus use them arbitrarily to 
mean whatever the prosecutor wishes to exorcise.
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language choice in his work that was published in Greek, but also proved that 

choice’s irrelevance for the future. His work legitimised the Greek vernacular and 

showed that it was a continuation of the Byzantine language. Byzantine had 

developed from an ancient Greek dialect, the Alexandrine (Hellenistic) common 

language, which existed before the Attican dialect (the fifth century B.C. Athens 

dialect, used as a basis for katharevousa). Chatzidakis was also the first to introduce 

linguistic science into Greece, and determined the foundations and appropriate 

methodologies to research the demotic (Babiniotis 1994: 58-59).

His Einleitung in die neugriechische Grammatik {Introduction to Modern Greek 

Grammar) was published in 1892 in Leibnitz, in German, as part of a famous series 

on grammars of the Indo-European languages. This work established for the first time 

the theoretical principles of studying Modem Greek and addressed the main problems 

of the language (Babiniotis 1994: 62). Even though today it would seem the obvious 

method, this was the first time that research into Modem Greek used both the oral and 

written traditions. Until then, researchers claimed that only oral sources should be 

advised when researching Modem Greek (Babiniotis 1994: 63).

However, Chatzidakis used katharevousa in his linguistic analyses and examination of 

the demotic when he wrote in Greek. It was because of this that he was accused of 

being partly responsible for the delay in the recognition of the demotic and its 

establishment as the language of the State. Nonetheless, he had a significant social 

status, and his influence was great so that his practice would accordingly be followed 

-  but the decision between the two language types, the katharevousa and the demotic, 

was not an easy one. It was legitimate to believe that the oral language extensively 

spoken at the time was not yet the most appropriate system for use in education and 

the administration of the new state (Babiniotis 1994: 69-70), since there was no 

officially endorsed contemporary account of its research into grammar or syntax 

published, that would be able to support the teaching of the contemporary language 

type (see also Venezis 1959: 1400).

Thus it was in the content rather than the form of his work that Chatzidakis called for 

a middle route to be taken in the Language Question and asked to award status to the 

‘new’ language (Babiniotis 1994: 67-68); he wrote in katharevousa but actively 

proposed the use of the demotic. Thus, in different ways he concomitantly provided
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the most significant support for and the clear undermining of the purist ancient 

language (Triantaphyllides 1993: 599). ‘It is characteristic that purists, who until then 

did not accept the existence of the demotic language, now started using it themselves 

-inpoetry ’ (Triantaphyllides 1993: 600).

4.6.8 Describing the conditions: The Educational Association

Bringing together scholars and literary writers, the Educational Association was 

founded in 1910. It was a society that channelled the demoticists’ work into the public 

sphere with a journal and publications that promoted the demotic as a legitimate 

writing language (Politis 1993:14; Dimaras 1999b: 267; Papanoutsos 1984: 40). The 

result of the private initiative of a few scholars, it did not have links with the state’s 

administration, or any support from it. Accordingly, although its influence in society 

and in literary writing was considerable, it did not manage to have its conclusions 

integrated in educational policy in any lasting manner, at least until the final 

settlement of the Language Question. Its contribution was, however, significant, as its 

work made the public conscious of the superiority of the demotic to a greater extent 

than ever before.

Its Articles of Association were signed in May 1910, and determined that its aim 

would be to found a new school in Athens and to help in time to reform Greek 

education. It also promised the publication of books, a newsletter and a newspaper. 

The three main figures inspiring and working for the Association were Delmouzos, 

Glinos and Triantaphyllides (Politis 1993: 253-254).

The Association did not achieve the foundation of a school, but it did fight its cause 

with publications and with the separate political and social action of its founding 

members [amongst them were the politician and literary author Ion Dragoumis and 

the literary author Nikos Kazantzakis (see Politis 1993: 255, 271)].

However, the 1920 electoral defeat of the liberals, who were led by Venizelos, 

brought new disappointment about the possibility of integrating some of their efforts 

within educational policies. Venizelos’s reforms had been pro-demoticist. After
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Delmouzos’s unsuccessful efforts in Marasleio,71 disappointment dictated that the 

change would not come from the schools, since there was an ‘unrepentant, reactionary 

class’ that was in effect ruling Greek society and politics, and therefore educational 

life (see Papanoutsos 1984: 94-95).

In the 1927 Assembly, long and turbulent discussions concerning the direction that 

ought to be taken dissolved the Association: Glinos and his supporters argued it ought 

to take a class initiative and support the communist left, Delmouzos and 

Triantaphyllides argued it should remain politically neutral (see Papanoutsos 1984: 

97-104).

4.6.9 A debate between two ruling classes

There is a sense in which the Language Question was to a great extent a debate 

between two ‘ruling classes’ rather than between a ruling class and a working class 

(the peasant class in the Greek case). The first ruling class comprised scholars with 

power-related positions, linked with the Church or the State, with conservative views 

on language. The second comprised of scholars who saw the demotic as a chance for a 

national identity to be formed and sustained, and who were influenced by the 

Enlightenment and educational ideals of Western Europe.

Thus, in political terms this was a struggle for the re-distribution of power in society, 

even if and when it was done at an unconscious level. Social developments required 

that the old ruling class would be replaced with a new class who were earning money 

and social position with their work rather than with their inherited property, rented or 

cultivated, or through their alliance with the Church (see also Ehrenreich 1990 on the 

new categorisation of classes, and the emergence of what she calls the professional 

middle class).

At this time, it happened that the interests, cultural and social, of that second ruling 

class coincided with those of the peasants. As Gramsci showed, the ruling class of a 

certain time in history is usually formed by alliances of class strata (Hall 1996f: 35).

A British equivalent is the working class intellectuals who challenged the social 

privileges of the ruling class. People like Williams and Steedman had multiple

71 A school for the further education o f school teachers which was run by the state, where Delmouzos’s 
efforts to establish the demotic also met with intense reactions against him, in 1923-25 (see before, 
p.133).
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positions: they had come from the working classes to end up in the middle class, and 

thus they were interested in working class rights. They climbed ‘the ladder’ (Williams 

1993: 331-333) but that was not enough to inspire them to a complete affiliation with 

the ladder’s destination, the middle class. Something that strengthens this argument is 

Williams’s testimony (in Orwell, 1971b) about the feelings of Orwell towards his own 

membership of the ruling class of the time: the feelings of being used by that class 

rather than being given privileges by it.

4.6.10 Manolis Triantaphyllides

A figure that formed a political ‘alliance’ for which he was repeatedly and severely 

criticised was another linguist, Manolis Triantaphyllides. Acting on a genuine 

intention to move beyond political expediencies, Triantaphyllides is perhaps the most 

important figure for demoticism in the twentieth century. He put considerable effort 

into trying to remain politically neutral, in order to promote the solution of the 

cultural and pedagogical problems Greece was encountering that were directly linked 

to language. A linguist, he was one of the founders of the Educational Association and 

a proponent of a moderate pro-demotic solution to the Language Question. His 

demoticism promoted a linguistic reconciliation between the intransigent ideas of 

Psycharis and the written forms the demotic had taken, integrating katharevousa 

types. He suggested that the katharevousa had influenced the speaking and reading 

practice of modem Greeks in ways that could not -  and need not -  be reversed. His 

views took the linguistic reality of Greece into consideration [the Psycharis manifesto 

was written in Paris, away from that reality (Papanoutsos 1984: 74, Dimaras 1999a: 

264, Moros 1999a: 310)]. A significant part of Triantaphyllides’s scientific 

contribution and work is that he studied not only the linguistic but also the social 

effects and parameters of the demotic use (Moros 1999a: 310).

In 1925 he was given a position in the newly created University of Thessaloniki, and 

took the opportunity to conduct his classes in the demotic. Only two more of the 

University staff did the same, while the rest taught in the katharevousa (Papanoutsos 

1984: 106-112).

The most significant turn in his career and in the history of the Language Question 

happened a few years later. In 1931, at a time of the liberal (centre-left) government 

of Venizelos, the Minister of Education George Papandreou asked him to chair the
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committee that would write the Modern Greek Grammar (Moros 1999a: 310). The 

minister’s letter asking for Triantaphyllides’s services is dated 6 June 1931. But in 

1932 Venizelos’s government lost the elections and the political turmoil that followed 

resulted in the establishment of a government of Tsaldaris (the leader of the populist 

party) formed as late as 1933. The King was restored to the throne and Venizelos fled 

to France until his death in 1936 (a death before which two unsuccessful coups d’ etat 

by the army took place, and an attempt on Venizelos’s life as well as retributions by 

the Tsaldaris government) (see Pavlowitch 1999: 290-291).

Such political turmoil suspended Triantaphyllides’s work on the Grammar. The 

evenly divided electoral opinion of 1932 and the appointment by the King of General 

Metaxas as Prime Minister when the caretaker minister died in 1936, resulted in a 

dictatorship. On 4 August 1936 he had the King’s authorisation to suspend key 

articles of the constitution, because of a threatened 24-hour strike called by the 

communists. Metaxas claimed the measures were temporary -  still, they marked the 

dissolution of parliament for ten years (Clogg 1981b: 27-28). He took over foreign 

affairs, the armed forces, and, finally and importantly, education (Pavlowitch 1999: 

292).

It was this military government that, in 1937, asked Triantaphyllides again to chair the 

committee that would compile the Grammar (Moros 1999a: 311). Triantaphyllides 

did not accept the ‘honour’ of being appointed to the University of Athens that the 

dictator offered him, but he resumed work on the Grammar, which he considered of 

national importance (Tsopanakis 1979: 23), even though in effect it meant that he 

gave up a linguistic/academic career that would most likely give him an international 

reputation (Tsopanakis 1979: 22).

The dictatorship of Metaxas lasted four years, (1936-1940) and thankfully its populist 

ideology (Pavlowitch 1999: 292) was well served by a political stance in favour of the 

demotic language. (The use of the demotic language type by the Metaxas dictatorship 

is indicative of the different available political uses of education, language and 

Literature; the following, 1967 dictatorship of the colonels chose katharevousa as 

being representative of its ‘values’, looking to the ‘glorious past’ of ancient Greece). 

The Grammar was published in 1941; in 1946 Triantaphyllides published his own 

shorter version, the Small Modern Greek Grammar, which would finally be used in 

schools in 1976, having the appropriate length, since the first edition was too big to be 

distributed and taught in schools (Moros 1999a: 311).
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4.7 World War and Civil War

World War II had started for Greece on 28 October 1940, with an ultimatum and an 

attack from Albania, launched by Benito Mussolini. General Metaxas, the Prime 

Minister/dictator, ‘made himself popular overnight in his own country’, by answering 

‘No’ to Mussolini’s demand for Greece to be peacefully annexed to Italy (Smith 

1988:21).

But it ended for Greece with an even more devastating war: officially, the civil war 

was supposed to prevent the take-over of the country by communists (Smith 1988: 

18), which had happened in all the rest of the Balkan countries. Unfortunately it also 

became an outlet for personal and political rivalries that would continue to exist in the 

public life of the country for much longer. The civil war ended in 1949, but the 

dictatorship of the colonels that took power in 1967 for seven years, capitalised on 

those rivalries and nurtured the ideological remains of the civil war (Tsoucalas 1981: 

319).

4.8 The George Papandreou educational reform of 1964 and its fate

The minister of education who in 1936 had asked Triantaphyllides to lead the 

scientific committee that would compile the Grammar o f Modern Greek was George 

Papandreou. By the 1960s he was the leader of ‘Centre Union’, a new political party 

orientated to the centre-left. Standing in-between conservative forces that served the 

King on the one hand, and communist intensities on the other, the election of 

Papandreou as Prime Minister expressed the people’s wish for an alternative to both 

those extremes -  communists and conservatives were at the time viewed, with good 

historical reason, as extreme ends (see also Castoriadis 1997b: 1). The Greek civil war 

of 1944-1949 that preceded that election had devastating effects in that institutions 

continued to harbour the ideologies of that war long after it had officially ended. The 

conservatives had won, but political polarisation was perpetuated, institutionally, in 

spite of democratic appearances (see Tsoucalas 1981: 319).

In 1964, George Papandreou, as the newly elected Prime Minister who had appointed 

himself Minister of Education as well, introduced to Parliament three basic
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educational Bills. Free education at all educational levels was established, as any kind 

of fees, taxes or book buying, which the majority of post-war(s) Greeks could not 

afford, were abolished. The demotic was established as of equal value to the 

katharevousa in secondary and higher education, whereas in primary education it 

became the only language taught. Furthermore, compulsory education was extended 

from 6 to 9 years, and was to be adjusted gradually (Evaggelopoulos 1998b: 88-89). 

The state funds for education rose to 15% of the budget, from a mere 7%.

This most significant reform did not, however, get the chance to unravel itself. In a 

climate where conservative religious and political groups were protesting to achieve 

the withdrawal of the books which signified the reform in schools, came the political 

crisis of 1965, culminating in the resignation of George Papandreou and the 

dictatorship of 1967 (Evaggelopoulos 1998b: 91-92).

On 21 April 1967 a military man, Colonel Papadopoulos, organised and carried out, 

under his leadership, a coup d’ etat, and thus established the so-called dictatorship of 

the colonels (Clogg 1981b: 32-33; Zafeiropoulos n.d.: 1004-1007, 1010). The king 

accepted appointment as head of cabinet under the colonels’ dictatorship on 30 April 

1967 (Zafeiropoulos n.d.: 1028; see also Clogg 1979: 188). He expected to have an 

influence on the new regime, but on the 10th of May the colonels announced their 

intention to establish a new constitution, which would not recognise any authority of 

the king. After that the king tried to organise a military coup himself, with army 

officers who were loyal to him, but this was loosely organised and almost a farce 

(Zafeiropoulos n.d.: 1037). After its failure, he left the country (Clogg 1979: 188- 

189).

The dictatorship kept the regulations about free education (not about language or the 

rest of the reforms) that Papandreou had established, as part of their populist politics. 

But it was still a very strict regime, and lack of freedom was felt throughout 

education. The Junta’s military reaction to students’ protests were responsible for the 

colonels’ eventual overthrow. In March 1973 students protested against the military 

government and occupied the Law Faculty of Athens University. Their attempt was 

brutally suppressed. In November 1973 a memorial service for George Papandreou 

provided another opportunity for protest, and the people clashed with the police. 

Some days later students occupied the Athens Polytechnic (the School of Architecture 

and Technological Sciences, not equivalent to the status British Polytechnics used to 

have) and university buildings in Salonika and Patras. The students entrenched
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themselves behind the great iron gates of the institution, and movingly announced on 

the radio, ‘our brothers, soldiers, you will not kill us’. The widespread popular 

support and the Junta killings around and inside the institution on 15 till 17 November 

with the use of military tanks, in spite of the territory being considered an asylum, 

eventually exposed the violent cruelty of the regime as never before.

As a response to the pan-Hellenic outcry against the killings, the colonels sought to 

mollify these by addressing the nationalistic feelings of the people with a military 

coup in Cyprus, trying to force the unification with metropolitan Greece. This coup of 

July 1974 provided the pretext for the Turkish invasion of the island in the same year 

(see Clogg 1981b: 33; 1979: 197; Zafeiropoulos n.d.: 1118, 1126-28). On 24 July the 

Junta was no longer in power in Greece.

Karamanlis, the right wing adversary of Papandreou in the 1960s was brought back 

from exile in the same year, and legalised the Greek communist party (after 27 years 

of it being illegal). He won the November elections and organised a referendum in 

December 1974, in which 69.2% of the people voted against the monarchy and in 

favour of a parliamentary democracy. The king, from exile, did not recognise the 

referendum (Zafeiropoulos n.d.: 1133-5, Clogg 1981b: 33).

Education, language and the media had an active role in all this (the radio broadcasts 

of the students, perhaps predictably in the demotic, secured a broad public support for 

the entrenched students). As Metaxas had done before him, Colonel Papadopoulos 

had made a point of assuming command of both the Ministry of Defence and the 

Ministry of Education (Clogg 1979: 189; 1987: 208). The regime cancelled all aspects 

of the 1964 educational reforms -  except one. The one maintained was free education, 

which was useful also in that it meant that the government provided the pupil’s books 

-  new and ‘improved’ ones. With the forced Law 129/1967, the katharevousa was 

once again the official language, limiting the demotic to only the first three years of 

compulsory education. Compulsory schooling was reduced to only six years, and 

educationalists of all levels were prosecuted for ‘not having the appropriate morals’ to 

serve under the dictatorship (Evaggelopoulos 1998b: 93).

With the end of the seven years’ regime the use of katharevousa became a symbol of 

the lack of political freedom and, as such, it was ostracised by all. The political, social 

and cultural climate the regime had established, the Junta’s ‘tenure of office’, 

ironically afforded an important service: the fall of the colonels meant that in
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Greece’s intellectual life whoever was in favour of katharevousa would now be seen 

as in favour of the Junta regime (Philippaki -  Warburton 1999: 322, Kopidakis 1999b: 

341), and thus would be reluctant to take such a stance. The official shift towards the 

demotic language was thus eased, and the reaction against it was minimal. This cost 

some linguistic forms within the katharevousa that could be useful [like the infinitive, 

(see Kopidakis 1999b: 341 about Castoriadis) but which after all this time are 

nowadays reclaimed], but the gains were immense.

It was finally acknowledged that Standard Modem Greek is a descendant of ancient 

Greek (the sole descendant according to Mackridge 1987: 2; see also ibid.: 8; 

Browning 1983: back cover), and ‘used unselfconsciously and for its own worth’, it is 

a language of its own, not the result of a conscious combination of two language types 

that goes on incessantly (for the debate that regards SMG with distrust see Browning 

1982: particularly 58). An independent language system (Browning 1982: 58) SMG is 

a language in its own right, taking from both katharevousa and the demotic 

(Mackridge 1987: particularly 14).

4.9 A new educational reform in the wake of democracy: 1976 (Browning 1982: 

55; Mackridge 1987: 10-11; Horrocks 1997: 361-362)

With democracy reinstated after the political changeover of 1974, a new constitution 

was voted for in 1975, which in effect reinstated the educational reforms of 1964 and 

added to them: now the demotic language was established as the teaching and taught 

language at all school levels. It was also the language of the schoolbooks, which were 

given free of charge. The books for grammar and syntax of Modem Greek that had 

been written in the 1940s were now used, and new seminars for the education of 

teachers were organised (Evaggelopoulos 1998b: 94-97; see also Clogg 1979: 222). 

Early on, an anthology of Greek literary texts was published as a schoolbook. The 

right wing government (the right wing Minister of Education, G. Rallis) supervised it, 

yet in accordance with the legalisation of the Communist Party of Greece, ‘KKE’, and 

for the first time since 1947 (the last time they had participated in elections being as 

far back as 1936) (Clogg 1981b: 33; 1979: 204), there was a remarkable balance in 

the book, since writers of all political affiliations were selected by the editors. The 

overwhelming majority of the selected texts were in the demotic.
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In our June 1999 interview, Nikos Grigoriadis, one of the book’s editors, remembered 

that some officials informed the right wing minister of education, George Rallis, that 

those who were compiling the book were also using literary pieces by communists. 

His answer was ‘Just as long as they don’t make the book red...’ -  and he allowed all 

the selections of the committee. For the first time, literary reading was going to be 

integrally linked with the social and political life of the students, and it was going to 

be taught as such.

4.10 The losing of accents in Modern Greek: 1982

The last educational reform that affected the official language of the state, this time 

the demotic, was the 1982 reform. It involved the abolition of accents that had been 

inserted into the Greek language by scholars of the Hellenistic period. The accents 

represented an attempt to revive the musical pronunciation of the language from the 

era of capital writing (Ancient Greek) to their contemporary lower case writing. In 

1982, the centre-left PA.SO.K.72 government, elected the year before, voted in a Bill 

to expunge the accents (Evaggelopoulos 1998b: 99, Moros 1999c).

Monotoniko (the system of using only one accent and only in words with more than 

one syllable, where the stress is put) was an issue that was argued as an addition to 

demotic ‘demands’ -  although there were demoticists who were against it (Kopidakis 

1999b). It was a further step in simplifying the language, arguably too radical and 

hasty to prove its progressiveness. Unadorned, the written word was going through its 

last changes -  but many literary writers continued to write and publish using the 

accents.

The losing of these accents was supported by many demoticists as a further step 

towards simplification, also in light of similar developments in other European 

languages (see Kriaras 1998: 251, on simplifications of German). But perhaps its most 

significant support was the fact that it made the teaching of language easier. The 

demotic had an important status in terms of combating illiteracy in Greece 

(Panagiotakis 1999: 213).

72 The ‘Panhellenic Socialist Movement’.
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Illiteracy was still a major problem for Greece at the beginning of the twentieth 

century, and it was intensified by the insistence on using katharevousa in education. 

The extreme elevation of katharevousa, a language type that had not been fully 

understood by the mass of Greeks [‘more and more unintelligible to the mass of 

Greeks, and more and more imprecise’ (Browning 1982: 54)], at a significant social 

level was about forbidding access to reading to social groups whose access to 

education was already limited by economic factors. Idealising and mythologising the 

ancient-like katharevousa mystified the peasant reader into acceptance of her own 

lesser status as someone who could not understand what was said and written. 

Reading was denied. Williams’s description of the British case of ‘denial of 

readership’ is accurate in relation to Greece too:

On the one hand there is the fear that as the circle of readers extends, 
standards will decline, and literature be threatened by ‘blotterature’. 
Related to this, but involving other prejudices, has been an essentially 
political fear that, if the common man reads, both quality and order 
(sometimes one standing for the other) will be threatened (Williams 
1971a: 179).

In many ways, the vote for the Bill for the losing of accents indicated more a social 

need than a linguistic or a cultural need. The demotic had already been established, 

and in the form that included the accents it was accepted and proper, in a scientific, 

cultural and educational way. Abandoning the accents was legislated into place, and 

was not a development that occurred naturally in the language community. But as a 

political reaction, it was an indication of the extent to which the demotic had been 

suppressed in the past decades, and of the frustration that the lower classes’ lack of 

access to education had produced in society.73

4.11 Towards a theorisation of literary reading

To a certain extent, Greek twentieth century theorisation of literature and literary 

reading in a pedagogy and cultural studies context tried to follow British and western 

European problematics. But this practice was in many ways an effort to accommodate

73 See Kriaras 1998: 253 on how the linguistic turmoil Greece was put through meant that the accents 
could be seen as yet another complication.
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the problems of others into the Greek context, and therefore limiting. Although the 

problem of the outdated literary canon was prominent in Britain, many were not 

convinced it was a real one for Greece (in spite of the fact that it was posed, for 

example in Pashalidis 1999), at least not when it meant rejecting the canon which was 

compiled under the social and political circumstances that we saw above (see 

Spiropoulos 1991: particularly 42).

The theorisation of the reading of literature in Greece was approached in connection 

either with pedagogy or with literary criticism. The social implications of literary 

reading, as well as those of pedagogy and literary criticism in connection with literary 

reading were underplayed too, and the stress was all given to language as a result of 

diglossia.

In spite of the fact that figures like Williams, Balibar, Bernstein and Bennett were 

read and used (see for example Pashalidis 1999, Apostolidou 1999) the scope of the 

work they were used in was often limited to the analysis of classroom practice, not the 

teaching of Literature and its reading. Perhaps this was so because of the special 

circumstances of Greek, which is a country that did not go through an industrial 

revolution, and therefore did not go through a time of rigid, acute divisions between 

middle class and working class.74

Whatever the reason, this limiting condition is present -  and given this, it is arguably 

necessary to attempt an integration of these theorists’ work about the reading of 

literature in broader social terms. A broadly perceived Marxist literary theory has 

moved beyond the problem of the imposed canon, and beyond the confines of 

classroom reading towards a social view of literary reading. This social view touches 

on all practices related to reading literature, and incorporates concerns about 

institutions -  not merely concerns about how literature is taught. As Orwell (referred 

to in Williams 1989g: 69) would put it, there is a need for new institutions that would 

deal better with social inequalities: once we get rid of the ‘wrong members of the 

family’ who are in charge now, we could get rid of outdated institutions too.

74 No real working class was developed in Greece, but what acted as and was perceived as the masses, 
the people, was the peasant class, and perhaps also the class represented by shopkeepers of very little 
economic capacity.
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The case of Greece during the twentieth century is a good example of the connections 

between institutions and groups where power is concentrated. The institution of 

education showed its great weaknesses regarding its independence from political 

expediencies, and from other institutions like the church and the state.

Social pressure ensured that the cultural institution of literature could be manipulated 

by centres of social power, especially as it influenced the language choice of authors. 

But literature itself also managed to put pressure on outdated institutions, when it 

avoided their control. It was first in literature, and in reading literature, that the citizen 

could be convinced of her right to use her mother tongue, since the overwhelming 

majority of great literary works used the correct language type: understood and felt, 

‘lived’, in Williams’s terms, by all social classes. The solution to the social and 

political problem that the Language Question stood for was there from the beginning, 

in the literary works of great authors.

If we accept the theorisation of Balibar and Macherey (1978), the solution that 

literature provided was partly responsible for the delay in the official establishment of 

the demotic in education. For Balibar and Macherey, education and literature 

inherently contain class conflicts, yet literature offers an imaginary solution to 

ideological class conflicts; it is ‘realising in advance the fiction of a forthcoming 

conciliation’ (Balibar & Macherey 1978: 8) between conflicting positions that 

ideology failed to reconcile. Through the process of identification (ibid.: 9), the reader 

receives that reconciliation, so as to minimise her reaction to the social conflict itself.

So, if the way things are, literature can and must be used in secondary 
education both to fabricate and simultaneously dominate, isolate and 
repress the ‘basic’ language of the dominated classes, it is only on 
condition that that same basic language should be present in literature, 
as one of the terms of its constitutive contradiction -  disguised and 
masked, but also necessarily given away and exhibited in the fictive 
reconstructions (Balibar & Macherey 1978: 12).

The use of the demotic by the literary authors was a way to ‘give the demotic away’, a 

way of betrayal. There is, however, a contrary way to see this advancement of 

literature: to use Homi Bhabha’s (2000: 21) comment on the radical use of cinematic 

art, I would like to suggest that the use of literary art too ‘gives depth to the language 

of social criticism and extends the domain of ‘politics’ in a direction that will not be
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entirely dominated by the forces of economic or social control’. As opposed to a 

militant Marxist view, we thus see literature as a space for social criticism -  an 

institution where social criticism may be effectively channelled in order to find its 

way to other social institutions. In other words, the imaginary solution offered by 

literature can be a solution for the benefit of the lower class through performative 

reading and through the foundation of new institutions and the reform of old ones.

I would like to address education and literature as two institutions that are of value, 

exactly because they ‘fail’: they fail to instigate in the reader an identity that is pre

formed, ‘ready-made’ for them (Williams 1989f: 94). They fail to make the author 

and the reader use those ready-made words (ibid.) without hesitation.

The reason why Balibar and Macherey’s Marxist view of literature is useful, both for 

Greece and Britain, even though it doesn’t allow much space for the reader’s agency, 

is because it shows ‘the material function of literature’ (Balibar & Macherey 1978: 7, 

10):

Literature is not fiction, a fictive image of the real, because it cannot 
define itself simply as a figuration, an appearance of reality. By a 
complex process, literature is the production of a certain reality, not 
indeed (one cannot overemphasise this) an autonomous reality 
[Macherey had in the past suggested that it is autonomous but not 
independent (Macherey 1980/1966: 52)], but a material reality, and 
of a certain social effect (Balibar & Macherey 1978: 10, emphasis 
added).

As for their suggestion that literature offers an imaginary solution to social conflict, I 

would like to suggest that literature can also lead to a solution of the conflict that 

would not perpetuate the problem, and/or a solution that would maintain the conflict, 

but contribute to some sort of power redistribution within it. It can end with the 

formation of institutions that would support the dominated class [as with, for instance, 

the institutionalisation of the teaching of the demotic language and literature in 

Greece -  including the influence of the katharevousa, therefore not eliminating the 

contribution of the ruling class, politically (see comprehensive education in the British 

case)]; it can even affect the hierarchy of power in society.

Balibar and Macherey’s view is that reading functions as though someone (literature) 

other than the reader, who (pretends to) ‘speak up’ for the reader’s rights, for the 

solution to social problems, disempowers her. I would like to argue that this speaking
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up on our behalf is conversely, a proposal. This ‘representation’ of the reader 

envisages a solution to conflict. Yet the reader could accept or reject that solution, as 

it is not necessary that the opinion of the literary author about social reality will 

correspond with her own structures of feeling (Williams 1979: 138, 167, quoted in 

Probyn 1993: 21, 23). At the same time, reading can make the reader see and accept 

the value of the experience of others. It can be a third space where the structures of 

feeling of the reader and those of the author converse and are negotiated, one in the 

light of the other -  even more accurately, a third space where the structures conveyed 

in the text and those of the reader converse, as the text has a life of its own, it is ‘a 

reality complete in itself (Macherey 1980: 53, see also 52) and may escape the 

intentions of the author. Williams addressed the issue of the ‘structures and processes’ 

that exist within literature, as being a transformation of real social life and beliefs, in 

that they are differently and imaginatively organised in the literary text, but also as 

being an actualisation and an experience:

Indeed, that constituted, for me, the specific literary phenomenon: the 
dramatisation of a process, the making of a fiction, in which the 
constituting elements, of real social life and beliefs, were 
simultaneously actualised and in an important way differently 
experienced, the difference residing in the imaginative act, the 
imaginative method, in the specific and genuinely unprecedented 
imaginative organisation (Williams 1980e: 24-25, emphasis added).

Williams’s view of these imaginary structures of the literary work went even further:

And what seems to me especially important in these changing structures 
of feeling [that are depicted in literature] is that they often precede 
those more recognisable changes of formal idea and belief which make 
up the ordinary history of consciousness, and that while they 
correspond very closely to a real social history, of men living in actual 
and changing social relations, they again often precede the more 
recognisable changes of formal institution and relationship, which are 
the more accessible, indeed the more normal, history (Williams 1980e:
25, emphasis added).

So Balibar and Macherey contended that the imaginary structures in literature take 

away the power of the reader to respond (for instance) to social injustice in what is 

conceived as ‘real life’, that they ‘take off the steam’ so to speak, of her reaction; they 

contended that literary structures imagine a solution to the social problem, preventing
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a real solution. Yet if we also consider Williams’s notion of literature (1980e: 25), we 

see that the solution enacted in the literary text does not negate a historical 

development that solves the problem, it only precedes it. The literary text does not 

prevent the solution from happening, but rather it offers an early feeling of it, a 

suspicion and a ‘certainty’ that it will come.

The relationship that this thesis can see between the point of view of Balibar and 

Macherey and that of Williams is also present in the work of bell hooks:

Often in radical circles, the imaginative mind is perceived as 
threatening, as though it will obstruct and disrupt progressive action. 
Certainly it is useful in a culture of domination to project the sense that 
the imagination is primarily useful as a means to produce fantasy. (...)
[On the contrary], for the colonised mind to think of the imagination as 
the instrument that does not estrange us from reality, but returns us to 
the real more fully, in ways that help us to confront and cope, is a 
liberatory gesture (hooks 1991: 55).

In the same essay, hooks quoted Garcia Marquez contending that ‘imagination is just 

an instrument for producing reality’ (ibid.: 55). Agreeing with Williams, hooks 

suggested that

Without reducing artistic practice to mere propagandists function, in a 
manner that censors and represses the imagination, revolutionary 
critical fictions prophetically construct and name the transformed future 
(hooks 1991: 60).

So according to this view the literary text not only precedes, but can in some ways 

also cause historical change.

The argument against Balibar and Macherey’s view of literary reading as something 

disempowering can also take another route. If, as it was said above (p. 152), a literary 

work is ‘a reality complete in itself (Macherey 1980: 53, see also 52), or if the reader 

at any rate

... is guided by instinct to create for himself, out of whatever odds and 
ends he can come by, some kind of whole -  a portrait of a man, a 
sketch of an age, a theory of the art of writing (Woolf 1984: 1, emphasis 
added),
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then this whole, this complete picture of a reality, could enable us to see issues we 

hadn’t considered before, before we read them. Drawing a fuller picture of the 

situation can cure one of her emotional response to inequality and discrimination 

(hooks 1991: 54), which could cloud her judgement and make her critical ability less 

incisive, and even paralyse it (ibid.).

A good example of emotion used to cloud the view of a situation in the socio- 

historical context of Greece is the persecution of Delmouzos for teaching using the 

demotic; his repeated persecutors appealed to the emotional connotations that 

accusations like ‘anarchist’ or ‘mason’ carried for the Greeks (see this thesis, p. 133), 

namely fear.

Bell hooks also drew a way in which reading can balance emotion:

Poetry and novels brought me close to myself, helped me to overcome 
the estrangement that domination breeds between psyche and self. 
Reading, I could vicariously experience, dare to know and feel, without 
threat of repression, retaliation, silencing. (...) I chose to be a writer in 
my girlhood because books rescued me. They were the places where I 
could bring the broken bits and pieces of myself and put them together 
again, the places where I could dream about alternative realities, 
possible futures (hooks 1991: 54-55, emphasis added).

This ‘shelter’ of rescue that the space of reading provides has the power to feed a later 

reaction, of the mature reader, a reaction which will be informed and calculated to 

avoid danger and effect better and more lasting results against it: the emancipated and 

creative reaction of the performing reader. Hall referred to a similar function, when 

he talked about the necessary delay through theory (Hall 1992: 283). Seeing 

theoretical work as a political practice in its own right (ibid.: 281), Hall’s work 

opened the way to seeing reading as a space where any possible reaction to reality can 

be assessed avoiding peaks of paralysing emotion, and negotiated, so that it will be 

nourished appropriately in order to produce better and more lasting effects. Reading 

literature is such a third space of negotiation (see also pp.63ff of this thesis, and 

particularly pages 67 and 146-147 in this introduction).
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CHAPTER 5

Constructing  th e  perfo rm in g  r e a d e r :
Gr e e k  official  educational p o lic y  docum ents

As Williams suggested in his essay ‘Base and Superstructure in Marxist Cultural 

Theory’, a work of art is not an object, but rather art is a practice, which means that its 

reception and effects are more complicated than mere consumption would be (1980d: 

47). Nowhere should this be more evident than in reading, which seems closer to the 

notion of a practice than seeing a painting or listening to a piece of music is. Yet all 

art is active:

The relationship between the making of a work of art and its reception 
is always active, and subject to conventions, which in themselves are 
forms of (changing) social organisation and relationship, and this is 
radically different from the production and consumption of an object. It 
is indeed an activity and a practice, and in its accessible forms, although 
it may in some arts have the character of the singular object, it is still 
only accessible through active perception and interpretation (Williams 
1980d: 47).

Bearing those characteristics in mind, in ‘the practice of analysis’ ‘we have to break 

from the common procedure of isolating the object and then discovering its 

components. On the contrary we have to discover the nature of a practice and then its 

conditions’ (ibid.).

When we find ourselves looking at a particular work, or group of works 
(...) we should find ourselves attending first to the reality of their 
practice and the conditions of the practice as it was then executed 
(Williams 1980d: 48).

So a good way to view the literary works that embodied the solution to the Language 

Question through their linguistic and artistic practice, is as practice themselves, and 

the rules that governed their reception as ‘forms of (changing) social organisation and 

relationship’. Such ‘forms of social organisation and relationship’, that directly 

concerned the reception of literary works, were the social processes that regulated 

decisions on educational policy and their publication.

Insistence on the superiority of the use of the ancient language type at the expense of 

the modem was expressed in policy as a response to ‘the unconscious presence of a
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received colonial syntax’ (Schwarz 1999: 206) in the Greek case, as in the case of 

colonial Britain. A past that was almost imperial in that it had a cultural influence that 

had exceeded Greece, the ancient past was represented as an ideal that lifted and 

consoled Greek society in spite of its being aware of its current shortcomings. 

Presenting that past as an ideal was common practice, and thus it could have a more 

significant effect on the people, as the ruling class of the time intended. Social 

segregation was presented as a matter of ethnic purity and the (nationally necessary) 

continuation of ancient cultural superiority (see Schwarz 1999: particularly 206, on 

politics of race representing itself as democratic politics). The ruling class of the 

church and the state capitalised on the desire for that continuation in the light of 

‘doubts’ of western science on the matter whether the Greeks were true descendants 

of the ancients.

5.1 The context of state publications in Greece

At the time when the Language Question was finally resolved for schools in 1976 and 

until recently the administrative and political part of the educational institution, the 

Ministry of Education was officially named ‘Ministry of National Paideia75 and 

Religions.76 The title is an indication of how the idea of the sovereign nation and the 

idea of religion (directed by a powerful Church) have been a conscious influence on 

the character and aims of education in the country. At the same time, the use of a 

word with a meaning as broad as paideia shows that the state is aware, at least at 

some level, of its regulating influence in all areas of society in matters of culture and 

learning, including, but also going beyond formal schooling.

Politics, history and cultural development are linked (see Ahmad 2000: for instance 

52-55; see also Macherey 1995: 4-5), and education in the broadest sense as well as in 

the narrow sense of schooling is a politically and socially affected area. In the case of

75 Greek word, pronouncedp e ’dia, written iTzai8eia\ Paideia has a broader meaning than education, but 
includes it; it connotes all the learning processes that a person goes through in her or his life, through 
education, entertainment, through social existence itself. (For a more detailed description o f the word, 
see the Greek word ‘paideia’ in glossary, p. 108, as well as its use by Castoriadis 1997a, mainly p. 281. 
He used the word untranslated).
76 Although on the official website of the Ministry (http://www.ypepth.gr accessed 8/7/2003) the 
English translation is ‘Ministry of National Education and Religious Affairs’, I feel that the translation 
used in this thesis is more accurate.
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Greece, twentieth century warfare and political unrest suspended democratic 

procedures and negatively affected developments in state education, on more than one 

occasion. The two World Wars that were fought on Greek territory (whereas there 

were no Italian or German troops on British soil during WWII, both occupied 

Greece), two military governments, the Greek civil war, and the period called the 

Balkan wars early in the century (1912-13) were decisive for Greece even in terms of 

acquiring and/or losing territory. Putting sovereignty itself under threat and 

destabilising the state, this historical and political turmoil suspended the creation of an 

educational plan and developing strategies.

Thus, in twentieth century Greece, official bodies that aimed to organise and support 

education were only formed during the intervals of relative political stability -  and 

their operation was deferred with the next political shift that happened at the expense 

of democracy. Indeed the first extended period of democracy combined with a strong 

parliament begun in 1974, the year the last Junta lost power.77

Corresponding to that reality, the Pedagogical Institute, advisory and executive 

instrument of the Ministry of National Paideia and Religions was founded in 1964, as 

part of the educational reform of the Prime Minister and Minister of Education, 

George Papandreou. In 196778 its operation was suspended and the institution was 

only re-established in 1985. In 1975,79 Education Minister George Rallis founded the 

Centre for Educational Studies to support the educational reform of 1975 (which 

introduced Modern Greek Grammar in school curricula) (see Ministry of Education 

and Religious Affairs 2000, and previously in this thesis, p. 148). The availability of 

the documents is analogous to the availability of institutions: if there is no institution 

to support their publication, no documents are researched or published. The 

Recommendations were published in 1976, the Directions also since then and 

supposedly yearly, but really beginning in the mid-1980s.

77 As a Greek I am concerned that this is a description that, although true, makes my country appear to 
be a ‘third world country’, a term that has thankfully been criticised. The structures of feeling of Greek 
citizens about their own country were that it was not a third world country, even when they had to 
emigrate in order to survive. Additionally, I would like to stress that political instability, together with 
other intense problems, also meant that the people had an acute political consciousness and were ready 
to fight for democracy.
78 1967 was the first year of the Dictatorship of the Colonels that lasted until 1974.
79 In the aftermath of the fall of the military regime.
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Thus, the British Reports on Education do not have a precise equivalent in 20th 

century Greece, since neither their supporting research nor their frequency are 

repeated. The Directions for Teaching is the only available publication that is 

periodic. It remains a valuable tool for educational research (see also Hunter 1991: 

67). Published every few years and re-issued yearly, the Directions are distributed to 

the teachers by the Ministry of Education. A separate booklet is devoted to each 

taught subject, and the one on literary education aims to address the methods and 

objectives that the educational system requires the teachers to follow.

Containing a section devoted to Directions, the 1976 Recommendations is a detailed 

record of an historical 1976 conference, organised in the aftermath of the 

establishment of the demotic as the official state and education language type. It was a 

seminal meeting of educators aiming to mark out the right ways to incorporate the 

language shift into society, and to incorporate the correct, educated use of the 

demotic. Literary teachers and all kinds of professionals (like journalists) enquired 

about the correct use of Modem Greek, and the articles and essays that the account of 

the conference includes referred to the social effects of the language change and 

attempted to make plans for the future.

Before 1976 state educational publications are scarce. (The Educational Association 

that was mentioned before, was not a state organisation, and therefore its publications 

cannot be seen as equivalent to the British Reports. Their relation to state educational 

policy was that they were acting against it).

In the course of the search for the Directions, I didn’t find anything of a periodical 

character published by the state before 1976, except school books that were 

distributed free of charge by the 1967-1974 Junta, in a private library. Such 

documents, if they exist, would also be in private collections. I think it is reasonable 

to argue that researching these would have to concentrate on them as archive material 

and would lead the thesis elsewhere, to a study that would be significant, but probably 

much more clearly political.

The present research concentrates instead on the 1976 Recommendations and on the 

Directions for teaching that seem to start being published in the mid-1980s.80 Even

80 Two of the Directions for teaching Literature found can cast some doubt on that assertion because 
they are not dated, but in content they are similar to the ones of the 1980s. That problematic practice of
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these official documents are less available than the British Reports on Education are: 

for example, it is doubtful that the Recommendations, which were found in a 

particular Athens library would exist anywhere else in Greece, whereas no other 

Athens library had them. The institution of public local libraries itself has only 

relatively recently developed in different regions in Greece (in the last ten or twenty 

years) and this expansion has not been supported by a system that would 

unproblematically ensure the libraries’ livelihood. Even if public libraries operated 

throughout Greece without problems, holding an educational archive would require a 

more adequate organisation than the one that exists.

In fact even in the capital city there is no Archive of the Directions, and only a few of 

the Directions published are available in specific libraries in Athens. Some of the 

issues of Directions that informed this thesis were found by chance in the hands of 

teachers who would spare them for me to photocopy, and from the Organisation for 

the Publication of Teaching Books (‘OEDB’), founded in 1964, again in private 

collections of teachers who happened to work there. Administrators and other officials 

often presented those found as representative of all the others that could not be traced, 

in a manner that questioned the need to search for more issues.

5.2 New Greek Language and Letters

The differences between the Greek Directions for Teaching and the British Reports on 

Education do not stop at the limited versus the wide availability; an important element 

that separates them is indicated by the different title of the Literature lesson in Greece. 

Hence we talk about ‘New (Modem) Greek Language and Letters’, and that means 

less stress on the concept of Literature than ‘English Literature’ suggests.

According to the Directions of 1983-84 (p. 25) the teaching of ‘New Greek Language 

and Letters’ should be taught in three branches: a) language, i.e. Grammar and 

Syntax, b) texts of Greek literature, and c) essay writing or composition 

(‘Expression/Presentation’), in which the student is asked to ‘critically develop’ an 

essay subject. The Greek curriculum devotes two hours a week to grammar and

not dating the publications has fortunately become rare in recent years, but Greek publishing has 
altogether followed a challenging historical course (see Tsokopoulos, Passia, & Chrysovergis 1998a).
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language teaching (including oral use and syntax), and two hours to the teaching of 

essay writing (called ‘Expression/Presentation’ of one’s thoughts). Two more hours 

are devoted to the teaching of reading literary texts from the anthologies provided. 

One anthology for each three year/class period is published and given free of charge. 

Although these are called Texts o f New Greek Literature, they also contain literary 

texts by authors of international renown in demotic translation. The teacher chooses 

the texts taught in the classroom from those available in the anthology book, and the 

understanding is that the rest are really meant to be read by the pupil at home, for her 

own pleasure and benefit -  the teachers encourage this practice but do not use the 

time in the classroom to examine the students about their reading of the texts that are 

not taught. It is instead understood that such reading would help the student in her 

own writing, meaning the writing of compositions, which is required, practiced and 

examined.

Many recent articles have concentrated on criticising the anthologies, echoing western 

educational concern about the literary canon (see for example Pashalidis 1999). Yet 

this demotic Literature canon was formed as late as the 1970s and included authors 

who were at the time groundbreaking, not only in that they wrote in the demotic when 

the status language type was another, but also in political terms. In twentieth century 

Greece, political divisions overshadowed social divisions, and that tolerance meant a 

broad inclusion rather than an exclusive canon (see also Spiropoulos 1991: 42, on 

how such depreciating articles that follow the fashionable trends at the time that went 

against the canon were evidence of ‘starting history with ourselves and ignoring with 

contempt all else that was done’ in the case of Greece and the Greek ‘canon’ that such 

people had tried to teach).

It is not of less significance that these anthologies were given free of charge to 

children who rarely had access to a public library, in a country where efforts to 

establish public libraries have not been followed through.
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5.3 The Directions9 content: concentration on the aims

In principle, the Directions treat educational policy choices differently from the 

British Reports. They also treat it differently from the above mentioned depreciating 

articles. They exist to confirm and work with the policies, not to assess them 

critically. By their title and character, they provide a context of explanation and 

justification of the decisions of policy, as well as ‘directions for use’ for some of 

them, especially those pertaining to classroom practice. They are meant to direct the 

use of what the teachers have at their disposal, not to suggest alternatives. Their 

inclusion of essays of highly acclaimed authors who take a position on literary 

teaching is meant to underline those ‘directions for use’. The essays often do not 

include references, asserting the authority of the author as self-evident.

Still, the Directions do function in a similar way to the Reports in that they too 

present the generally accepted aims of the course on reading Literature. Those 

objectives demonstrate how policy views the literary reader, both the reader/teacher 

and the reader/pupil.

And it seems that these policy views are not straightforward and simple, nor can they 

be easily deduced from the taught material. The Greek Directions, as with the British 

Reports, devote a lot of space to the aims of teaching literary reading, and include 

essays of well-known literary critics on the subject. In the early Directions of the 

1980s, these essays (which date from the 1960s and 1970s) treat the subject of reading 

as disconnected from its teaching,81 whereas the essays treat reading more and more in 

connection with analytical teaching in the Directions of the 1990s.82 These choices of 

the authors of the Directions indicate the shifts in pedagogical theory internationally.

5.4 When measuring equals control: measuring that which cannot be measured

As Frank Smith (1988: for example 112, 115-116) suggested, educational thought and 

policy was deeply (and wrongly) affected by experimental psychology. There is a 

sense in which it is understood that reading cannot be measured, assessed and/or

81 See for example the theoretical essay of Papanoutsos (1998), dealing with the moral virtues of a 
reader, in the 1998-1999 Directions (also appearing in the Directions of 1984-85).
82 See for example the analytical essay of Balaskas (1998, first published 1994), dealing with the 
structure of the lesson o f literary reading in the 1998-1999 Directions (pp.321-323) (also appearing in 
the Directions of 1999-2000).
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controlled, but nevertheless a method to measure and control it was employed [Smith 

(Frank) 1988: 112], created out of components that are foreign to it. The branches of 

psychology that deal with behaviour, like those that deal with emotion, were not taken 

into account (ibid.: 115-116), because they could not be measured in a laboratory. 

Thus, stating the aims of the lesson in social terms is linked with perceptions about 

the social (and emancipating?) effects of reading on the reader/pupil. This insistence 

on the social could indicate political concerns regarding the ways that reading’s 

effects on the reader could be controlled.

5.5 Preoccupation with language 
Language-centred Literature teaching 
Emotional language

The aims of teaching Greek literary reading were necessarily linked with the demotic 

language type because of the broad influence of the Language Question in the 

twentieth century. Literature, as much as social and educational thought about literary 

reading and writing, was dominated by the debate over which language should be 

used and what implications that use would have.

After the issue was finally resolved, it became undeniable that literary reading and the 

demotic were integrally linked, which had cultural, social and even political 

implications: literary works written in the vivid and developing demotic were 

acknowledged as a valuable cultural asset, the social status of the demotic was 

verified, and owing greatly to the recent ‘wrong’ political affiliation of katharevousa, 

the demotic language was aligned with democracy. It became clear that unless the 

demotic language was established as legitimate, the country’s cultural development 

would be severely hindered. Great literary works had been produced using the 

demotic -  therefore to continue to underestimate the language would be equal to 

cancelling out a literary production that was extremely significant and responsible for 

literary works that were putting the Greek language and the Greek authors on the 

international map.

The 1976 conference that discussed the educational decisions that needed to be made, 

together with the change in the official language from katharevousa to the demotic, as
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well as the 1976 Directions, stressed the importance of the final shift in favour of the 

demotic and the process that led to this, using emotional vocabulary:

And those fine men changed the course of their own personal spiritual 
life. They leant down and listened to the language of their people; they 
studied the literature in which the sorrows and the joys and the hopes of 
the nation had inscribed themselves; they taught the linguistic truth that 
they had believed in and they brought others to believe their own ideal.
In this difficult spiritual path, the fighters for educational demoticism, 
isolated in the beginning and later structured in groups, on many 
occasions saw their work being destroyed, and they were themselves 
libelled and prosecuted. But their granite faith in truth was giving 
them new wings. They would start their work from the beginning, 
provoking the admiration of the youngsters that came to be fighters for 
this language themselves (Phoris 1976: 310, emphasis added).

Ladies and Gentlemen, dear colleagues, the new school year begins 
with a revolution, a real revolution. The Ministry of Education, after 
the historic government decisions of January, decided with wise 
planning and prudence to inaugurate this year the linguistic and 
educational reform from the first year of the gymnasium (highschool).
Please allow an old educationalist who has been teaching in the 
gymnasium for a long time, and who also now follows from afar the life 
of the teacher, to be a “prophet”: seamlessly, on its own, the linguistic 
reform will spread to the other school years too, the State will need 
more funds to re-issue the Grammar, and things will go beyond what 
was planned. Foretellings are always dangerous, but the signs show 
this. Especially when the telephone rings all the time, and the ministry 
is phoned not by pupils, but by people of any profession: “ -  When is 
the new Grammar being published?”. When journalists, in their great 
majority, received the Grammar with love and understanding, and 
asked for it to be published beyond schools too, “so that we will learn 
the rules of our language too, and so that we write it correctly”. When 
there is such thirst, it cannot be that only one school year will quench 
that thirst. From the walls of the halls of teaching -  so to speak -  the 
other young Greeks will “steal” the new knowledge (Phoris 1976:
302, emphasis added).

This [the teaching of New Greek] is a handsome, fine deed, a deed 
which is sacred, which is national (Phoris 1976: 302, emphasis added).

War and religion weighed heavily on the historical imagination of the people because 

both severely marked the Greek twentieth century. The interchange between the 

political, the social and the cultural is also obvious in that language and educational 

issues were addressed using the same vocabulary as was used in wars: demoticists 

were fighters, not proponents, and their side of the Language dispute was idealised in 

an almost religious manner while the opposition withered, as it would in conditions of
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war. Demoticism was experienced as a fight for freedom, even as a revolution as one 

of the following quotes contends. Sensationalist language underlined the passion 

involved in the ‘fight’ (see also Setatos 1976: 298).

At the time when, from the prime minister of the country to the newly 
appointed colleague educationalist, we all draw the beginnings to a new 
page in our cultural history, I want to write on the respected groups of 
the fighters for educational demoticism (Phoris 1976: 301, emphasis 
added).

War vocabulary was also evident in the nationalistic references to our children, 

humanistic ideals and the ‘sorrows and joys of the nation’.

5.6 National identity: language before Literature

Whereas in the British context it was Literature that carried the weight of national 

identity (see Drakakis 2002b: 3 on Shakespeare being the ‘Cultural Hero’), in the 

Greek context it was language that traditionally expressed the national self and 

continuity, ever since the use of the archaic and then the katharevousa. Language 

(grammar and syntax) and Literature became two parts of the same course, and essay 

writing, the active use of the new language, a third branch also connected with the 

previous two.

Ironically, the insistence on the use of the ancient language type was the one that cast 

doubts on the claims that the Greeks’ ancestors were the ancient Greeks. Once it was 

scientifically addressed that the demotic Greek was in fact the continuation of the 

ancient language, the course of ‘New Greek Language and Letters’ also, verified the 

historical continuity and unity of the Greek language and its ties with ancient Greek. 

Those ties of language also made the very significant political point of the historical 

continuity of the Greek people, countering western scientific doubts about the 

‘Greekness’ of the Greeks (see also pp. 146-147 of this thesis).

The main purpose of teaching the history of the Greek language is to 
present the characteristic phases in the evolution of our language in a 
vivid manner, so as to show through the narrative its uninterrupted 
continuity and unity (Ministry of National Paideia and Religions 
1983-84:29).
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As a result of teaching it, [literature] the pupil comes into the modem 
Greek world and civilisation the way it was gradually formed since the 
last Byzantine centuries and it was developed today, keeping its ties 
with the ancient Greek tradition. Yet this civilisation is new, bom 
from the new historical conditions and adjusted to the new 
circumstances (Ministry of National Paideia and Religions n.d.: 37, 
emphasis added).
The general aim for the teaching of the Greek Language and Letters is 
to introduce the pupils to the Greek world and civilisation, in the way 
that this -  keeping its connections with the ancient Greek tradition -  
was formed and developed gradually since the last Byzantine centuries 
until today, and the way it is expressed in the texts (Greek Ministry of 
Education 1994-95: 80, emphasis added).

The effort was, however, to make the school language as simple as possible, as 

opposed to the complexity that reigned during the use of the ancient language type. A 

uniformity that would exclude idiomatic types, would make the grammatical 

generalisations easier, and the grammar more generally accessible, even though it 

would compromise access in local areas where the excluded dialects were the norm.

The basis and object of syntax teaching is through the common New 
Greek language the way it is spoken today in the big urban centres, and 
not the idiomatic language of the folk narratives, or the people’s 
‘language of the market’ and the like. That obliges us to select the texts 
or the examples that we will use from the space of the common New 
Greek language with extra care, (...) that is, without extremities 
(without idiomatic or archaic uses) (Ministry of National Paideia and 
Religions 1983-84: 28).

5.7 The nation

Within [the course on Literature and language] we find ourselves, 
our land, our values, our ideals (Ministry of National Paideia and 
Religions n.d.: 37, emphasis added).

Pride in one’s nation and one’s religion (or rather one’s church) was something that 

was used by all the political powers, but the absolutist regimes were more inclined to 

deify those issues. The 1967-1974 dictatorship of the colonels had used ‘church and 

nation ’ as legitimising concepts, and it based its ideological structure on an image of 

the regime defending the sacred trio of ‘Homeland -  Religion -  Family’. Used
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extensively in the past centuries, the notions of ‘church and nation’ would now have 

to be transformed to fit a more democratic vision of society and education:

On 26/4/1975, during the discussion of article 16 of the Constitution in 
the Parliament, the young MP Mr Protopapadakis phrased his 
accusations against the State thus:

“What we are afraid to introduce in schools is the anti-autocratic 
education. Our education, the way it is exercised, is strongly autocratic.
We are showing to the child what it should like and how it should think.
And the child ends up, when grown up, not to have its own will, 
because it has learned to feel in the way it was taught to feel rather than 
how itself wishes. Many people think that this method is good. 
Because it stands for good Christians and good citizens. Indeed it 
teaches children to lower their head, to obey, to go to church and such 
things. But these are neither good Christians nor good citizens, nor free 
people. The aim of education ought to be to provide for the child the 
freedom of its emotional world... The small child is free, grown ups 
are not. School instruction should afford pupils the freedom to express 
their emotional world however they want. We are afraid of this 
freedom and we don’t want to leave it to the children, just in case, as 
they grow up, they do not respect the nation and the church... I 
assure you that, if we let our children free to feel what they want and to 
be able to express it, we will have good citizens and all that a child 
requires to grow” (quoted in Tromvoukis 1976: 463, emphasis added).

5.8 Literary reading and essay writing as a political act

Not only because of the abnormal power of the church and the notion of the nation, 

but also because of the continuous political upheaval, twentieth century Greek social 

life involved a necessary stress on politics. That political meaning extended to 

education and language, since both were used in politics and in social hierarchy issues 

in the past. It followed that literature and its reading would also be seen in political 

terms.

In fact the reading of literature was seen as an aid to the purpose of writing more than 

that was the case in the British context. The Directions gave special attention to 

language, as they did to writing. Writing was seen as important because it was seen as 

an active intellectual response to the world, both social and political, and literature 

was not seen as independent from this. Besides, many communist writers’ work had 

made it into the school anthologies, testifying to the fact that the literary world, the
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authors and poets, had strongly opposed the absolutist regimes of the previous years. 

Even when the students would not become writers and poets, writing presented an 

opportunity to develop their critical ability, as an active step after the somewhat 

passive reading. Citizens needed to take matters in their own hands, and essay writing, 

the lesson entitled ‘Expression-Presentation’ (of one’s views regarding a general 

theme), was seen as a contribution to democracy and to social development. It was 

taught in a way that it would have no direct relevance to the literary texts read, and yet 

was seen as complementary to them.

[Our aim is to] stimulate the child to convey itself in a continuous 
democratic dialogue (free expression of opinion, grounding of 
opinions, respect for the view of the fellow speaker, tolerance of 
counter arguments) (Ministry of National Paideia and Religions 1976a:
486, emphasis added).
Greek education, the way it had been offered, could not keep alive in 
the minds of the children of the Greek people the Greek humanistic 
ideal; using a dry, soulless linguistic apparatus, foreign to the senses of 
the modem Greek person, it was not possible for the school to form 
citizens that would in various ways serve that humanistic ideal 
(Phoris 1976: 301, emphasis added).

I would like to notice here that we should think about approaching the 
lesson of literary criticism firstly with its relative lesson of essay 
writing, and then with the relative lesson that has the negative sounding 
title “Instruction of the Citizen”.83 We should think that these three 
in reality have the same objective (Plisis 1976: 406, emphasis added).

The fear of political extremities was justified in the aftermath of a dictatorship, 

especially since the whole of the twentieth century had become victim to similar 

political developments. The means that were proposed, in order to avoid a repetition 

of those political circumstances that allowed the absolutist regimes to take power, 

were connected with the reading of literature, and with the writing of essays. The 

lesson of New Greek Language and Letters attempted to teach the students about the 

Greek cultural heritage. It assumed the role that English assumed during World War I, 

a defender of national values, but was also meant to demonstrate any negative traits 

that could and did lead to political regression too many times in the past. For that 

purpose, it was not a nationalistic view of Greek civilisation that was attempted, but

83 This is the title of a course in which the child learns about the constitution and the rights and duties 
of Greek citizens.

168



one that included it in the international terrain, respecting other cultures as well as the 

Greek one. Thus, the aims of the lesson were seen to be ...

to make the pupils meet and understand the content, the particularities 
and the values of Modem Greek civilisation (without concealing its 
negative aspects) and so:

to make the pupils develop confidence in their creative strength and the 
vigour of the Greek people by experiencing their values;

to make the pupils conscious workers of progress;
to make the pupils attain self-knowledge and feel the empowering of 
modem Greek culture and so to come to their meeting with ancient 
Greek civilisation and with the civilisations of other countries with 
their own sufficient spiritual equipment (Ministry of National 
Paideia and Religions 1983-84: 25, emphasis added).

Seven years later, those same aims were repeated:

[The teaching aims to enable] the pupils [to acquire] self-knowledge 
and a feeling of the self-reliance of modem Greek civilisation and so for 
them to come to it with their own sufficient spiritual equipment to meet 
the ancient Greek civilisation and the civilisation of other peoples 
(Ministry of National Paideia and Religions 1990-91: 21).

The broad-minded attitude registered in the aims was in line with international 

educational thought in the later twentieth century, as well as being a result of the 

Greek political reconciliation that was accomplished internally. Nevertheless, Greek 

society in the nineteen eighties was still more nation-centred than multicultural, just 

as it had not yet started to see threats to its national language and literature coming 

from other nationalisms within its territory, since immigration was only then starting 

to produce problems.

With minimal change, the Directions of 1990-91 repeated issues mentioned in those 

of 1983-84:

The course of ‘New Greek Language and Letters’, with its two branches 
(Language teaching and composition and teaching of texts of New 
Greek Literature) aims to:

[enable the pupils to acquire] confidence in the creative power and the 
vividness of Modem Greek people, and by living according to the 
values this people created, for them to become conscious workers of 
progress (Ministry of National Paideia and Religions 1990-91: 21, 
emphasis added).
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5.9 Literary reading as a social act

The Recommendations and the Directions avoided the mistake of separating language 

from literature. This was due partly to the special historical conditions of Greece, and 

perhaps partly to the fact that they were published in the second half of the twentieth 

century, when international educational thought had reached such conclusions. 

Western educational thought in particular affected Greek thought on education, 

although the specific conditions of Greek society channelled Greeks towards different 

paths too. Thus, in the Greek context, literary reading was significantly theoretically 

and educationally linked with politics. Unlike Britain, social issues were brought to 

the forefront not primarily because of class conflict but motivated by political issues 

and by the need for democracy. The social entered the discussion about literary 

reading and its teaching via politics, and therefore the aims of literary reading that 

were socially determined had a political undertone and were linked with the idea of 

good citizenship:

d) to make them face social problems with an inquiring spirit and 
critical intention and to put them in a position where they are able 
to suggest responsible and specific solutions.

e) to cultivate a spirit of co-operation in them with group essays, so 
that they acquire social identity and consciousness (Greek 
Ministry of Education 1994-95: 80-81, emphasis added).

In the 1990s, aestheticism came after social importance in the reading of literature:

The specific aims of the teaching are the following:

With the teaching of the texts we aim:

1. To give the students a clear and full view of the beginnings, the 
development and the current position of Modem Greek Literature, so 
that:

a) they see its singularity, wealth, variety and dynamism;

b) they understand the special, particular character and values of the 
Greek civilisation and they realise its self-reliance;

c) they meet the character and ethos of our people and they establish 
their faith in its vigour and its creativity.
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2. To come in contact with the literary creativity of other developed 
nations and peoples, and to meet and appreciate their civilisations.

3. To think about the problems of today’s society and of the society 
of older times, especially Greek society, in the way it is presented in the 
literary texts

4. To develop their aesthetic appreciation, so that they are able to 
appreciate and enjoy beauty in literary works (Ministry of National 
Paideia and Religions 1990-91: 21, emphasis added).

It is necessary to extend the text in life, the literary life, but also in life 
in its more general sense (Plisis 1976: 406, emphasis added).

We don’t teach for school but for life (Fragos 1976: 352, emphasis 
added).

5.10 Reading

Besides the aims of the teaching process, the Directions also referred to the literary 

text itself. This was approached in relation to society and social life, and in connection 

with the experiences of the reader.

Also, the teaching of Literature has a directness of reference to life. 
Because language and the works of speech [of ‘logos’, which means 
also written works] express the natural, the social and historical 
world that composes our environment, our life itself. And for this 
reason we are directly interested in it and moved by it (Ministry of 
National Paideia and Religions n.d.: 37, emphasis added).

If there is a general method of approaching this lesson [Modem Greek 
Literature], it has to begin from the experience of the pupil and it aims 
to enrich and form it. (...) Understanding a text does not only mean to 
find its meaning and give meaning to it. The pupil has to feel and 
experience the mental disposition that is expressed in the text, and to be 
able to . conceive the whole atmosphere of the narrative (Plisis 1976:
405, emphasis added).

Perhaps rather in parallel, the 1970s in Britain marked a time when there was a 

change from an educational practice that alienated the working class, seeing it as 

lesser in learning ability, to a time of Rosen and Bernstein and Labov, when the 

working class was seen as productive and valuable in terms of literary creation, 

learning abilities and linguistic practice. There seems to be a similar shift in Greece, 

from a sterile criticism that was merely putting the texts into categories according to 

their form, i.e. their use of the ancient language type, to a criticism that dealt with the
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experience of the author and of the reader, as the popular language shortened the 

distance between the text and its understanding. As in the case of English, where the 

distance of literary teaching from language teaching had allowed bourgeois criticism 

to alienate reading from the reader’s relevant social experience, in the case of Greek, 

that was the effect because of the distance between the teaching of literary reading, 

and the teaching of the correct language, the demotic.

Greek Education suffers from an incurable, up until now, ‘literarism’.
That is, we have been identifying the lesson of Modem Greek with the 
analysis of mostly average in their quality literary texts, that 
happened to be included in the “Holy Bible” of the book Modem Greek 
Literary Texts.84 We limited the aims of the lesson to given frames, 
cutting it out from its natural environment that is life itself. 
Naturally, the consequence was that until now we chose texts that 
would stop at the point when the idyllic time ends, outside the 
contemporary atmosphere and thus having no connection with the 
experiences and the life of today’s child of 12 years (Plisis 1976: 404, 
emphasis added).

We should conceive of the literary text as a live organism, and should 
work on it as such, shedding light to its basic meanings and avoiding 
the method of the ‘anatomy of a corpse’ (Plisis 1976: 405, emphasis 
added).

But we have to be careful not to try to force an answer. If we approach 
the text with moulds that are ready-made, with an easy sagacity and 
intelligence, the literary text, like some seashells, will close spitefully 
and will not open to us. We need to approach it without force, with the 
sincere desire to understand it, and then the reward will come (Politis 
1976: 402, emphasis added).

Life and nature were presented as an idealised, alternative reality, as this was the 

domain of the popular language. Its natural character was for the first time celebrated 

rather than condemned.

Whereas in Britain working-class autobiography written by pupils was praised 

(Steedman 1999: 50-53), Rosen being one of the central figures that encouraged that 

practice in the 1950s and 1960s (ibid.; Bousted 2002), in Greece it was popular 

language rather than the life of the people that was celebrated. Working class (or, 

rather peasant class in the Greek case) language and experience was not exposed as a 

martyr of society as it had been in Britain, but as an heir and a guardian of a language

84 It refers to the older anthology, the one including literary works that were written in the 
katharevousa, taught in schools before the reform.
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heritage which was going to lead the advancement of the nation, and take it above and 

beyond any new dangers of political instability.

Assessing the educational era up until the 1970s, aesthetics and life are seen as 

interrelated:

Moved by an unexplained aestheticism, we jealously hold the literary 
text far from the other expressions of life, as though we were afraid 
that this excellent creation called the poem might be contaminated,
if it came in contact with “cheap” human creations. The products of this 
system are pupils that are atrophied in imagination and observation, 
weak in creativity, standardised before their time, making ‘literature’ 
without reason, lovers of empty words (Plisis 1976: 404-405, emphasis 
added).
We failed completely in making the children love books, even literary 
books, although for six years we have tried to initiate them into the 
beauty of literature (Plisis 1976: 405, emphasis added).

5.11 Ways of eliminating the social

There is, however, an effort to neutralise one type of connection between literary 

reading and society. As in the British case, the notion of art for art’s sake was 

distancing the work of art and its reading from the experience of the reader and the 

author, in the Greek case this distance is grounded in the sense of education for 

education’s sake. In the Directions, education is considered good, even when it 

doesn’t lead to financial or work-related benefits. This notion is perhaps a lower class 

reaction to difficulties in cashing in on one’s qualifications when, after a university 

education, lower class graduates have had very little or no social capital compared to 

people with different financial status (see Bourdieu 1997c), when trying to find an 

appropriate job, whether financially or creatively rewarding.

One way to hide that situation is to belittle effort, by contending that reading and 

understanding literature is not something that is related to effort, but merely an 

aesthetic appreciation, an educational practice that was also present in the British 

context. In this context, beauty is not seen as complementary to the social use of 

literary reading, but posed as its opponent. Aestheticism eliminates literary reading 

from another route, concentrating not on the reading act itself, but again on the aims 

of reading literature.
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Indirectly, effortlessly and in a complex way [the course of New Greek 
Language and Letters] offers historical, geographical, psychological, 
social and other knowledge, although it is not history, geography, 
psychology, sociology. And although it has such a broad spectrum of 
knowledge, its main aim is not to offer an opinion or develop skills, 
but to move the soul, to please the spirit, to refine the sentiment and 
the perceptions about life, to heighten the thought, to broaden the 
interests (Ministry of National Paideia and Religions n.d.: 37, emphasis 
added).

The notion of an ‘effortless’ literature reading, neutral in terms of opinion, is 

reminiscent of bourgeois literary criticism, where social relevance is completely 

veiled in favour of stressing aesthetic value. This conception of literature neutralised 

it socially and politically, denying the idea that it could be an Ideological State 

Apparatus. If the fact that it expresses an opinion and/or a worldview was considered, 

how could it not have an effect on the reader’s opinion?

It aims to make the pupils meet the richness and variety of Modern 
Greek Literature and to realise its general pedagogic value, so that 
their aesthetic sensitivity will be developed, to be in a position to 
appreciate and enjoy beauty in speech and in the written word85 
(Ministry of National Paideia and Religions 1983-84: 25-26, emphasis 
added).

5.12 Literary reading and the demands for democracy

Pleasure in reading literature is perceived as self-evident in the 1999 Directions 

(Ministry of National Paideia and Religions 1999: 157,158), where it is stated that the 

general character of education involves the dismissal of a utilitarian view of what is 

learnt. In the 1976 Recommendations, in the midst of changes, this is stated in 

stronger terms:

That our education is authoritarian, there is no doubt. In every section 
there is an authority, an autocracy, the absolute reign of the one. 
Dialogue and team work are rare. And the products of this education are 
well-known: candidates for the higher and highest educational 
foundations are young people who are looking for a position, hunters 
of opportunity (Tromvoukis 1976: 463, emphasis added).

85 Original: ‘in logos'. The Greek word ‘logos’ implies multiple meanings, the written word and the 
oral language, but also reason and logic.
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The democrats who replaced the military regime of 1967-1974 made severe criticism 

of authoritarian traits wherever those were found, including in education. At the same 

time educationalists admitted a collective responsibility for the social reality outside 

schools as much as for the sheltered school reality, as the following quotes show:

And he [the MP Mr Protopapadakis] asserts: “I insist that the sole 
reason for the existence of the State is to give to pupils the chance to 
grow freely according to the internal wishes and abilities of each. If this 
development leads to a society different to the one we have had until 
today, this must not frighten us. We should change society” 
(Tromvoukis 1976: 463, emphasis added).

The autocratic system, even if it ensures the discipline of the teachers 
and the taught, even if it renders results at the level of learning, it still 
cultivates a servile and hypocritical spirit. A spirit that may not only 
tolerate, but also make excuses for the imposition of a dictatorship. 
Still, not ensuring discipline leads to a dead end, if not to disintegration 
(Tromvoukis 1976: 464, emphasis added).

Today, when controversy has overrun all schools and the social ground 
is shaken by the problems that the economic and political developments 
have given birth to, the autocratic educational system is 
unacceptable and dangerous. And if we insist on maintaining it, 
education will be disorganised and its influence on youth minimised 
(Tromvoukis 1976: 464, emphasis added).

Participation allows teenagers to acquire experience that is solid and 
beneficial for their cognitive instruction and for their spiritual and 
ethical development and the development of their will power, so that 
they will develop critical thought. They will learn the way to wisely 
and courageously state their opinion, but also to tolerate the 
opposite opinion, and consider it before accepting or rejecting it. (...) 
In that way in school, with creative work, we have the acquisition of 
knowledge, the development of capabilities, the cultivation of free spirit 
and the armouring of democracy (Tromvoukis 1976: 466, emphasis 
added).

5.13 Historical imagination in connection with education

The stress on the need to make sure autocracy wouldn’t resurface had a political 

background, not a social one. It did not come as a reaction to social inequality, but 

was instead a consequence of past political turmoil. For that reason, resistance to 

democratic developments in schools was easily eliminated after the country managed 

to subdue its extreme political trends. There was no clear cut social struggle, because
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social conflict was masked by the more intense and decisive conflict for political 

power. Social resistance was an effect of that struggle for power, not a struggle that 

was developed in parallel to it, and that was because at a symbolic level, the social 

hierarchy was not strict. At the symbolic level, the social definition of the educated 

person in Greece surpassed class: she had a higher social status than someone who 

was socially respected for other reasons like birth or money, and she attracted social 

respect rather than social antagonism. (The abolition of fees at all levels of education 

in 1964 by the George Papandreou government allowed the education of the lower 

classes, and free education strengthened the feeling that education was something 

acquired with much effort, and depended on merit rather than social circumstances). 

Scholarship was honorary and honourable.

5.14 Greek Letters

Before the formation of the independent Greek state, Greek mentality was tainted by a 

collective feeling of superiority related to education: in the later years of the Ottoman 

Empire, when its power had declined and there was a need for competent diplomacy, 

the Porte employed educated Greeks in higher diplomatic circles (Hirschon 1989). 

They occupied diplomatic positions as translators and advisors for generations in the 

later centuries of the Ottoman rule (see also Evaggelides 1936a: XLlll-XLiv; 1936b: 

241), continuing an educational tradition cultivated since the Byzantine Empire 

(Evaggelides 1936a: XLIII), but their existence was really perceived as part of a 

tradition that went back to ancient Greece, since this was the past that was glorified in 

the West. That past bestowed Greek society with an attitude that saw education as an 

inherently Greek asset, based on a perception of ancient Greeks as the bearers of 

culture in the ‘highest’ sense of philosophy and education, a culture superior to other 

cultures (ibid.).

5.15 The judgement of reading extending to a judgement about the reader 
herself, referring to her person rather than her specific effort

In a historical course from ancient Greece to Byzantium, and to the later Ottoman 

Empire, Greek society perceived of education as something inherent to being Greek. 

All Greeks carried ‘effortlessly’ the knowledge of their ancestors, or at least were in
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their minds credited with it. That was another factor that had the effect of seeing 

education as a merit of the person, not a result of her means and access. This long

standing attitude encouraged the tendency to extend judgement that could be made 

about a person’s study to judgement about her person, a tendency that existed in the 

British context too.

At the microcosmic level of the school, extending the judgement of one’s effort to 

one’s person meant that when a pupil read ‘well’, having worked hard, she was also 

judged as ‘particularly gifted’. And accordingly, someone who did not read and 

interpret literature well was criticised as a lesser person. In that context, failure meant 

much more than failing at something, failing once. It meant failing many times, at 

many levels, generally, failing as a person (see also Smith 1981: 100, on how great an 

importance is given to reading failure, making the pupil wishing to be absent from the 

effort because of fear). This is a trait that the Greek Directions for Teaching have in 

common with the British Reports on Education: in the 1970s, they did not judge the 

reader’s act but the reader herself.

We live in a society that is essentially anti-spiritual. It follows that 
our pedagogic efforts would be fought against. The conditions and the 
means of work in our schools, at least in the cities, rate from average to 
bad. At the gymnasium level86 we accept almost all children that finish 
primary school.87 It is therefore understandable that in a class of 40 to 
50 children some will be very capable and others not particularly 
gifted (Plisis 1976: 404, emphasis added).

Similarly, we may go back to the politician quoted earlier:

And he [the MP Mr Protopapadakis] asserted: “I insist that the sole 
reason for the existence of the State is to give to pupils the chance to 
grow freely according to the internal wishes and abilities of each. If 
this development leads to a society different to the one we have had 
until today, this must not frighten us. We should change society” 
(Tromvoukis 1976: 463, emphasis added).

[Our aim is] to awaken the inherent capabilities and the experiences of 
the pupil, since he is asked not only to creatively assimilate the cultural

86 The intermediate level in the Greek school system, comprises three classes for children of the ages 
12-13 to 15.
87 The first level in the Greek school system is called ‘Demotic’ (to avoid confusion with the same term 
that is used for the people’s language, in the text it is called primary). It comprises six classes, for 
children of the ages 5 to 11-12.
Ages are approximate due to the loose regulations regarding school age: the child has to have 
completed the fifth year by a certain date, and if they haven’t by the time the school year starts, they 
are not accepted in school. So 5 year-olds and six year-olds may both start school at the same time.
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advances of his homeland, but also to react in a prolific way to any 
stimuli of the social reality outside it (Ministry of National Paideia and 
Religions 1976a: 486, emphasis added).

[The teaching of Literature] aims at pupils getting meaningful and full 
language instruction so that a) they understand the structure and 
function of modem Greek speech and writing,88 and they become 
capable of communicating and expressing themselves correctly and in a 
personal way, both orally and in writing (Ministry of National Paideia 
and Religions 1983-84: 26, emphasis added).

Progress in essay writing is directly linked with the wider intellectual 
constitution and mental cultivation of the pupil. Thus essay writing 
should be seen as preparation for all other courses as well. And the 
reverse, it must be understood that generally, all the subjects taught, 
since they contribute to the knowledge of the pupil, also help him write 
well (Ministry of National Paideia and Religions 1983-84: 33, emphasis 
added).

But the attitude that treated literary reading as something depending entirely on the

reader’s inherent capabilities was changed by the 1980s:

As for the written compositions [essay writing], the ability to put 
forward correctly and aesthetically, in writing, what one thinks, 
believes or wants, does not demand a writer’s charisma as a 
prerequisite; it is something that can be achieved by any pupil, with 
systematised effort and with the right guidance (Ministry of National 
Paideia and Religions 1983-84: 33, emphasis added).

By then structuralist studies had influenced Greek educational thought, and were 

added to the stress on language and grammar that had been necessary in the previous 

years because of the particular conditions of the Greek context. The essays included in 

the 1999 Directions stressed the need for understanding the literary text at all levels 

(Ministry of National Paideia and Religions 1999: 152; see also Balaskas 1999a: 161 

on how the pleasure of the text depends on adequate understanding).

Smith (1981: 105) suggested that we read in order to answer questions that are in our 

head, even unconsciously. For him, it is boredom and fear of failure that prevent 

learning (Smith 1981: 99-100). Boredom takes place when the pupil does not 

understand the lesson, when she ‘cannot make sense of what she is expected to learn’. 

The fear of failure, on the other hand, comes when the teacher reproaches a failed

88 As above, footnote 86.
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attempt to learn and that reproach takes the failure as not merely failing in an effort 

but failing as a person.

5.16 Historical imagination

The important factor in that exercise of judgement is that it is based on how much the 

student’s reading conforms to what is accepted as ‘right’ (Bennett 1990a: 184, also 

quoted in Apostolidou 1999: 339).

The notion of the historical imagination involves defying what is widely accepted as 

right, since it may oppose the general view of history, and offer an alternative opinion 

about what happened and what is.

Carolyn Steedman used the term historical imagination referring to a fantasy 

fabrication that children make up about their past as princes and princesses (1992b: 

44). I would like to transform it here and extend the term to mean the popular feeling 

of what history is: the popular feeling of what ‘actually happened’ and how, related to 

Williams’s structures of feeling, but involving the collective perception of past and 

contemporary reality. Since history and literature are intertwined (Balibar & 

Macherey 1978: 6; see also Kristeva 1980b: 132), historical imagination can be part 

of a theoretical structure that acknowledges literature as an historic and social 

existence, whose reading has an impact on society and history.

The anthology used for ages 12-15 in Greek schools includes a literary abstract that 

shows the difference between official historical reality and literary perceptions of it. 

The text describes an old man who had been in a battle some years ago, attending the 

celebrations for the anniversary of the battle in the village central square. He listens to 

the mayor describing how it was, to people giving formal speeches about it, and is 

present in all the official celebrations. He leaves late, disappointed, thinking, ‘It 

wasn’t like that’. On his way home, he sees an old man singing a popular song about 

that battle, as he sits on a doorstep. And he cries, moved, ‘that’s how it was!’ 

(Vlachoyiannis 2000).

Greek popular songs are a significant form of the Modem Greek literary heritage, and 

their literary value has been repeatedly confirmed (an indication of this is that they are 

included in the school anthologies). The above example shows how literary 

perception of historical reality is close to historical imagination (with the structures of
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feeling of the people, according to Williams 1980e: 25). However, whereas Williams 

suggested that the works of art precede ‘the more recognisable changes of formal 

institution and relationship’, with ‘history’ at the end (see also p. 153 of this thesis), I 

would like to take that notion of precedence further. I would like to suggest that the 

work of art precedes formal social change, but may also, at times, give a different 

account of history, which will not, in a given time frame, make it to the officially 

accepted history pages. This can have a clear-cut Marxist character if seen through a 

Lukacs perspective (as referred to in Bennett 1989b: 77-78, 80), who ‘related texts to 

history referring them forward to the imminent telos of their soon to be revealed 

objective historical meaning’; but an alternative view would have it that there may be 

a parallel history, one that unravels in parallel lines that do not meet, with the formal 

history, which doesn’t agree with the formal registration of what we call historical 

fact, nor is it going to.

I would like to suggest that historical imagination brings together the listener/reader, 

the ‘author’/reader89 of the song, and the singer/performer/reader, and thus it is both 

individual and collective, a kind of ‘collective subject’ (a notion of Goldmann, 

referred to in Williams 1980e: 28), ‘a way of seeing a group in and through individual 

differences’, but also of seeing individuals through their socialisation in groups. I 

think that bringing imagination and history together is appropriate for what I want to 

describe, because history is generally assumed to be an inherently objective field and 

imagination is perceived as a field inherently subjective. I am using ‘historical’ to 

refer to the contemporary and the past, and ‘imagination’ to refer both to the personal 

and the collective.

The literary text, open to the personal and the collective understanding, is a factor in 

the historical imagination. As has been indicated, in late twentieth century Greece, 

the reader of literature, which was mostly written in the demotic, had a glimpse of the 

most appropriate solution to the Language Question. Via literary reading, the 

historical imagination inscribed in the literary text verified that of the reader’s. The 

common ground between the historical imagination of the two, the text and the reader, 

outlined a collective feeling of the reality that had been and the reality that was at the 

time lived, and made the reader an emotive performing reader.

89 Macherey (1980: 48) suggested that the first reader of the work is its author.
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In the context of Williams’s notion of art as practice rather than an object (Williams 

1980d: 47), then the reader was a participant, involved in an ‘active perception and 

interpretation’ (ibid.) of the literary text. What that entails is that

the recognition of the relation of a collective mode and an individual 
project -  and these are the only categories that we can initially presume 
-  is a recognition of related practices. (...) As we discover the nature of 
a particular practice, and the nature of the relation between an 
individual project and a collective mode, we find that we are analysing, 
as two forms of the same process, both its active composition and its 
conditions of composition, and in either direction this is a complex of 
extending active relationships (Williams 1980d: 48, emphasis added).

‘As two forms of the same process’, through literary reading, the reader could realise 

her own experience and its materiality, and accept the experience of others (Probyn 

1993: 23). The collective popular feeling could be realised through reading, and 

performing readers could become active participants in founding institutions that 

supported the demotic language type. Institutions like the Educational Association 

were not connected with the official state, and in fact were acting against its decisions 

in linguistic and educational policy; nonetheless they had a great social and political 

influence, and eased the way towards the final solution of the Language Question, 

eventually incorporated in the policy of the state institutions too.

5.17 A diminished stress on Grammar

Producing new institutions via performing reading and through historical imagination 

was a practice that was influenced by international developments too. The linguists 

and educationalists involved in Greek educational developments were educated in 

other European countries, and influenced by international educational thought.

Thus, in spite of the historical conditions that verified the importance of a grammar 

and of its teaching in the context of Greek diglossia, the Greek educational terrain was 

eventually not entirely spared dismissive views of grammar compared to literature. 

The Greek Directions themselves did not completely avoid falling victim to a 

depreciation of grammar. Echoing western educational thought of the 1980s, grammar 

was at times addressed as superfluous in Greece too, and literature took precedence 

over grammar in the teaching of literary reading. Literature was seen as inspiring, as 

opposed to grammar, which was reduced to a mundane group of rules.
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Grammar teaching no longer aims to point out patterns and deduce 
rules, but mainly to present a total and complete linguistic image 
(Ministry of National Paideia and Religions 1983-84: 27, emphasis 
added).

In no case should we make pupils learn by heart the spelling rules 
and the tables of grammar at the end of the book. It is enough to have 
them get used to resort to them each time they feel like finding the 
solution to their questions (Ministry of National Paideia and Religions 
1983-84: 27, emphasis added).

An attempt was made to make school time devoted to the teaching of grammar less 

about grammar and more about the literary text -  but it was significant that the book 

was still distributed in schools, and therefore there was access to it, even if it was just 

for reference.

Since the teaching of Grammar does not aim to make pupils acquire 
new knowledge but to make them extend and systematise their 
linguistic treasure, the lesson should start from the oral speech of the 
pupils and at a second level we should move to appropriate texts, in 
which the pupils will seek and detect grammar types related to the 
lesson (Ministry of National Paideia and Religions 1983-84: 27, 
emphasis added).

The detached approach to grammar was borrowed, and was certainly evidence of a 

general influence of international educational thought on Greek educational policy -  

the 2000 Directions, for example, included a translated piece from the English 

National Programme for the Development o f Oral Speech (Ministry of National 

Paideia and Religions 1999-2000: 94) as auxiliary material.

5.18 ‘Working class autobiography’ and the ‘people’s tongue’

The study of language returned, in the 1983-84 Directions:

[It aims] ... b) to understand the psyche and the mentality, the theory of 
life, the civilisation and the ethos, the moral standards of our people, 
since language is a creation of the people and it expresses people 
faithfully; c) To develop their mental abilities, since thought is not 
only expressed with language, but is being bom and developed with the
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study of language and with linguistic expression (Ministry of 
National Paideia and Religions 1983-84: 26, emphasis added).

The special meaning which was awarded to Literature in the British context of literary 

reading, in the Greek context was given to language.

In the 1950s and 1960s in Britain, Harold Rosen was teaching literary readers, 

encouraging them to write in an autobiographical manner (see Steedman 1999). That 

had the character of training them in using a higher class genre. Literature, as a field, 

was coming from higher classes and was ‘given’ to working class readers to use. (In 

the history of English studies it had been claimed by the working class before, when 

Adult Education as an institution initiated educational developments that eventually 

led to comprehensive education through the legitimation of English Literature as a 

discipline). Now working class readers, Rosen’s pupils, used literary autobiography, a 

higher class genre, as a tool in order to achieve a kind of social reconciliation, through 

their own ‘ascendance’ to a higher class literary practice. Literature was a force for 

unity, not at the level of ideology, as Balibar and Macherey’s essay on ‘Literature as 

an Ideological Form’ would suggest, but at a distance from it (see also Bennett 1986a: 

249-250).

Social unity with the aid of literature was achieved in the Greek context with the 

reverse move: the higher class intelligentsia claimed the peasant class language, the 

demotic language type of the people. Through the language that all classes 

understood, literary reading became a force for social unity, since, in that way, 

literature was at one level accessible to all. The demarcation of class borders was less 

strict in Greece, and even in politics (with the exception of the communist party) the 

populist vocabulary did not speak about the working class but about ‘the people’ (the 

Taos’ in Greek). In effect Greece did not have a working class the way Britain did, 

since, because of the lack of an industrial era, the lower classes were the peasants.

5.19 A broader paideia, afforded by the media and the reign of the image

Another issue for the policy makers that tried to regulate literary reading in education, 

and also involved access to all social strata, was the fear towards visual media. 

Karanikolas referred to the educational contribution of the written media, newspapers
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and magazines in an information world that ‘affects teenagers’ (Karanikolas 1976:

452).

If you take notice of today’s teenagers, you will notice that in all their 
expressions, beginning from the language they speak, they are different 
than older ones. There is a change in style, in the words used, in the 
metaphors used, in the teasing, in the implied words. The word, as you 
know, takes its meaning from the multitude of connotations that it can 
provoke in our mind. Different connotations come with the words that 
children use these days. With the same words, we used to connote 
different things than what they connote. (...) Have you noticed that we 
no longer understand their jokes? (Papanoutsos 1976: 455).

Today the sources of information are many and have entered every 
home. Mr Karanikolas earlier pointed to the newspapers and magazines.
But there are also radio and television, the cinema, all the illustrated 
pictorial press, books, cheap books, those that a kiosk would sell 
every day. These provide information not only for the natural world, 
but also for the social world. (...) Secondly, the youth of today is brave, 
with a courage that is almost iconoclastic, catalytic. The teenager does 
not view authority as a legend any more, any authority, spiritual, 
economic, political authority. In the older times the teacher, the priest, 
the minister, the policeman, the general, were people whose authority 
no one could dispute. Today all these people are demystified, and when 
they speak to young people, they rise with spirit, difficult to describe 
and even annoying - 1 don’t doubt that -  and they claim enlightenment, 
and a discussion as equal towards equals (Papanoutsos 1976: 456, 
emphasis added).

It seems that the time when the teacher had in his class a small number 
of timid children or teenagers that were passive in taking in his wisdom 
is over. For today’s teenager, the teacher and the course book are not 
his sole source of knowledge (Karanikolas 1976: 451, emphasis 
added).

But visual media were feared as even more influential and ‘disrupting’:

So during teaching it is not advisable to present and analyse many 
samples of imagery or visual material in general, such as pictures of 
inscriptions in manuscripts, alphabets etc. Because these may be 
attractive and impress the pupils, yet they disrupt the core of the 
course, which needs to be taught in strictly appointed time limit. That is 
why the teacher needs to constantly try to keep the teaching within the 
“centre” of the course, and not get carried away in comments, details 
and other things that do not have an immediate priority (Ministry of 
National Paideia and Religions 1983-84: 29, emphasis added).

184



An attempt to separate social life from literary reading, ushered out through the door, 

was coming in through the window: fenced off in the matter of grammar versus 

literature, it became an issue in the matter of literature versus ‘disrupting comment’.

5.20 The politics of foreignness: immigrants

Another disrupting issue, immigration, was added to the problems regarding the 

teaching of literary reading. It was not that immigration and its socio-political effects 

hit Greece much later than Britain -  already in the 1920s, a massive wave of 

immigrants from Asia Minor followed the ‘Catastrophe’ (see also p.l 17 in glossary); 

but in the second half of the twentieth century, came immigrants of different national 

origins than Greek. People from Albania, Poland, Bulgaria and other European 

countries arrived in droves. But even when their presence and their working in Greece 

became a common occurrence, it took more than a decade of immigrant presence in 

Greek life to reassess the Directions and include considerations for children with a 

different mother tongue. In the meantime, immigrant children were admitted to Greek 

schools unprepared, expected to speak Greek the same way Greek nationals spoke. 

The new wave of immigrants was accepted in the same ways that Greek immigrants 

from Turkey were accepted at the beginning of the century.

The government programmes that sought to provide solutions were initially small- 

scale and of an experimental character -  the State was teaching itself what was needed 

though trial and error. In the 1980s, the Directions presupposed that the school child 

is Greek:

The teaching of syntax aims to extend and systematise the child’s 
linguistic knowledge. This means that with the teaching of syntax we do 
not aim to teach the child to speak Modem Greek, because it knows 
how to do that already by the fact that the child is Greek.90 The aim of 
the teaching is to lift the linguistic level of the child with the systemic 
classification of syntactic phenomena and to extend those that the 
child already knows empirically (Ministry of National Paideia and 
Religions 1983-84: 28, emphasis added).

90 The word used here is ‘hellinopoulo’, roughly translated as ‘offspring of Greeks’ but a tender word, 
intensifying the sense that the child needs protection.
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It was more than a decade later that it became clear to policy makers that to 

presuppose Greekness was no longer feasible:

[Our aim is for] those male and female pupils91 who do not have Greek 
as their first language (foreigners, or immigrants of Greek origin), to 
familiarise themselves with the Greek language and its use in real 
situations within school and out-of-school life. At the same time we 
want to respect the mother tongue of the pupils within this category 
(Ministry of National Paideia and Religions 1999-2000: 81).

In the Directions of 1998-1999, the text was exactly the same (Ministry of National 

Paideia and Religions 1998-1999: 146) as it is in the 1998 Directions 

/recommendations of the Pedagogical Institute for the General Lyceum92 (Ministry of 

National Paideia and Religions 1998: 51). This latter publication added another 

requirement on page 20: ‘the aim is that the foreign student or the one of Greek origin 

who does not have Greek as his mother tongue should internalise some difficult 

structures of the Greek language effortlessly, and should ‘live’ Greek civilisation 

through language, adopting a positive attitude towards i f . The intention was that the 

immigrant would be integrated into Greek society, not criticise or address it as an 

equal to Greeks. Significantly, there was also no mention of racism.

5.21 Conclusion

The reading of literature and the understanding of language were thus linked with 

major educational efforts and inadequacies that had to do with the social and the 

political sphere, as much as they had to do with culture. The Directions did not 

attempt to depict all social reality that affects education, as is shown by their ignoring 

major issues, like racism. What they did was indeed to direct the teaching of literary 

reading through a social reality that was not necessarily described, but was felt and 

had to be accommodated. In the case of racism, for example, the social reality that

91 In Greek you can deduce the gender of the word by the ending, hence ‘female pupils’ is one word, 
but the first category is consistently ‘male pupils’.
92 The most common school for the 15-18 pupils is the General Lyceum; apart from that there are very 
few experimental schools, which are again called ‘Lyceum’, but some have the additional name 
‘Classic’, when the school programme stresses ancient Greek, others the name ‘Polykladiko’, which 
indicates that there is more a direction towards Physics, Chemistry and Maths, and others that stress 
music lessons, ‘Music Lyceums’. These latter categories of school accept very few children, who have 
to make particular application to them.
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was accommodated was that which accepted racism as normal and justified. In that 

view, the Directions is a text that incorporated a sort of ‘lived reality’, or rather 

‘believed reality’, a reality that changed history, the way historical imagination could. 

However, the reality described is far from the reality that would be described in the 

conclusion of a sound and systematic sociological enquiry. Political, social and 

cultural, ‘intention’ (Williams 1980d: 36) transformed that reality and made it subject 

to hegemony (see Williams 1980d: 37-38).

In the context of that hegemony, an analysis that would only deal with the literary text 

would have the danger of personal experience veiling the connections between the 

structures; the stress on the Directions, besides drawing the connecting lines between 

the British and the Greek context, brings together the structures of politics, culture, 

economics and society. The Directions examined in this thesis highlight the effects of 

these areas’ interconnection because they come as a response to a long historical 

period of turmoil that is linked with all of them. Sustaining the relationship that exists 

between these structures in analysis too is important (see Williams 1979: 138).

Even though Greek educational thought did not entirely avoid influences from other 

countries’ educational theory, the Greek Directions' attention was really focused on 

language, since that was a central cultural and social and political issue for Greece in 

the twentieth century, and that focus was inevitably combined with attention to 

grammar too. Whereas demands for social change and inclusion in relation to English 

teaching were addressed via access to literary writing,93 in Greece, it was language 

rather than an idealised notion of literary form that embodied demands for social and 

political equality. The demotic language expressed the need for literature to be 

understood by all classes, of any educational background.

Thus literary education in Greece stressed writing -  but saw it as having a prevalent 

socio-political relevance, and not as an object of pure aestheticism. It addressed it via 

the political need for critique and active participation in the effort to block political 

extremes from seizing power yet again. The difference with English literary education 

was that the latter encouraged writing as part of a less urgent social demand for

93 See for example the case of the ‘working-class autobiographies’ encouraged by Harold Rosen on 
which Carolyn Steedman commented (Steedman 1999). In a sense a high class genre was utilised by a 
lower class, enabling a symbolic political access -  which did not necessarily move beyond that primary 
level though.
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inclusion, and it promoted the writing of literature as a pure aesthetic genre.94 Woolf 

(1998) contended that essay writing demands more concentration than the writing of 

literature does, and it can be suggested that the political conditions themselves which 

prevailed in Greece for the larger part of the twentieth century, as they were extreme 

in character, demanded more concentration from Greek citizens. Thus in Greece the 

boundaries between critical writing and literature were not definite, and it would even 

seem that, at the time the Directions in question were written (after the mid-seventies) 

literature was seen as an art of significant critical intention and value. Freed from an 

idealised representation that would distance it from life and the readers’ experience, 

literature directly and unabashedly referred to political issues and often it was even 

committed to them.

The past devastating impact of politics on society and on culture -  the practices of 

military (and militant right-wing) governments -  made it clear, once the language 

issue was solved and political stability established, that the impact of political life on 

literary production and education had to be regulated; even more importantly, it was 

seen that, for a healthy democracy, society and culture have to have critical access to 

politics. This realisation led to another one, namely that a third space of negotiation 

between these three view points of life -  the cultural, the political and the social -  had 

to be created, since they were all affected by each other. This new space initiated a 

reconciliation of opposing views at each of these levels. A first significant indication 

of this was that after the fall of the 1967-1974 military regime, texts of communist 

writers were included in the literary anthologies taught in school, even though the 

elected government was conservative (see also pp. 146-147 of this thesis).

94 See Woolf 1998 on how the writing of literature demands less concentration than essay writing.
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FINDINGS



FIND ING S

Reading as access
Filling the third space: the reader

The 1967-1974 Junta, which came right after a period of intense protest and even 

daily demonstrations for months by the left political forces of the country, was an 

example of extreme political developments taking place because of the absence of a 

third space of negotiation between classes or political forces. Right after a period of 

lack of political freedom, it was thought that through intense struggle which would 

not leave room for the opposite political forces (and could not find justifications for 

doing that, after atrocities had taken place), that things would change. But, as it is 

clear from this thesis, without a third space, this change was unfeasible. Eventually a 

third space was created which incorporated the two extreme viewpoints about 

language and reconciled them in ways that enforced a reconciliation of political 

opposites -  using language as a political medium. This political third space happened 

through language because that is where some combinations of opposite opinions had 

been affected, with people like Delmouzos, Chatzidakis and TriantaphyHides 

integrating in their work the views of the purists and Psycharis. This was a third space 

that showed that both opposing arguments included an important portion of the truth.95

Third space

This thesis was developed around the notion of the third space as an in-between space 

of conflict combined with negotiation; with the full and passionate expression of 

one’s views, which accomplishes a fair idea of their true nature, both positions benefit 

and change, create a different articulation each time, a different ‘arbitrary closure’. 

This sense of conflict and negotiation which results in combining an idea with 

elements of its opposite in order to result in a different articulation, is, according to 

Mill, ‘the amount of certainty attainable by a fallible being’, and ‘the sole way of 

attaining it’ (Mill 2002: 18).

95 See Kopidakis 1999b: 341, on Castoriadis (1980: 32) being against the simplifications of the demotic 
which impede philosophical writing (the abolition of the infinitive), something that the author of this 
thesis agrees with; see also John Stuart Mill 2002: 38 on the possibility that two opposing arguments 
share the truth between them.
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The third space from the viewpoint of this thesis is developed in relation to the ways 

in which the political, the social and the cultural aspects of life meet and affect each 

other. The act of literary reading in particular is seen as such a third space, where the 

‘position’ of the text is negotiated with the position of the reader, and both are open to 

the scrutiny of the other, irrespective of whether the text’s view agrees with the view 

held by the reader or not, in an a priori open manner that allows arbitrary closures to 

take place. These arbitrary closures are the result of the reading, the closing of the 

interpretation of the reader, which can be different every time even the same reader 

re-reads the same text, producing a new articulation of the two views, that of the text 

and that of the reader.

Thus reading creates a third space because by definition it takes place without any a 

priori dichotomies and scorn which would paralyse negotiation (hooks 1992: 346; 

Mercer 1998: 67-68; Woolf 1998: 50). If the third space involved only the conflict, 

only reactions to each other rather than expressions of each other’s views and 

listening, it would only lead to a dead end. That’s why the state of the dependent 

reader is needed, because this is the state in which the reader is trained to actually 

‘hear’ the opinion of the other, irrespective of her own opinion. The dependent reader 

does not react to the opinion expressed but listens to it carefully, and with an intention 

to understand it. And the third space is in danger of such reactions; as in political life, 

when you simply react to something, whether it be racism or chauvinism, this reaction 

does not allow you or the other side to see the situation clearly, think and/or give the 

right solutions; it makes you ‘think of something other than the thing itself (Woolf 

2000b: 67; see also Mercer (Kobena) 1998: 67-68).

Accepting and listening to the opposite opinion, and expressing your own, avoiding 

your own opinion as being just a reaction to the other, can form the ground for a re

positioning of the reader, and achieve an arbitrary closure, an (arbitrary) compromise 

between the two views that may favour one more than the other but doesn’t exclude 

either from the end ‘truth’.

The notion of arbitrary closure comes from Hall (Hall 1997a: 136, 137; 1992: 278, 

283; see also Bhabha 1992: 58-59) and shows the ways in which reading involves a 

communication between two different views which brings forth a decision, a moment 

when a full stop is affected, as one full sentence is achieved. This full stop is not 

permanent, but it is important in that it completes something, making it whole. It is
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important to reach a closure -  just as it is important to realise that this closure will be 

arbitrary.

This whole reading, this whole interpretation, may lead to a repositioning of the 

performing reader (hooks 1992: 346; see also Hall 1996c: 449, 1996d: 143, 1996h: 

401). And as any third space has the potential of changing the social and political 

environment, as a third space is the only way, the only possibility of changing the 

social and political environment, even in a small scale, so does literary reading.

Historical imagination

But literary reading as a social and political act involves more than being a site of 

negotiation and potential repositioning, a third space. It involves another element that 

makes it even more powerful than any other third space: via speaking to the reader’s 

experience, it may address her emotion. Aristotle contended that passion has a more 

lasting effect when it motivates a person than if it were motivated by logic (1206b 18- 

29). Thus emotion is stronger than logic.

Williams contended that the structures of feeling inscribed in literary works of art 

may precede historical developments (Williams 1980e: 25). As Williams theorised the 

structures of feeling as ‘lived realities’, involving both thinking and feeling, realities 

the way they are lived, ‘thought as felt and feeling as thought’ (Williams 1977a: 132), 

this thesis addressed the emotion involved in literary reading as a powerful element 

that develops the reader’s own idea about history itself, via the reader’s imagination, 

and called it historical imagination. This historical imagination is linked with the 

reader’s experience and emotion, and with the reader’s individuality, which needs to 

be preserved if any progress, personal or social, is to be made (see below, Mill 2002: 

59).

In his comment on the 1987 British election, Hall described the role that imagination 

plays in constructing an image/belief of what the future could be like. He suggested 

that imagination can overcome one’s ideology since it can relate to an image of a 

possible future that fulfils some urgent needs of the person.

Ideology itself is emotional and imaginary (see Althusser 1971a: 162-163); it is 

illusion and allusion (to reality) (Althusser 1971a: 162). This correspondence between 

the two indicates the significance of the role of imagination in ideology and in 

political life more generally.
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People in the third space

There are people too who can occupy a third space; Hall (1996h: 399) addressed the 

issue of people rather than just arguments existing in a third space -  he called it a 

‘double space’, as a position in which people experience two opposing arguments or 

viewpoints of life and ‘translate’ each in the other -  two individualities. People who 

have the experience of two different cultures, ethnicities or social statuses are in a 

position to evaluate both better. It does not mean that they will necessarily evaluate 

them better, but it does mean that they have a relative advantage in relation to others, 

which allows them to form a better articulation of reality. Hall (ibid.) referred among 

others to Tony Bennett, Homi Bhabha and Edward Said as such people, who are 

‘deeply embedded in both worlds, both universes’, because of the difference between 

their social and/or ethnic background and their middle class status as scholars. The 

point is that these people, having to create a third space within themselves, have better 

insights into reality.96

Raymond Williams also addressed the issue of people who can stand in a third space 

o f ‘ambiguity and contradiction’, describing the Welsh:

This experience of ambiguity and contradiction, hasn’t only equipped 
us in Wales to understand our own situation better; it’s also equipped 
us, emotionally and intellectually, to understand the situation of 
increasing numbers of people -  including the once so self-assured, 
confident English. It’s easier for us, in other words, to put questions to 
those simple, confident, unitary identities which really belong to an 
earlier historical period (Williams 1989i: 320).

Against ‘neutrality’ and ‘objectivity’

The ways in which Hall and Williams depicted these possible ‘third spaces’ indicate 

that the third space is not something that is neutral and unaffected; it is not an empty 

space in the middle of two opposites, a space which does not touch on either of the 

two, but a space where both opposing arguments are being weighed, the one against

96 See also Bhabha & Parekh 1989: 29, on the importance of immigrants and their experience for the 
whole of society: ‘listen (...) to those indigenous or native peoples who had to make sense of a foreign 
system and survive within it and resist it’ (Bhabha).
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the other. It involves the two opposites in a situation where the argument opposite to 

one’s own can show one the faults and strengths of one’s own opinion, and thus test 

either and both arguments, and render them understood (Mill 2002: 9, 16-18, and 

particularly 30-32).97

Woolf described reading as the process by which the reader tries to form a whole 

picture:

The common reader (...) is guided by instinct to create for himself, out 
of whatever odds and ends he can come by, some kind of whole -  a 
portrait of a man, a sketch of an age, a theory of the art of writing 
(Woolf 1984: 1).

The third space is not part of the whole picture, not a middle part between two 

opposites; it involves the whole picture and both opposites, with both their 

individualities allowed to express themselves. Both Aristotle and Woolf contended 

that art deals with the whole and not the particular [Aristotle 1355b 30, on the art of 

speech (rhetorics); see also 981a 15,98 1449b 24; Woolf 1998: 52].

The third space is not a space where only reconciliation takes place, or where the 

opposing views come in order to reconcile; it is a site where the opposing views come 

to be really expressed and really ‘heard’.

Postmodernism

As the opinions that find an opinion fallible are indispensable to understanding it 

(Mill 2002: 18), it follows that the one case in which ‘the meaning of the doctrine 

itself will be in danger of being lost’ is when it is not contested with the vigour and 

zeal that someone who would believe the contesting opinion would offer (Mill 2002: 

43). This corresponds with the postmodernists’ description of how meanings are lost 

in an age of simulacra: when everything tries to become the same as everything else, 

there is no original. When there is no discussion between opposites, when there is no 

difference which is respected and kept, but an effort for sameness and repetition of the

97 See also Mill 1972: 93-94, quoted in Bhabha 2000: 23, p.65 of this thesis.
98 See also Sykoutris 1991: 66.
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same without a process of negotiation with its opposite, then along with difference, 

meaning too is losing its accuracy. Thus this thesis approached postmodernism not as 

a movement that was against meaning, but as one that pointed out these conditions as 

existing, described them and protested against them. According to Mill, society has 

that tendency, to alleviate differences and produce similarity (2002: 59-60). For him 

this is a sign of decay:

A people, it appears, may be progressive for a certain length of time, 
and then stop: when does it stop? When it ceases to possess 
individuality (Mill 2002: 59).

Thus the route through which this lack of meaning is affected in society is via the lack 

of individuality. Postmodernism suggested that this lack of individuality came after a 

time when individualities that were expressed too intensely: racism and the reactions 

against it, male chauvinism and the reactions against it, and other movements in line 

with these, were cases where both opposing views were strongly put, and none 

allowed for any expression of the other to be heard in its own ‘territory’. Such 

conflicts undermined the existence of a third space and thus could not lead to any 

solution [see Mercer (Kobena) 1998: 67-68; hooks 1992: 346].

Reading and individuality

So each of these opposites did not allow the individuality of the other any room for 

expression. That practice weakened the sense even of their own individuality. The 

sense of individuality, and the connection of it with progress (see also Woolf 2000c: 

229), both individual and generally social, is directly linked, in the act of reading, 

with the experience of the reader and the connections with it that she can trace in the 

text. Thus to see reading as a clearly aesthetic endeavour, as the early Reports on the 

teaching of Literature in English and Directions for teaching Literature in the Greek 

purist language did, is equal to undermining the reader’s individuality, and thus the 

use of reading as a third space of negotiation. If reading does not involve a 

‘conversation’ between the experience that the literary text depicts and the experience 

of the reader, no exchange takes place. Educational policy in regard to both English 

and Greek in the first half of the twentieth century, encouraged teaching literary 

reading as a practice during which no exchange was to take place; it encouraged non
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participation in the act of reading. These efforts addressed the teaching of grammar as 

something foreign to the literary text, too technical to be relevant to a work of art, and 

this equalled a sort of dissecting the work of art and parting its elements from each 

other. Based on divisions like the one of seeing a person’s body as separated from her 

soul and separated from her mind, and on all the repressions that that affected in the 

course of history, moralistic and other, seeing the literary text as separated from its 

language and the language’s grammar, was a practice that ensured control for the 

educational authorities. Not teaching grammar, and even actively depreciating it -  or, 

in the Greek context, teaching the grammar of a language type that was not spoken -  

had the effect of disabling the reading act as an experience of the reader -  quite 

simply, understanding was impeded, and the reader could not relate her own 

individuality with that expressed by the text.

And, since individuality is linked with critical ability (Mill 2002: 59), and in 

connection with the historical developments of that era, this thesis saw such 

educational policies as political expediencies, implemented in education by society’s 

conservative forces.

If students are to be empowered by school experiences, one of the key 
elements of their education must be that they acquire mastery of 
language as well as the capacity to think conceptually and critically.
When presented in the context of these objectives, the canons of the 
liberal arts provide one basis for that mastery (Aronowitz & Giroux 
1986: 158).

The liberal arts are the condition for acquiring critical thinking in a 
society where the old labour, socialist and radical public institutions 
that once provided these amenities have all but disappeared (Aronowitz 
& Giroux 1986: 173).

To combine

The course of the argument of this thesis developed around an effort to explain why 

emotion, imagination and experience in reading are just as valuable as viewing the 

text based on reason, and they need to be combined with reason in order to understand 

and utilise the text. It also suggested that the literary text is more equipped for this

195



kind of reading, whose the reader the thesis called the performing reader, because it 

seeks an emotional response by way of style and content.

Experience itself combines emotion and reason, and can be best interpreted and 

rightly evaluated if a balance between these is achieved.

The Reports on literary education examined here also addressed literary reading as 

something integrally linked with emotion (see for example Hadow Report 1926: 192, 

pp.95-96 of this thesis); yet they excluded the links of emotion with experience and 

reality, and addressed it instead as linked with an idealised aestheticism, depriving it 

of a particularly significant characteristic.

To achieve the status that Williams called ‘ambiguity and contradiction’, and to 

satisfy W oolfs assertions about the need to have the strong and the weak together in 

our lives in order to achieve personal and social progress" (see Woolf 2000c: for 

example 204), we need to hold on to both emotion and logic. And as we need to 

combine poverty with some wealth, the performing reader needs to combine such 

opposites too, keep a balance between them and include them both in the third space 

of reading.

Thus emotion and the power it represents can be seen as information (Aristotle 1109b 

3-5) which can ‘point us to certain critical directions’ (Probyn 1993: 83). When it is 

addressed so, it is valuable in developing a fuller view of reality -  whereas when 

inflated, it can mask reality and make the person react wrongly.

A way to describe how emotion would ideally be dealt with as information is through 

a description of more mundane feelings like physical pain. Our physical senses are 

important for our survival; when we feel pain we are informed by our body that 

something threatens our survival -  a bad tooth has to be fixed. When we feel full in 

our stomach in a pleasant way, we are informed by our body that something helps our 

survival. Aristotle addressed the theory which contented that the soul is another form 

of body (409b 3-4, 412a 19-20). He contended that in order to see what we are good 

at, we should check the feelings of pleasure or discontent that we get when we do 

something -  hence we should see our feelings as a source of information (1109b 3-5). 

In Three Guineas, Woolf argued that combining opposites in one’s life should be 

striven for, if we are to prevent war:

99 In the context of preventing war.
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Thus biography, when asked the question we have put to it -  how can 
we enter the professions and yet remain civilised human beings, human 
beings who discourage war, would seem to reply: If you refuse to be 
separated from the four great teachers of the daughters of educated men 
-  poverty, chastity, derision and freedom from unreal loyalties -  but 
combine them with some wealth, some knowledge, and some service to 
real loyalties then you can enter the professions and escape the risks 
that make them undesirable [Woolf 2000c (1938): 204;100 see also 
Probyn 1992: 505].

This striving for the middle way, for the correct measure in our lives, is not a neutral 

position. Lipowatz (1991: 132, 165) commented on that striving as the acute danger to 

go on endlessly without actually taking decisions -  as the danger of having no 

closure. Against what is called a ‘pluralist’ way of presenting facts as just another 

opinion, this contention of Lipowatz agreed with Morris (in Hall 1992: 291-292)101 

and Hall himself (ibid.), as well as with hooks (1992: 345), Mercer (1992: 443)102 and 

Grossberg:

Recognising the limitations of our claims -  that every map has its angle 
of projection -  does not necessarily vitiate its value or its strategic 
truth. (...) Our practices may offer us limited possibilities but if we 
refuse them, or if we further circumscribe them by our voluntary 
reflexive self-absorption, we not only exclude ourselves from the 
everyday world of fans, but we abandon the political possibilities of that 
world. The problem is not to deconstruct authority, but to rearticulate 
new forms of authority which allow us to speak as critical fans 
(Grossberg 1988: 68-69, on television).

What they all argue about is a third space of combining opposites and expressing 

individualities without reacting to an opposing force or argument but creating one’s 

own case. It has no meaning to compete about who is more oppressed (Mercer 1992: 

443); and once one is oppressed, it doesn’t really matter. To duel on such issues only 

makes sure that we never reach an articulation, we never reach an arbitrary closure 

about what to do about them. What is needed instead is a continuous struggle and 

negotiation, with the balance of power changing, and the opposing arguments not

100 See also ibid.: 155, on ‘the aim of the new college being to combine’.
101 In the discussion of the paper presented in the conference.
102 ‘What tends to happen in the rhetoric of being ideologically ‘right on’ and ‘politically correct’ is the 
reproduction of the untheorised assumption, inherited from the mythology of 1968, that all the different 
fragments will somehow link up around a common agenda’.
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contained but heard and expressed and included, not contained in the way of being 

silenced (Grossberg 1996b: 163 on Hall, see also Bhabha 2000: 31, McLaren 1994: 

203).

The fatal tendency of mankind to leave off thinking about a thing when 
it is no longer doubtful, is the cause of half their errors. A contemporary 
author has well spoken of ‘the deep slumber of decided opinion’ (Mill 
2002: 35-36).

This idea of a needed continuous discussion, indicates that besides the verification of 

policies, the Reports and Directions were important in that they put the issues under 

discussion, and therefore brought meaning to them (see Hall 1996c: 443, p.l 13 of this 

thesis) and affected arbitrary closures.

My own view is that events, relations, structures do have conditions 
of existence and real effects, outside the sphere of the discursive; but 
that it is only within the discursive, and subject to its specific 
conditions, limits and modalities, do they have or can they be 
constructed within meaning. Thus, while not wanting to expand the 
territorial claims of the discursive infinitely, how things are represented 
and the ‘machineries’ and regimes of representation in a culture do play 
a constitutive, and not merely a reflexive, after-the-event, role (Hall 
1996c: 443, italics author's own, other emphasis added).

Reading literature

Thus this thesis took what Mill suggested is indispensable for progress, the notion of 

honestly opposing discussion (2002: for example 30, 31, 59), Hall’s suggestions about 

the need for honest and yet not aggressive discussion between theorists (Hall 1992: 

291) -  which is the ‘recognition and embodiment of struggle at every level’ 

(Grossberg 1996b: 163 on Hall), and Kobena Mercer’s contentions about how 

paralysing imposed feelings of guilt are (1998: 67-68), in order to address literary 

reading as a ‘third space’ of negotiation and struggle which can lead to changed 

realities. It took the notion of the third space from Homi Bhabha (see for example 

1998), although it addressed it not from his psychoanalytic point of view but from the 

culturalist view of Hall.
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Taking the notion of the third space further, and acknowledging a debt to Virginia 

Woolfs (Three Guineas) notions about the need to combining opposites, combine 

feeling and logic in understanding and acting, socially and personally, and via Hall’s 

notion of arbitrary closures and Steedman’s notion of historical imagination {Past 

Tenses which the thesis re-theorised), the thesis added imagination and emotion as 

elements of literary reading which connect the text with the experience of the reader 

in a more permanent and decisive manner than logic would. It also addressed literary 

reading as a site which can affect society via the re-positioning of the performing 

reader and her fuller understanding of reality. Thus the third space of reading was 

treated as a potential remedy to dead-end socio-political practices of continuous 

protest which may be reversed and have the opposing view using the same language 

against it, leading to disillusionment and a static society, with a static political life. 

The examples of the teaching of English and Greek in the twentieth century, linked 

with the historical developments that characterised the respective societies, offered 

insights into the conditions that a third space needs in order to take place so that 

change will be affected. Drawing from the data that the educational practice of 

English and Greek Literature offered, the Reports and the Directions respectively, the 

thesis addressed the links between the political and the social with the cultural, 

indicating ways in which literary education used and was used by social forces for 

purposes other than purely educational.

Thus the three types of reader that the thesis theorised as existent were based on how 

such possible manipulations may operate or be escaped. The adequate, the dependent 

and the performing reader are the one position in a third space of negotiation between 

two views, the other being the text read. The reader benefits immensely from the state 

of being dependent: this is a condition during which she puts aside her own possibly 

strong convictions in order to ‘listen’ and understand the ‘teachings’ of the teacher or 

the text. This is a state of hearing the ‘opposite’ view, without ‘climbing on each 

other’s backs’ (Hall 1992: 291). It is a state not only in the process of the 

development of one’s reading abilities, but a state which is continuously necessary, 

one that needs to be repeated each time a new negotiation needs to take place — i.e. 

after each arbitrary closure.

Thus by the time the reader becomes a performing reader, it does not become obsolete 

-  rather, dependency is included in the third state too, as is adequacy in both this and
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dependency. (But in the third ‘stage’, it is dependency on the text rather than being 

also dependency on the literary critic/teacher of Literature).

The dependent reader is the condition in which the reader is open to the argument of 

the text, and becomes ready for another opening, another third space, another reading. 

The dependent reader, like the adequate reader, are conquered states. They are never 

overcome and put behind, and the performing reader uses them in her process of 

producing social imagination and influencing historical change.

200



BIBLIOGRAPHY



B ib l io g r a p h y103

Adam, Barbara and Allan, Stuart (eds) 1995a, Theorising Culture, An Interdisciplinary Critique 
After Postmodernism, UCL Press, London.

Adam, Barbara and Allan, Stuart 1995b, ‘Theorising culture: an introduction’, in Theorising 
Culture, An Interdisciplinary Critique After Postmodernism, eds Barbara Adam and Stuart Allan, 
UCL Press, London, pp.xiii-xvii.

Ahmad, Aijaz 2000 (1992), In Theory, Classes, Nations, Literatures, Oxford University Press, 
Delhi.

Althusser, Louis 1969 (1966 in French), For Marx, trans. Ben Brewster, Penguin Books, 
Harmondsworth.

Althusser, Louis 1971a, Lenin and Philosophy and Other Essays, trans. Ben Brewster, Monthly 
Review Press, New York.

Althusser, Louis 1971b, ‘Ideology and Ideological State Apparatuses (notes towards an 
investigation)’, in Lenin and Philosophy and Other Essays, trans. Ben Brewster, New Left Books, 
London, pp. 152-173.

Althusser, Louis 1997 (1969), ‘Ideology and the State’ (extract), in Modern Literary Theory, A 
Reader, 3rd edn, eds Philip Rice and Patricia Waugh, Arnold, London, pp. 53-61 (Originally from 
1969, Lenin and Philosophy and Other Essays, trans. Ben Brewster, New Left Books, London, 
pp.136-138, 152-3, 154-5, 155-6, 160-2, 162-4, 168-9).

Altick, Richard D. 1998 (1957), The English Common Reader, A Social History o f  the Mass 
Reading Public, 1800-1900, foreword by Johnathan Rose, Ohio University Press, Columbus.

Alva, J. Jorge Klor de 1995, ‘The postcolonization of the (Latin) American experience, a 
consideration o f “colonialism”, “postcolonialism” and “mestizaje”’, in G. Prakash (edI), After 
Colonialism, Imperial Histories and Postcolonial Displacements, Princeton University Press, 
Princeton, NJ, pp.241-275.

Anderson, Perry 1968, ‘Components of the national culture’, New Left Review 50 (July/August), 
pp.3-58.

Anderson, Perry 1992, English Questions, Verso, London.

Andriotis,104 I. N. 1959, ‘From Psycharis to Triantaphyllides’ (in Greek), Nea Estia, 66, pp. 1402- 
1412 (On the re-issued document, p.6).

103 In the process of compiling the bibliography, it has not always been possible to track down the 
pages that a chapter or an article extends to in a book. This has happened in instances where the 
referred chapter/article is quoted or referred to within another text, whose author has not provided the 
pages. There has been an attempt to trace the original or information about it, mainly through the 
Internet, but it hasn’t always been successful. Also, in two of Bourdieu’s used pieces the translator is 
not indicated in the source book.
104 The Greek names are transliterated following the ISO-843 (1997) standards o f transliteration (see its 
complete description in http://www.biology.uoc.gr/gvd/contents/databases/01c.htm (accessed
9/11/2004). However, in instances where I found references of the Greek name that do not seem to 
have followed that scheme (like in Iatrides’s or Castoriadis’s case for instance, which may have been 
the way the writer wanted his name to be written in English, or in that of Chatzidakis’s, whose name 
was, since he studied in Germany, transliterated in a German phonetic way -  and was also used by 
Browning 1983 in this way), I have kept with the way I saw the name already written, transliterated, in 
latin characters.

201

http://www.biology.uoc.gr/gvd/contents/databases/01c.htm


Andriotis, Nikolaos P. 1976a, ‘The linguist Manolis Triantaphyllides’ (in Greek), in A Gift in 
Return, to Professor Nikolaos P. Andriotis, Reprinting o f 88 o f his Essays, Care o f  the Publishing 
Committee (in Greek), Thessaloniki, pp. 352-372. (The Publishing Committee in this case consists 
upon the Ministries of Culture and Science and of National Paideia and Religions, the 
Aristoteleian University of Thessaloniki, the Society for Macedonian Studies and the Thracean 
House o f Thessaloniki, along with a large number of his students and smaller cultural societies).

Andriotis, Nikolaos P. 1976b, ‘From Psycharis to Triantaphyllides’ (in Greek), in A Gift in Return, 
to Professor Nikolaos P. Andriotis, Reprinting o f 88 o f his Essays, Care o f the Publishing 
Committee (in Greek), Thessaloniki, pp.481-486.

Andriotis, Nikolaos P. 1995, History o f the Greek Language, (Four Studies) (in Greek), Institute of 
Modem Greek Studies, (Foundation of Manolis Triantaphyllides), Thessaloniki.

Ang, Ien 1994, ‘Feminist desire and female pleasure’, in Cultural Theory and Popular Culture: A 
Reader, ed. John Storey, Harvester Wheatsheaf, Hemel Hempstead.

Ang, Ien 1996 (1985 in English, 1982 in Dutch), Watching Dallas, Soap Opera and the 
Melodramatic Imagination, Routledge, London and New York.

Apostolidou, Venetia 1999, ‘Literature and ideology’ (in Greek), in Literature and Education (in 
Greek), eds Venetia Apostolidou and Eleni Hontolidou, Aristoteleian University o f Thessaloniki, 
Tipothito -  Giorgos Dardanos, Athens, pp.335-347.

Apostolidou, Venetia and Hontolidou, Eleni (eds) 1999, Literature and Education (in Greek), 
Aristoteleian University of Thessaloniki, Tipothito -  Giorgos Dardanos, Athens.

Apostolidou, Venetia, Kaplani, Victoria and Hontolidou, Eleni (eds) 2000, Reading Literature in 
School... A New Proposal fo r Teaching (in Greek), ‘Group o f Research for the Teaching of 
Literature’, Tipothito -  Giorgos Dardanos, Athens.

Archer, Margaret S. 1986, ‘Social origins o f educational systems’, in Handbook o f  Theory and 
Research fo r  the Sociology o f  Education, ed. John G. Richardson, Greenwood Press, New York, 
pp.3-34.

Arendt, Hannah 1999 (1970), ‘Introduction’, in Illuminations, Walter Benjamin, Pimlico, London, 
pp.7-58.

Aristotle 1991 (1936), (1447a -  1462b) Poetics (in Greek), [Ars Poetica],105 Modem Greek 
interpretation Simos Menardos, introduction, comments and analysis Ioannis Sykoutris, Estia, 
Athens.

Aristotle 1992a (1094a -  1128b) Nicomachean Ethics I  (in Greek), [Ethica Nocomachea, or The 
Ethics], introduction, Modern Greek interpretation and comments Cactus team, ed. Dr. H. P. 
Nicoloudi, general editor Vasilios Mandilaras, Cactus, Athens.

Aristotle 1993a (1181a -  1251b) Great Ethics, Economics, Virtues and Vices (in Greek), [Magna 
Moralia], introduction, Modern Greek interpretation and comments Cactus team, Cactus, Athens.

Aristotle 1993b (980a -  1025a) Metaphysics (in Greek), [Metaphysical, v°l- 10, books A -  D, 
introduction, Modem Greek interpretation and comments Anastasia-Maria Karastathi, supervision 
Dr. H. P. Nikoloudis, Cactus, Athens.

Aristotle 1994 (71a -  100b) Posterior Analytics (in Greek), [Analytica Posterior a], Modem Greek 
interpretation Dr. H. P. Nikoloudis, introduction and comments Cactus team, Cactus, Athens.

105 Latin name of the work, as it appears in the list of Aristotle’s works provided on the webpage 
http://en.wikipedia.org/wiki/Aristotle. accessed 17/1/2006.

202

http://en.wikipedia.org/wiki/Aristotle


Aristotle 1995a (436a — 480b) Little Physical Treatises (in Greek), [Parva Naturalia], 
introduction, Modern Greek interpretation and comments Cactus team, general editor Vasilios 
Mandilaras, vol. 33, Cactus, Athens.

Aristotle 1995b (1354a -  1377b), Rhetoric I  (in Greek), [.Ars Rhetorica, or The Art o f Rhetoric or 
Treatise on Rhetoric], introduction and Modern Greek interpretation Dr. H. P. Nikoloudis, 
comments Cactus team, Cactus, Athens.

Aristotle 1997 (402a -  435b) On the Soul (in Greek), \De Anima], introduction, Modern Greek 
interpretation and comments Anastasia-Maria Karastathi, Cactus, Athens.

Arnold, Matthew 1903 (1865), Essays in Criticism, First Series, Macmillan and Co., Limited, 
London.

Arnold, Matthew 1962, Democratic Education, vol. ii, The Complete Prose Works o f Matthew 
Arnold, ed. R. H. Super, Ann Arbor, Michigan.

Arnold, Matthew 1965 (1869), Culture and Anarchy, ed. R. H. Super, Ann Arbor, Michigan.

Arnold, Matthew 1974, Philistinism in England and America, vol. x, The Complete Prose Works 
o f Matthew Arnold, ed. R. H. Super, Ann Arbor, Michigan.

Aronowitz, Stanley and Giroux, Henry A. 1986 (1985), Education Under Siege, The Coservative, 
Liberal, and Radical Debate over Schooling, Routledge & Kegan Paul, London.

Aronowitz, Stanley and Giroux, Henry A. 1993, Education Still Under Siege, 2nd edn, Critical 
Studies in Education and Culture Series, eds Henry A. Giroux and Paulo Freire, Bergin & Garvey, 
Westport, Connecticut and London.

Artaud, Antonin, n.d., ‘L’ Anarchie sociale de 1’ art’, Oeuvres Completes", 8: 287, Gallimard, Paris.

Askouni, Nelli 1997, ‘“A long course in tim e...”: the Greeks and the Others in the language 
books’ (in Greek), in “What is Our Home Country?” Ethnocentric ism in Education (in Greek),
2nd edn, eds Anna Fragoudaki and Thalia Dragona, Alexandria Publications, Athens, pp.442-490.

‘Athenian’ (pseudonym) 1972, Inside the Colonel’s Greece, translated and with an introduction by 
Richard Clogg, Chatto & Windus, London.

Atkinson, Paul, Davies, Brian and Delamont, Sara (eds) 1995, Discourse and Reproduction,
Essays in Honor o f  Basil Bernstein, Hampton Press, New Jersey.

Atton, Chris and Finkelstein, David 1999, Making up genre fiction: reading communities and 
readers’ marks in public library books, paper presented to the Reading Practices and Reading 
Formations Conference, Edinburgh, September.

Attridge, Derek, Bennington, Geoff and Young, Robert (eds) 1989 (1987), Post-structuralism and 
the Question o f History, Cambridge University Press, Cambridge.

Babiniotis, George 1994, Greek Language, Past-Present-Future (in Greek), Gutenberg, Athens.

Baker, Houston A. 1985, ‘Caliban’s triple play’, in Race ’, Writing and Difference, ed. Henry 
Louis Gates, Jr., The University of Chicago Press, Chicago, Illinois, pp.381-395.

Baker, Carolyn D. and Luke, Allan (eds) 1991, Towards a Critical Sociology o f  Reading 
Pedagogy, Papers o f the XII World Congress on Reading, 1988, John Benjamins Publishing 
Company, Amsterdam/Philadelphia.

Balaskas, Kostas 1998 (1994), ‘About the teaching o f literature’ (in Greek), in the Directions for  
the Teaching o f  Literary Courses in Lyceum (school year 1998-1999) (in Greek), Ministry of 
National Paedia and Religions, Pedagogical Institute, Athens, pp.321-323.

203



Balaskas, Kostas 1999a (1994), ‘About the teaching o f literature’ (in Greek), in the Directions for  
the Teaching o f Literary Courses in Lyceum (school year 1999-2000) (in Greek), Ministry of 
National Paedia and Religions, Pedagogical Institute, Athens, pp. 161-162.

Balaskas, Kostas 1999b, Literature and Paideia, 106 Knowledge and Reading o f Literary Texts (in 
Greek), Epikerotita, Athens.

Baldick, Chris 1983, The Social Mission o f English Criticism, 1848-1932, Clarendon Press,
Oxford.

Baldick, Chris 1996a (1990), The Concise Oxford Dictionary o f Literary Terms, Oxford University 
Press, Oxford and New York.

Baldick, Chris 1996b, Criticism and Literary Theory from 1890 to the Present, Longman, London 
and New York.

Baldick, Chris and McEvoy, E. 1988, Modern Literary Theory, BA English, External Programme 
Guide, University o f London.

Balibar, Etienne and Macherey, Pierre 1978, ‘Literature as an ideological form: some Marxist 
propositions’, trans. Ian McLeod, John Whitehead and Ann Wordsworth, Oxford Literary Review, 
Vol. 3: 1, pp.4-12.

Bannet, Eve Tavor 1993, Postcultural Theory: Critical Theory after the Marxist Paradigm, The 
Macmillan Press Ltd., London.

Barker, M. and Beezer, A. (eds) 1992, Reading Into Cultural Studies, Routledge, London and New  
York.

Barnes, Douglas 1979 (1976, 1978), From Communication to Curriculum, Penguin Books, 
Harmondsworth.

Barnes, Douglas, Britton, James, Rosen, Harold and L.A.T.E. (London Association for the 
Teaching o f English) 1973 (1969) Language, the Learner and the School, A Research Report by 
Douglas Barnes with a Contribution from James Britton and a Discussion Document prepared by 
Harold Rosen on behalf o f  the London Association for the Teaching o f  English, revised edn, 
Penguin Books, Harmondsworth.

Barnes, Douglas and Barnes, Dorothy with Clarke, Stephen 1984a, Versions o f  English,
Heinemann, London.

Barnes, Douglas and Barnes, Dorothy 1984b, ‘English and ‘the real world” , in Changing English, 
Essays for Harold Rosen, eds Margaret Meek and Jane Miller, Heinemann Educational Books for 
the Institute o f Education, University of London, pp. 109-118.

Barnett, Anthony 1988, ‘The keywords of a key thinker’, The Listener, 4 February, 15.

Barrell, John 1983, English Literature in History, 1730-80, An Equal, Wide Survey, St. Martin’s 
Press, New York.

Barrett, Michele 1993, ‘Althusser’s Marx, Althusser’s Lacan’, in The Althusserian Legacy, eds E. 
Ann Kaplan and Michael Sprinker, Verso, London and New York, pp. 169-182.

106 (Greek word, pronounced pe ’did)'. The word connotes all the learning processes that a person goes 
through in her or his life, through education, entertainment, through social existence itself. In the 
Oxford Greek English Learner’s Dictionary [ed. G.N. Stavropoulos, Oxford University Press 1996 
(1988)], it is explained as all three: education, learning, culture. A relevant word but not identical is 
pedagogy.

204



Barthes, Roland 1974 (1970 in French), S/Z, An Essay, trans. Richard Miller, preface by Richard 
Howard, Hill & Wang, New York.

Barthes, Roland 1977a, Image -  Music -  Text, essays selected and translated by Stephen Heath, 
Fontana Press, Glasgow.

Barthes, Roland 1977b, ‘The death o f the author’, in Image -  Music -  Text, ed. and trans. Stephen 
Heath, Fontana, London, pp. 142-148.

Barthes, Roland 1978 (this edition 1968, generally in English 1967, in French 1953), Writing 
Degree Zero, trans. Annette Lavers and Colin Smith, preface by Susan Sontag, Hill & Wang, New 
York.

Barthes, Roland 1982, A Barthes Reader, edited and with an introduction by Susan Sontag, Hill & 
Wang, New York.

Barthes, Roland 1984, Camera Lucida, Fontana, London.

Barthes, Roland 1989 (1972), ‘Criticism as language’, in Twentieth Century Literary Criticism, ed. 
David Lodge, Longman, London and New York, pp.647-651.

Barthes, Roland 1991 (1973 in French, 1981 in English), ‘Textual analysis: Poe’s ‘Valdemar” , in 
Modern Criticism and Theory, A Reader, ed. David Lodge, trans. Geoff Bennington, Longman, 
London and New York, pp. 172-195.

Barthes, Roland 1993 (1957 in French, 1972 in English), Mythologies, selected and translated from 
the French by Annette Lavers, Vintage, London.

Barton, David and Hamilton, Mary 2000 (1998), Local Literacies, Reading and Writing in One 
Community, Routledge, London and New York.

Batsleer, Janet, Davies, Tony, O’Rourke, Rebecca and Weedon, Chris 1985, Rewriting English, 
Cultural Politics o f  Gender and Class, Methuen, London and New York.

Baudrillard, Jean 1979, De la seduction (in French), Galilee, Paris.

Baudrillard, Jean 1981, Simulacres et simulation (in French), Galilee, Paris.

Baudrillard, Jean 1983a, Les Strategies fatales (in French), Bernard Grasset, Paris.

Baudrillard, Jean 1983b, Simulations, Semiotext(e), New York.

Baudrillard, Jean 1995 (1983), ‘The end of the social’, (from In the Shadow o f  the Silent 
Majorities, or The End o f the Social and Other Essays) in Class, ed. Patrick Joyce, Oxford 
University Press, Oxford and New York, pp.90-95.

Baudrillard, Jean 1998 (first published in this collection 1992, on its own 1983), ‘From 
Simulations', in A Critical and Cultural Theory Reader, eds Anthony Easthope and Kate 
McGowan, Open University Press, Buckingham, pp.203-205.

Baudrillard, Jean 2005, Cool Memories V, 2000-2004, Galilee, Paris.

Bauman, Richard and Sherzer, Joel (eds) 1974, Explorations in the Ethnography o f Speaking, 
Cambridge University Press, London and New York.

Baxendale, John 1992, "Peter Bailey, Leisure and Class in Victorian England"; chapter 2 in 
Reading Into Cultural Studies, eds M. Barker and A. Beezer, Routledge, London and New York.

Beaton, Roderick 1980, Folk Poetry o f  Modern Greece, Cambridge University Press, Cambridge.

205



Beauman, Nicola 1995a (1983), A Very Great Profession, reprint with new afterword, Virago 
Press, London. ■

Beauman, Nicola 1995b, ‘Feminism’, mA Very Great Profession, Nicola Beauman, reprint with 
new afterword, Virago Press, London, pp.63-93.

Belsey, Catherine 1980, Critical Practice, Methuen, London and New York.

Belsey, Catherine 1982, ‘Re-reading the great tradition’, in Re-reading English, ed. Peter 
Widdowson, Methuen, London and New York, pp.121-135.

Belsey, Catherine 1985, The Subject o f Tragedy, Routledge & Kegan Paul, London.

Belsey, Catherine 1988, John Milton, Language, Gender, Power, Basil Blackwell, Oxford.

Belsey, Catherine 1990, ‘Renaissance drama’, in Encyclopedia o f  Literature and Criticism, eds 
Martin Coyle, Peter Garside, Malcolm Kelsall and John Peck, Routledge, London, pp.413-423.

Belsey, Catherine, 1993 (1985), ‘Constructing the subject: deconstructing the text’, in Feminisms, 
an Anthology o f Literary Theory and Criticism, eds Robyn R. Warhol and Diane Price Hemdl, 
Rutgers University Press, New Brunswick, New Jersey, pp.593-609. (Originally in Feminist 
Criticism and Social Change, ed. J. Newton and D. Rosenfelt, Methuen, London 1985).

Belsey, Catherine and Moore, Jane (eds) 1989a, The Feminist Reader, Essays in Gender and the 
Politics o f Literary Criticism, Blackwell, New York.

Belsey, Catherine and Moore, Jane 1989b, ‘Introduction: the story so far’, in The Feminist Reader, 
Essays in Gender and the Politics o f Literary Criticism, eds Catherine Belsey and Jane Moore, 
Blackwell, New York, pp. 1-20.

Benjamin, Walter, 1978a (in German 1966), Reflections, Essays, Aphorisms, Autobiographical 
Writings, ed. Peter Demetz, trans. Edmund Jephcott, Schocken Books, New York.

Benjamin, Walter 1978b (in German 1966), ‘The author as producer’, in Reflections, Essays, 
Aphorisms, Autobiographical Writings, Walter Benjamin, ed. Peter Demetz, trans. Edmund 
Jephcott, Schocken Books, New York, pp.220-238.

Benjamin, Walter 1978c (in German 1966), ‘On language as such and on the language o f man’, in 
Reflections, Essays, Aphorisms, Autobiographical Writings, Walter Benjamin, ed. Peter Demetz, 
trans. Edmund Jephcott, Schocken Books, New York, pp.314-332.

Benjamin, Walter 1978d (in German 1966), ‘On the mimetic faculty’, in Reflections, Essays, 
Aphorisms, Autobiographical Writings, Walter Benjamin, ed. Peter Demetz, trans. Edmund 
Jephcott, Schocken Books, New York, pp.333-336.

Benjamin, Walter 1999a (in German 1955, in English 1968), Illuminations, ed. Hannah Arendt, 
trans. Harry Zorn, Pimlico, London.

Benjamin, Walter 1999b (in German 1955, in English 1968), ‘The task of the translator’, in 
Illuminations, Walter Benjamin, ed. Hannah Arendt, trans. Harry Zorn, Pimlico, London, pp.70- 
82.

Bennett, Tony 1982, ‘Text and history’, in Re-reading English, ed. Peter Widdowson, Methuen, 
London and New York, pp.223-236.

Bennett, Tony 1985, ‘Really useless ‘knowledge’: a political critique of aesthetics’, Thesis Eleven, 
12, pp.28-52.

206



Bennett, Tony 1986a, ‘Marxism and popular fiction’, in Popular Fictions, Essays in Literature and 
History, eds Peter Humm, Paul Stigant and Peter Widdowson, Methuen, London and New York, 
pp.237-265.

Bennett, Tony 1986b, ‘Introduction: popular culture and ‘the turn to Gramsci’, in Popular Culture 
and Social Relations, eds Tony Bennett, Colin Mercer and Janet Woollacott, Open University 
Press, Milton Keynes and Philadelphia, pp.xi-xix.

Bennett, Tony 1989a (1983), ‘Texts, readers, reading formations’, in Modern Literary Theory, A 
Reader, eds Philip Rice and Patricia Waugh, Edward Arnold, London, pp.206-220.

Bennett, Tony 1989b (1987), ‘Texts in history: the determinations o f readings and their texts’, in 
Post-structuralism and the Question o f History, eds Derek Attridge, Geoff Bennington and Robert 
Young, Cambridge University Press, Cambridge, pp.63-81.

Bennett, Tony 1990a, Outside Literature, Routledge, London and New York.

Bennett, Tony (ed.) 1990b, Popular Fiction: Technology, Ideology, Production, Reading, 
Routledge, London and New York.

Bennett, Tony 1990c, ‘Introduction’, in Popular Fiction: Technology, Ideology, Production, 
Reading, Routledge, London and New York, pp.3-8.

Bennett, Tony 1992, ‘Putting policy into Cultural Studies’, in Cultural Studies, edited and with an 
introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with Linda Baughman 
and assistance from John Macgregor Wise, Routledge, New York and London, pp.23-37.

Bennett, Tony 1993, ‘The shape of the past’, in Nation, Culture, Text -  Australian Cultural and 
Media Studies, ed. Graeme Turner, Routledge, London, pp.72-90.

Bennett, Tony 1998a, Culture, A Reformer’s Science, Sage Publications, London.

Bennett, Tony 1998b, ‘Cultural Studies: a reluctant discipline’, Cultural Studies, October 1998, 
Vol. 12, number 4, pp.528-545.

Bennett, Tony, Mercer, Colin and Woollacott, Janet (eds) 1986, Popular Culture and Social 
Relations, Open University Press, Milton Keynes and Philadelphia.

Bennett, Tony, Martin, Graham, Mercer, Colin and Woollacott, Janet (eds) 1987 (1981), Culture, 
Ideology and Social Process, A Reader, B. T. Batsford Ltd in association with The Open 
University Press, London.

Bennett, Tony and Woollacott, Janet 1987, Bond and Beyond: The Political Career o f  a Popular 
Hero, Macmillan & Methuen Inc., London and New York.

Bennett, Tony and Martin, Graham 1990, ‘Series’ editors’ preface’, in Popular Fiction: 
Technology, Ideology, Production, Reading, ed. Tony Bennett, Routledge, London and New York, 
pp.ix-x.

Bennett, Tony, Emmison, Michael and Frow, John 1999, Accounting fo r  Tastes, Australian 
Everyday Cultures, Cambridge University Press, Cambridge.

Benveniste, Emile 1973, Indo-European Language and Society, trans. Elizabeth Palmer,
University o f Miami Press, Coral Gables, Florida.

Berger, P. and Luckman, T. 1966, The Social Construction o f  Reality: A Treatise in the Sociology 
o f Knowledge, Penguin Books, Harmondsworth.

Bernstein, Basil 1971, Class, Codes and Control, vol.l, Routledge & Kegan Paul, London.

207



Bernstein, Basil 1972 (1970), ‘Education cannot compensate for society’, in Education for  
Democracy, 2nd edn, eds David Rubinstein and Colin Stoneman, Penguin Books, Harmondsworth, 
pp. 104-116.

Bernstein, Basil 1997, ‘Class and pedagogies: visible and invisible’, in Education: Culture, 
Economy, Society, eds A. H. Halsey, Hugh Lauder, Phillip Brown and Amy Stuart Wells, Oxford 
University Press, Oxford and New York, pp.59-79.

Bernstein, Basil 2000 (1996), Pedagogy, Symbolic Control and Identity, Theory, Research, 
Critique, revised edn, Rowman & Littlefield Publishers, Inc., London.

Beveridge, M. (ed.) 1983, Children Thinking Through Language, Edward Arnold, London.

Bhabha, Homi K. 1985, ‘Sings taken for wonders: questions of ambivalence and authority under a 
tree outside Delhi, May 1817’, Critical Inquiry 12, (1), Autumn, pp.144-165.

Bhabha, Homi K. (ed.) 1990a, Nation and Narration, Routledge, London and New York.

Bhabha, Homi K. 1990b, ‘Introduction: narrating the nation’, in Nation and Narration, ed. Homi 
K. Bhabha, Routledge, London and New York, pp. 1-7.

Bhabha, Homi K. 1990c, ‘DissemiNation: time, narrative and the margins of the modern nation’, 
in Nation and Narration, ed. Homi K. Bhabha, Routledge, London and New York, pp.291-322.

Bhabha, Homi K. 1991, conference presentation, in Critical Fictions, The Politics o f  Imaginative 
Writing, ed. Philomena Mariani, Bay Press, Seattle, pp.62-65.

Bhabha, Homi K. 1992, ‘Postcolonial authority and postmodern guilt’, in Cultural Studies, edited 
and with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with Linda 
Baughman and assistance from John Macgregor Wise, Routledge, New York and London, pp.56- 
6 8 .

Bhabha, Homi K. 1994, ‘Remembering Fanon: Self, Psyche and the Colonial Condition’, in 
Colonial Discourse and Postcolonial Theory, eds P. Williams and L. Chrisman, Columbia 
University Press, New York, pp. 112-123.

Bhabha, Homi K. 1998 (1990), ‘The third space’ (Interview with Homi Bhabha), in Identity: 
Community, Culture, Difference, ed. Jonathan Rutherford, Lawrence & Wishart, London, pp.207- 
221 .

Bhabha, Homi K. 1999, ‘DissemiNation: time, narrative and the margins o f the modem nation’, in 
Contemporary Social Theory, ed. Anthony Elliott, Blackwell Publishers, Massachusetts and 
London, pp.211-219.

Bhabha, Homi K. 2000 (1994), The Location o f Culture, Routledge, London and New York.

Bhabha, Homi K. 2001 (1983), ‘Of mimicry and man: the ambivalence o f colonial discourse’, in 
Modern literary Theory, A Reader, eds Philip Rice and Patricia Waugh, 4th edn, Arnold, London, 
pp.380-387.

Bhabha, Homi K. and Parekh, Bhikhu 1989, ‘Identities on parade: a conversation’, Marxism 
Today, Theoretical and discussion journal o f the Communist Party, June, Communist Party of 
Great Britain, pp.24-29.

Bien, Peter 1964, Constantine Cavafy, Columbia Essays on Modem Writers, Columbia University 
Press, New York and London.

Binde, Jerome (ed.) 2001, Keys to the 21st Century, with a preface by Koichiro Matsuura, Director- 
General o f UNESCO, UNESCO Publishing & Berghahn Books, Paris, New York and Oxford.

208



Birch, David and O’Toole, Michael (eds) 1988, Functions o f Style, Pinter, London.

Birkerts, Sven 1996 (1994), The Gutenberg Elegies, The Fate o f  Reading in an Electronic Age, 
Faber & Faber, London.

Blanchot, Maurice 1970 (in French 1955), The Space o f Literature (in Greek), trans. Demetrios 
Demetriadis, Exandas, Athens.

Blanchot, Maurice 1977 (1987, first published in French 1986), ‘Michel Foucault as I imagine 
him’, in Foucault/Blanchot, trans. Jeffrey Mehlman and Brian Massumi, Zone Books, New York, 
pp.61-109.

Board of Education 1921, The Teaching o f English in England, [Newbolt Report], His Majesty's 
Stationery Office, London.

Board of Education 1926 (1929 reprint), Report of the Consultative Committee on The Education 
o f the Adolescent, Chairman Sir W. H. Hadow, C.B.E., [Hadow Report - Adolescent], HMSO, 
London.

Board of Education 1931, Report o f the Consultative Committee on The Primary School, 
Chairman Sir W. H. Hadow, C.B.E., [Hadow Report -  Primary School], HMSO, London.

Board of Education 1928, Educational Pamphlet No 60, The New Prospect in Education, H.M. 
Stationery Office, London.

Board of Education 1938 (reprinted 1959), Report o f the Consultative Committee on Secondary 
Education with Special Reference to Grammar Schools and Technical High Schools, [Spens 
Report], H. M. Stationery Office, London.

Boli, John and Ramirez, Francisco O. 1986, ‘World Culture and the Institutional Development of 
Mass Education’ in Handbook o f  Theory and Research for the Sociology o f  Education, ed. John G. 
Richardson, Greenwood Press, New York, Westport, Connecticut and London, pp.65-92.

Bordo, Susan 1990 (1986), ‘Feminism, postmodernism, and gender-scepticism’, in
Feminism/Postmodernism, ed. Linda J. Nicholson, Routledge, New York and London, pp. 133-156.

Bourdieu, Pierre 1976 (1973), ‘Systems of education and systems o f thought’, in Schooling and 
Capitalism, A Sociological Reader, eds Roger Dale, Geoff Esland and Madeleine MacDonald, 
Routledge & Kegan Paul in association with the Open University Press, London and Henley, 
pp. 192-200.

Bourdieu, Pierre 1997a (1991 first published in English, 1982 and 1983 in French), Language and 
Symbolic Power, edited and introduced by John B. Thompson, trans. Gino Raymond and Matthew 
Adamson, Polity Press, London.

Bourdieu, Pierre 1997b (1993), ‘The new petite bourgeoisie’, in Studying Culture, An Introductory 
Reader, eds Ann Gray and Jim McGuigan, Arnold, London, pp.247-255.

Bourdieu, Pierre 1997c, ‘The Forms of Capital’, in Education: Culture, Economy, Society, eds A. 
H. Halsey, H. Lauder, P. Brown, and A. S. Wells, Oxford University Press, New York, pp.46-58.

Bourdieu, Pierre 1999 (first published in English translation 1977, in French 1972), Outline o f a 
Theory o f  Practice, trans. Richard Nice, Cambridge University Press, Cambridge.

Bourdieu, Pierre 2000 (first published in English translation 1984, in French 1979), Distinction, A 
Social Critique o f the Judgement o f  Taste, trans. Richard Nice, Routledge, London.

Bourdieu, Pierre and Passeron, Jean-Claude 1977, Reproduction in Education, Society and 
Culture, trans. Richard Nice, Sage, London and Beverly Hills.

209



Bousted, Mary 2002, ‘Personal growth through English -  policy and practice’, Changing English, 
studies in language and culture, vol. 9, no. 2, October, University of London, Institute of 
Education, London, pp. 185-196.

Brett, R. L. 1986 (1969 in English, 1973 in Greek), Fantasy and Imagination (in Greek), trans. 
Ioulieta Ralli -  Keti Hadjidimou, Ermis, Athens.

Brooks, Caroline St. John, 1983, ‘English: a curriculum for personal development’, in Curriculum 
Practice, ed. M. H. A. Hargreaves, Falmer Press, Lewes.

Brower, Reuben, Vendler, Hellen and Hollander, John (eds) 1973,1. A. Richards: Essays in his 
Honour, Oxford University Press, New York.

Brown, Penelope and Jordanova, Ludmilla 1981, Women and Society: Interdisciplinary Essays, 
Virago, London.

Brown, Penelope and Jordanova, Ludmilla 1996 (1981), ‘Oppressive dichotomies: the 
nature/culture debate’, in A Cultural Studies Reader, History, Theory, Practice, eds Jessica Munns 
and Gita Rajan, with the British section edited and introduced by Roger Bromley, Longman, 
London and New York, pp.509-518.

Browning, Robert 1982, ‘Greek diglossia yesterday and today’, International Journal o f the 
Sociology o f Language, Mouton de Gruyter, Berlin and New York, 35, pp.49-68.

Browning, Robert 1983 (1969), Medieval and Modern Greek, Cambridge University Press, 
Cambridge.

Burgess, Robert G. (ed.) 1988, Studies in Qualitative Methodology, Volume I, Conducting 
Qualitative Research, Jai Press, Stamford, Connecticut and London.

Burgess, Robert G. (ed.) 1993 (1984), The Research Process in Educational Settings: Ten Case 
Studies, The Falmer Press, London and New York.

Burgess, Tony 1984, ‘The Question o f English’, in Changing English, Essays fo r  Harold Rosen, 
eds Margaret Meek and Jane Miller, Heinemann Educational Books for the Institute of Education, 
University of London, London, pp. 1-26.

Burgess, Tony, Turvey, Anne and Quarshie, Richard 2000, ‘Teaching grammar: working with 
student teachers’, Changing English, Studies in Reading and Culture, vol.7, N o .l, March, Institute 
of Education, University o f London, pp.7-21.

Bum, Andrew 1996, ‘Spiders, Werewolves and Bad Girls’, Changing English, Vol. 3, No. 2, 
pp.163-176.

Butler J. and Scott, J. W. (eds) 1992, Feminists Theorize the Political, Routledge, London.

Callinicos, Alex 1993, ‘What is living and what is dead in the philosophy o f Althusser’, in The 
Althusserian Legacy, eds E. Ann Kaplan and Michael Sprinker, Verso, London and New York, 
pp.39-49.

Camariano-Cioran, Ariadna 1974a, Les Academies Principieres de Bucarest et de Jassy et leus 
Professeurs, Institute for Balkan Studies, Thessaloniki.

Camariano-Cioran, Ariadna 1974b, ‘Ecoles grecques dans les principautes danubiennes aux temps 
de Phanariotes’, in Symposium, L ’epoque phanariote, 21-25 Octobre 1970: a la memoire de 
Cleobule Tsourkas, Institute for Balkan Studies, Thessaloniki, pp.49-56.

Cameron, Deborah (ed.) 1998, The Feminist Critique o f Language, A Reader, 2nd edition, 
Routledge, London and New York.

210



Canary, Robert H. and Kozicki, Henry (eds) 1978, The Writing o f History: Literary Form and 
Historical Understanding, University o f Wisconsin Press, Madison.

Cassell, Joan 1988, ‘The relationship of observer to observed when studying up’, in Studies in 
Qualitative Methodology, Volume 1, Conducting Qualitative Research, ed. Robert G. Burgess, Jai 
Press, Stamford and London, pp.89-108.

De Castell, Suzanne, Luke, Allan and Luke, Carmen (eds) 1989, Language, Authority and 
Criticism, Readings on the School Textbook, The Falmer Press, London-New York-Philadelphia.

Castoriadis, Cornelius 1980, article in the newspaper Eleftherotypia (in Greek), 19 February, p.32.

Castoriadis, Cornelius 1992, The Fragmented World (in Greek), trans. (from the French) Zisis 
Sarikas and Kostas Spandidakis, Ypsilon Books, Athens.

Castoriadis, Cornelius 1995 (1987), ‘The social imaginary’, in Class, ed. Patrick Joyce, Oxford 
University Press, Oxford and New York, pp.117-124.

Castoriadis, Cornelius 1997a, The Castoriadis Reader, ed. David Ames Curtis, Blackwell 
Publishers, Oxford.

Castoriadis, Cornelius 1997b, “‘The only way to find out if you can swim is to get into the water”: 
an introductory interview (1974)’, in The Castoriadis Reader, ed. David Ames Curtis, Blackwell 
Publishers, Oxford, pp. 1-34.107

Castoriadis, Cornelius 1997c (1994), ‘Radical imagination and the social instituting imaginary’, in 
The Castoriadis Reader, ed. David Ames Curtis, Blackwell Publishers, Oxford, pp.319-337.

Castoriadis, Cornelius 1997d (1989), ‘Done and to be done’, in The Castoriadis Reader, ed. David 
Ames Curtis, Blackwell Publishers, Oxford, pp.361-417.

Castoriadis, Cornelius 1997e (1983), ‘The Greek Polis and the creation o f democracy’, in The 
Castoriadis Reader, ed. David Ames Curtis, Blackwell Publishers, Oxford, pp.267-289.

Castoriadis, Cornelius 1997f, World in Fragments, Writings on Politics, Society, Psychoanalysis 
and the Imagination, ed. and trans. David Ames Curtis, Stanford University Press, Stanford, 
California.

Castoriadis, Cornelius 1997g, ‘The state of the subject today’, in World in Fragments, Writings on 
Politics, Society, Psychoanalysis and the Imagination, ed. and trans. David Ames Curtis, Stanford 
University Press, Stanford, California, pp. 137-171.

Castoriadis, Cornelius 1997h, ‘From the monad to autonomy’, in World in Fragments, Writings on 
Politics, Society, Psychoanalysis and the Imagination, ed. and trans. David Ames Curtis, Stanford 
University Press, Stanford, California, pp.172-195.

Castoriadis, Cornelius 1998 (English translation 1987, in French 1975) The Imaginary institution 
o f Society, trans. Kathleen Blarney, The MIT Press, Cambridge, Massachusetts.

Cavallo, Guglielmo and Chartier, Roger (eds) 1999, A History o f  Reading in the West, Polity Press, 
Cambridge.

Central Advisory Committee for Education, 1967, Children and their Primary Schools: A Report 
o f the Central Advisory Committee fo r Education [Plowden Report], two vols., HMSO, London.

107 The text does originate in 1974, but Curtis, the editor of the 1997a collection, has used both the 
original version o f 1974 of this interview (and for that an original corrected copy o f the interview 
owned by Castoriadis himself) and another translation o f it from 1975 -  that is why this is a 1997 text.

211



Chambers, Iain 1986, Popular Culture: the Metropolitan Experience, Methuen, London.

Chatterjee, P. 1993, The Nations and Its Fragments: Colonial and Postcolonial Histories, 
Princeton University Press, Princeton, New Jersey.

Chatzidakis, George N. 1892, Einleitung in die neugriechische Grammatik, Neudruck Hildesheim, 
Leipzig.

Chrisman, L. 1994, ‘The imperial unconscious? Representations of imperial discourse’, in P. 
Williams and L. Chrisman (eds), Colonial Discourse and Postcolonial Theory, A Reader, 
Columbia University Press, New York, pp.498-516.

Christodoulou, George A. 1999a, ‘Extreme archaists and purists’ (in Greek), in History o f the 
Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, 
pp.224-225.

Christodoulou, George A. 1999b, ‘Korais and Kodrikas, the “middle way”, and the reaction’ (in 
Greek), in History o f  the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and 
Historical Archive, Athens, pp.230-231.

Christodoulou, George A. 1999c, ‘Katharevousa as the official language’ (in Greek), in History of 
the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, 
Athens, pp.248-249.

Clarke, John, Hall, Stuart, Jefferson, Tony and Roberts, Brian 1982 (1975), ‘Subcultures, cultures 
and class: a theoretical overview’, in Resistance Through Rituals, Youth Subcultures in Post-War 
Britain, eds Stuart Hall and Tony Jefferson, Hutchinson in association with the Centre for 
Contemporary Cultural Studies at the University of Birmingham, London, pp.9-74.

Clement, Catherine and Kristeva, Julia 2001 (1998 in French), The Feminine and the Sacred, trans. 
Marie Todd, Columbia University Press & Palgrave, U.S.

Clogg, Richard 1979, A Short History o f Modern Greece, Cambridge University Press, Cambridge.

Clogg, Richard (ed.) 1981a, Balkan Society in the Age o f Greek Independence, Macmillan, London 
and Basingstoke.

Clogg, Richard 1981b, Modern Greece, The Historical Association, London.

Clogg, Richard 1987, Parties and Elections in Greece, The Search fo r  Legitimacy, Duke 
University Press, Durham, North Carolina.

Clogg, Richard 1999 (1992), A Concise History o f Greece, Cambridge University Press, 
Cambridge, New York, Melbourne.

Coates, Jennifer (ed.) 1998, Language and Gender, A Reader, Blackwells Publishers, Oxford.

Collie, M. J. 1958, ‘Value and the teaching of literature’, Universities Quarterly, 12.

Collins, Richard, Curran, James, Gamham, Nicholas, Scanned, Paddy, Schlesinger, Philip and 
Sparks, Colin (eds) 1986, Media, Culture and Society, A Critical Reader, Sage Publications, 
London.

Committee on Higher Education 1963, Higher Education: Report o f  the Committee Appointed by 
the Prime Minister Under the Chairmanship o f Lord Robbins 1961-1963 [.Robbins Report], Her 
Majesty’s Stationery Office, London.

Conekin, Becky, Mort, Frank and Waters, Chris (eds) 1999, Moments o f Modernity, 
Reconstructing Britain, 1945-1964, Rivers Oram Press, London and New York.

212



Connor, Steven 1989, Postmodernist Culture: An Introduction to Theories o f the Contemporary, 
Basil Blackwell, Oxford.

Corrigan, Paul and Frith, Simon 1982 (1976), ‘The politics of youth culture’, in Resistance 
through Rituals, Youth Subcultures in Post-War Britain, eds Stuart Hall and Tony Jefferson, 
Hutchinson in association with the Centre for Contemporary Cultural Studies at the University of 
Birmingham, London, pp.231-241.

Court, Franklin E. 1992, Institutionalising English Literature, the Culture and Politics o f Literary 
Study, 1750-1900, Stanford University Press, Stanford, California.

Coyle, Martin, Garside, Peter, Kelsall, Malcolm and Peck, John (eds) 1991 (1990), Encyclopedia 
o f Literature and Criticism, Routledge, London.

Cox, Brian, 1991, Cox on Cox, An English Curriculum for the 1990's, Hodder & Stoughton, 
London.

Cunningham, Stuart 1991, ‘Cultural Studies from the viewpoint of cultural policy’, Meaning, Fine 
Writing and Provocative Ideas, vol. 50, issue 2/3, University of Melbourne, Australia.

Cunningham, Stuart 1997 (1991), ‘Cultural Studies from the viewpoint o f cultural policy’, in 
Studying Culture, An Introductory Reader, eds Ann Gray and Jim McGuigan, Arnold, London, 
pp.306-318.

Corcoran, Bill and Evans, Emrys (eds) 1987, Readers, Texts, Teachers, Boynton/Cook Publishers, 
Heinemann, Portsmouth, NH.

Corcoran, Bill 1987, ‘Teachers Creating Readers’, in Readers, Texts, Teachers, eds Bill Corcoran 
and Emrys Evans, Boynton/Cook Publishers, Heinemann, Portsmouth, NH, pp.41-74.

Curtis, David Ames 1997, ‘Translator’s foreword’, in Castoriadis, Cornelius, World in Fragments, 
Writings on Politics, Society, Psychoanalysis, and the Imagination, ed. and trans. David Ames 
Curtis, Stanford University Press, Stanford, California, pp.xi-xxx.

Dale, Roger, Esland, Geoff and MacDonald, Madeleine (eds) 1976, Schooling and Capitalism, A 
Sociological Reader, Routledge & Kegan Paul in association with the Open University Press, 
London and Henley.

Dale, Roger, Esland, Geoff, Ferguson, Ross and MacDonald, Madeleine (eds) 1981, Education 
and the State, vol. 1, Schooling and the National Interest, The Falmer Press in association with 
The Open University Press, Sussex.

Daly, Caroline 1996, ‘Whose World? Ideological Struggle in Teachers’ and Pupils’ Experience of 
Literary Texts’, Changing English, vol. 3, no. 2, pp. 177-187.

Danaher, Geoff, Schirato, Tony and Webb, Jen 2000, Understanding Foucault, Sage Publications, 
London.

Davies, Brian 1976, Social Control and Education, Methuen, London.

Davies, Brian 1986, ‘Halting progress: some comments on recent British educational policy and 
practice’, J. Education Policy, Vol. 1, No. 4, pp.349-359.

Davies, Brian 1995a, ‘Bernstein on classrooms’, in Discourse and Reproduction, Essays in Honor 
o f Basil Bernstein, eds Paul Atkinson, Brian Davies and Sara Delamont, Hampton Press, New 
Jersey, pp. 137-157.

Davies, Brian 1995b, ‘Acquiring the Means of Acquisition: is pedagogic practice a crucial 
variable?’, in International Studies in Sociology o f Education, Vol. 5, No. 2, pp. 189-202.

213



Davies, Chris 1996, What is English Teaching?, Open University Press, Buckingham,
Philadelphia.

Davies, Tony 1982, ‘Common sense and critical practice: teaching literature’, in Re-reading 
English, ed. Peter Widdowson, Methuen, London and New York, pp.32-43.

Davies, Tony 1987 (1981), ‘Education, ideology and literature’, in Culture, Ideology and Social 
Process, A Reader, eds Tony Bennett, Graham Martin, Colin Mercer and Janet Woollacott, B. T. 
Batsford Ltd in association with The Open University Press, London, pp.251-260.

Deane, Seamus 1996, ‘The Field Day enterprise’, in A Cultural Studies Reader, History, Theory, 
Practice, eds Jessica Munns and Gita Rajan, with the British section edited and introduced by 
Roger Bromley, Longman, London and New York, pp.432-440.

Dearing, Ron 1994, The National Curriculum and its Assessment: Final Report, School 
Curriculum and Assessment Authority, London.

Delmouzos, Alexandros 1947, Photis Photiadis and his Pedagogical Work (in Greek), Alikiotis 
Publications, Athens.

Delmouzos, Alexandros 1950, The Secret School (in Greek), Publications of the French Institute, 
Athens.

Delphy, Christine 1981 (1977), ‘Women in stratification studies’, trans. Hellen Roberts, in Doing 
Feminist Research, ed. Helen Roberts, Routledge & Kegan Paul, London, Boston and Henley, 
pp.114-128.

Demetz, Peter 1986 (1978), ‘Introduction’, in Reflections, Walter Benjamin, Essays, Aphorisms, 
Autobiographical Writings, Schocken Books, New York, pp.vii-xlii.

Department o f Education and Science, 1963, H alf Our Future, A report o f the Central Advisory 
Council fo r Education (England), Chairman: Mr. John H. Newsom1 8 C.B.E., [Newsom Report], 
HMSO, London.

Department o f Education and Science 1975, A Language fo r  Life, Report o f  the Committee o f  
Inquiry appointed by the Secretary o f  State fo r  Education and Science under the Chairmanship o f  
Sir Allan Bullock FBA, [Bullock Report], H. M. Stationery Office, London.

Department o f Education and Science, 1988, Report o f  the Committee o f  Inquiry into the Teaching 
of English Language, [Kingman Report], HMSO, London.

Derrida, Jacques 1982, ‘Signature event context’, in Margins o f  Philosophy, trans. Alan Bass, The 
University of Chicago Press, Chicago, pp.307-330.

Diagne, Pathe 1986, ‘Language as an instrument of intercultural communication and its 
relationship with cultural identity’ (Summary o f the original French text in English), in Language, 
Identity and Communication, UNESCO, Paris.

Dimaras, Alexis 1999a, ‘Yiannis Psycharis and Demoticism’ (in Greek), in History o f the Greek 
Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, pp.264- 
265.

Dimaras, Alexis 1999b, ‘Social dimensions and the Constitution’ (in Greek), in History o f  the 
Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, 
pp.266-267.

108 He became Sir John Newsom at the time of publication.

214



Dimaras, Alexis 1999c, ‘From the suggestions to the bills’ (in Greek), in History o f the Greek 
Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, pp.268- 
269.

Dinesen, Isak (aka Karen Blixen) 1994 (1961), ‘The poet’, in Seven Gothic Tales, The Modem 
Library, New York, pp.443-522.

Dodd, Kathryn 1990, ‘Cultural politics and women’s historical writing: the case of Ray Strachey’s 
The Cause', Women’s Studies International Forum, 13: 127-37.

Dollimore, Jonathan and Sinfield, Alan 2002 (1985), ‘History and ideology: the instance of Henry 
V , in Alternative Shakespeares, ed. John Drakakis, Routledge, London and New York, pp.206- 
227.

Donald, James 1985, ‘Beacons of the future: schooling, subjection and subjectification’, in 
Subjectivity and Social Relations, eds Veronica Beechley and James Donald, Open University 
Press, Milton Keynes, pp.214-249.

Donald, James 1988, ‘Machineries o f democracy: education and entertainment in inter-war 
Britain’, Critical Quarterly 30, 3, pp.69-78.

Donaldson, M. 1978, Children’s Minds, W.W. Norton, New York.

Donzelot, J. 1979, The Policing o f Families, Pantheon Books, New York.

Doyle, Brian 1989, English and Englishness, Routledge, London and New York.

Doyle, Brian 1995, ‘Changing the culture o f Cultural Studies’, in Theorising Culture, An 
Interdisciplinary Critique After Postmodernism, eds Barbara Adam and Stuart Allan, UCL Press, 
London, pp. 174-185.

Durozoi, Gerard and Roussel, Andre 1987, Dictionnaire de Philosophie, Natten, Paris.

Drakakis, John (ed.) 2002a (1985), Alternative Shakespeares, Routledge, London and New York.

Drakakis, John 2002b (1985), ‘Introduction’, in Alternative Shakespeares, ed. John Drakakis, 
Routledge, London and New York, pp. 1-25.

During, Simon 1990, ‘Literature -  nationalism’s other? The case for revision’, in Nation and 
Narration, ed. Homi K. Bhabha, Routledge, London and New York, pp. 138-153.

During, Simon (ed.) 1997 (1993), The Cultural Studies Reader, Routledge, London.

Eagleton, Terry 1983, Literary Theory: An Introduction, Oxford: Blackwell.

Eagleton, Terry 1984, The Function o f Criticism, From the Spectator to Post-Structuralism, Verso, 
London.

Eagleton, Terry 1985, The subject of literature, paper delivered to the annual conference of the 
National Association o f English Teachers, Nottingham, unpublished manuscript.

Eagleton, Terry 1988, ‘Editor’s preface’, in John Milton, Language, Gender, Power, Catherine 
Belsey, Basil Blackwell, Oxford, pp.viii-ix.

Eagleton, Terry (ed.) 1989, Raymond Williams: Critical perspectives, Polity press in association 
with Basil Blackwell, Cambridge and Oxford.

Eagleton, Terry 1998 (1976), Criticism and Ideology, a Study in Marxist Literary Theory, Verso, 
London and New York.

215



Easthope, Anthony 1991, Literary Into Cultural Studies, Routledge, London and New York.

Easthope, Anthony 1999, Englishness and National Culture, Routledge, London and New York.

Easthope, Anthony and McGowan, Kate (eds) 1998 (1992), A Critical and Cultural Theory 
Reader, Open University Press, Buckingham.

Eco, Umberto 1981, The Role o f the Reader: Explorations in the Semiotics o f  Texts, Hutchinson, 
London.

Eco, Umberto 1994, Six Walks in the Fictional Woods, Harvard University Press, Cambridge, 
Massachusetts and London England.

Eco, Umberto 1997a (1986 in English, 1973 in Italian,), Faith in Fakes, Travels in Hyperreality, 
trans. W. Weaver, Minerva, London.

Eco, Umberto 1997b (1995 in English, 1993 in Italian), The Search for the Peifect Language, 
trans. James Fentress, Fontana Press, London.

Ehrenreich, Barbara 1990 (1989) Fear o f Falling, The Inner Life o f the Middle Class, Harper 
Perennial, New York.

Einhom, Barbara 1993, Cinderella Goes to Market -  Citizenship, Gender and women’s movements 
in East Central Europe, Verso, London.

Einhom, Barbara 1997 (1993), ‘Can Cinderella become a citizen?’, in Studying Culture, An 
Introductory Reader, eds Ann Gray and Jim McGuigan, Arnold, London, pp.282-286.

Eldridge, John and Eldridge, Lizzie 1994, Raymond Williams, Making Connections, Routledge, 
London and New York.

Eliot, Thomas Steams 1950a (1932) Selected Essays, 1917-1932, Harcourt, Brace and Co., New 
York.

Eliot, Thomas Steams 1950b (1923), ‘The function of criticism’, in Selected Essays, 1917-1932, 
Harcourt, Brace and Co., New York, pp. 12-24.

Eliot, Thomas Steams 1950c (1920), The Sacred Wood: Essays on Poetry and Criticism, 7th edn, 
Methuen & Co. Ltd., London.

Eliot, Thomas Steams 1962 (1948), Notes Towards the Definition o f  Culture, Faber & Faber, 
London.

Eliot, Thomas Steams 1989a (1919), ‘Tradition and the individual talent’, in 20th Century Literary 
Criticism, A Reader, ed. David Lodge, Longman, London and New York, pp.71-77.

Eliot, Thomas Steams 1989b (1923), ‘The function of criticism’, in 20th Century Literary 
Criticism, A Reader, ed. David Lodge, Longman, London and New York, pp.77-84.

Elliott, Anthony (ed.) 1999, Contemporary Social Theory, Blackwell Publishers, Massachusetts 
and Oxford.

Erickson, Bonnie H. 1996, ‘Culture, class and connections’, AJS {American Journal o f Sociology), 
102:1, pp.217-51.

Ermarth, Elizabeth Deeds 1992, Sequel to History, Postmodernism and the Crisis o f  
Representational Time, Princeton University Press, Princeton, New Jersey.

Escarpit, Robert 1961, ‘Creative treason as a key in literature’, Yearbook o f Comparative and 
General Literature, 10.

216



Evaggelides, Triphon 1936a, Paideia During the Ottoman Rule, (Greek Schools from the Fall of 
Polis until the time o f Capodistrias) (in Greek), vol.l, Karavias, Athens.

Evaggelides, Triphon 1936b, Paideia During the Ottoman Rule, (Greek Schools from the Fall o f  
Polis until the time o f Capodistrias) (in Greek), vol.2, Karavias, Athens.

Evaggelopoulos, Spiros 1998a, Greek Education, vol. 1, Antiquity -  Hellenistic and Greek-Roman 
Period, Byzantium -  Turkish Rule -  19th Century (in Greek), Ellinika Grammata Publications, 
Athens.

Evaggelopoulos, Spiros 1998b, Greek Education, vol. 2, 20ieth century (in Greek), 2nd edn, 
Ellinika Grammata Publications, Athens.

Evans, I. B. 1940, A Short History o f English Literature, Penguin Books Ltd, Harmondsworth.

Fairclough, Norman 1992 (ed.) Critical Language Awareness, Longman, London.

Fanon, Frantz 1970, (1959 in French), A Dying Colonialism, trans. from the French by Haakon 
Chevalier, Penguin Books, Harmondsworth.

Fanon, Frantz 1976 (1961 in French), The Wretched o f the Earth, preface by Jean-Paul Sartre, 
trans. Constance Farrington, Penguin Books, Harmondsworth.

Fanon, Franz 1986, Black Skin, White Masks, introduction by Homi K. Bhabha, Pluto, London.

Faris, J. 1968, ‘Validation in ethnographical description: the lexicon o f “occasions” in Cat 
Harbour’, Man, n.s., 3, 1.

Ferguson, Charles A. 1959, ‘Diglossia’, Word, Journal o f  the Linguistic Circle o f  New York, vol. 
15, pp.325-340.

Ferguson, Charles A. 1972 (1959), ‘Diglossia’, in Language in Education, A Source Book, 
prepared by the Language and Learning Course Team at the Open University, Routledge & Kegan 
Paul, in association with the Open University Press, London and Boston, pp.38-45.

Fieldhouse, Roger 1993, ‘Oxford and adult education’, in Raymond Williams: Politics, Education, 
Letters, eds John W. Morgan and Peter Preston, St. Martin’s Press, New York, pp.47-64.

Fiske, John 1996, ‘Down Under Cultural Studies’, Cultural Studies, 10(0), pp.369-74.

Fitzgerald, Thomas K. 1994 (1991), ‘Media, ethnicity and identity’, in Culture and Power, a 
Media, Culture and Society Reader, eds Paddy Scanned, Philip Schlesinger and Colin Sparks,
Sage Publications, London, pp.l 12-133.

Foucault, Michel 1971, ‘Orders of discourse, inaugural lecture delivered at the College de France’, 
Social Science Information, vol. 10, issue 2, pp.7-30.

Foucault, Michel 1980, Power/Knowledge: Selected Interviews and Other Writings, 1972-1977, 
ed. Colin Gordon, trans. Colin Gordon, Leo Marshall, John Mepham and Kate Soper, Harvester 
Wheatsheaf, London.

Foucault, Michel 1981, The History o f Sexuality, vol. I, an Introduction, Penguin, Harmondsworth.

Foucault, Michel 1982, ‘Afterword’, in Michel Foucault: Beyond Structuralism and Hermeneutics, 
H. Dreyfus and P. Rabinow, University of Chicago Press, Chicago, pp.208-226.

Foucault, Michel 1988, ‘Technologies of the se lf, in Technologies o f  the Self: A Seminar with 
Michel Foucault, eds Luther H. Martin, Huck Gutman and Patrick H. Hutton, Tavistock, London, 
pp. 16-49.

217



Foucault, Michel 1990 (1978 in English, 1976 in French), The Will to Knowledge, (The History o f 
Sexuality, vol. I), trans. Robert Hurley, Penguin Books.

Foucault, Michel 1991a (1979), ‘What is an author?’, in Modern Criticism and Theory, A Reader, 
ed. David Lodge, trans. Joseph V. Harari, Longman, London and New York, pp.197-210.

Foucault, Michel 1991b (1984), The Foucault Reader, ed. Paul Rabinow, Penguin Books, London.

Foucault, Michel 1996 (1971) ‘From ‘The order of discourse” , in Modern Literary Theory, A 
Reader, 3rd edn, eds Philip Rice and Patricia Waugh, Arnold, London, pp.239-251.

Foucault, Michel 1997a (in French 1994), Ethics, Subjectivity and Truth, The Essential Works I, 
ed. Paul Rabinow, trans. Robert Hurley and others, Allen Lane, The Penguin Press, London.

Foucault, Michel 1997b (1987, first published in French 1966/1986), ‘Maurice Blanchot: the 
thought from the outside’, in Foucault/Blanchot, trans. Jeffrey Mehlman and Brian Massumi, Zone 
Books, New York, pp.7-58.

Foucault, Michel and Blanchot, Maurice 1997 (1987), Foucault/Blanchot, trans. Jeffrey Mehlman 
and Brian Massumi, Zone Books, New York.

Fox, Carol 1995, ‘The person behind the mask: student teachers’ readings of multicultural 
literature’, in Opening New Worlds, ed. Joan Goody, N.A.T.E. (National Association for the 
Teaching of English), Sheffield, pp.25-37.

Fragos, Christos 1976, ‘Suggestion for the methods of teaching o f the Modern Greek Grammar’
(in Greek), in Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern 
Greek Language and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for 
Educational Studies and Further Education, National Stationery Office, Athens, pp.343-358.

Fragoudaki, Anna and Dragona, Thalia 1997, '‘'‘What is Our Home Country? ” Ethnocentricism in 
Education (in Greek), 2nd edn, Alexandria Publications, Athens.

Furst, Lilian R. 2003 (1969 in English, 1974 in Greek), Romanticism (in Greek), trans. Ioulieta 
Ralli and Keti Hatjidimou, Ermis, Athens.

Fuss, Diana 1989, Essentially Speaking, Feminism, Nature and Difference, Routledge, New York.

Gamham, Nicholas and Williams, Raymond 1980, ‘Pierre Bourdieu and a sociology of culture: an 
introduction’, Media, Culture and Society, 2 (3).

Gates, Henry Louis Jr. (ed.) 1985, ‘Race ’, Writing and Difference, The University of Chicago 
Press, Chicago, Illinois.

Gellner, Ernest 1983, Nations and Nationalism, Basil Blackwell, Oxford.

Gellner, Ernest 1992, Nations and Nationalism (in Greek), trans. Dora Lafazani, Alexandria, 
Athens.

Georgoudis, Dinos 1999, ‘The Five Languages of the time between the World Wars’ (in Greek), in 
History o f  the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical 
Archive, Athens, pp.276-277.

Giddens, Anthony 1981, ‘The state o f sociology’, Times Literary Supplement, 27 February, 
pp.215-216.

Giddens, Anthony 1996, ‘Literature and Society: Raymond Williams’; in In Defence o f Sociology, 
Essays, Interpretations and Rejoinders, Polity Press, Cambridge, pp. 198-207.

218



Gilbert, Rob and Gilbert, Pam 1998, Masculinity Goes to School, Routledge, London and New 
York.

Giroux, Henry A. 1992, ‘Resisting difference: Cultural Studies and the discourse of critical 
pedagogy’, in Cultural Studies, edited and with an introduction by Lawrence Grossberg, Cary 
Nelson and Paula A. Treichler, with Linda Baughman and assistance from John Macgregor Wise, 
Routledge, New York and London, pp.199-212.

Giroux, Henry A. 1994, ‘Living dangerously: identity politics and the new cultural racism’, in 
Between Borders, Pedagogy and the Politics o f Cultural Studies, eds Henry A. Giroux and Peter 
McLaren, Routledge, New York and London, pp.29-55.

Giroux, Henry A. and McLaren, Peter (eds) 1994, Between Borders, Pedagogy and the Politics of 
Cultural Studies, Routledge, New York and London.

Gledhill, Christine 1997, ‘Genre and gender: the case of the soap opera’, in Representation, 
Cultural Representations and Signifying Practices, ed. Stuart Hall, Sage Publications in 
association with the Open University, London, pp.337-389.

Glinos, Demetrios 1983, The Complete Works, vol. 2 , 1910-1914 (in Greek), Themelio, Athens.

Goldmann, Lucien 1976a (in French 1971), Cultural Creation in Modern Society, trans. Bart 
Grahl, introduction by William Mayrl, bibliography and appendices compiled by Ileana Rodriguez 
and Marc Zimmermann, Telos Press, Saint Louis.

Goldmann, Lucien 1976b (in French 1971), ‘Dialectical thought and transindividual subject’, in 
Cultural Creation in Modern Society, trans. Bart Grahl, introduction by William Mayrl, 
bibliography and appendices compiled by Ileana Rodriguez and Marc Zimmermann, Telos Press, 
Saint Louis, pp.89-107.

Goodson, I. and Medway, P. (eds) 1990, Bringing English to Order: The History and Politics o f a 
School Subject, The Falmer Press, London.

Goody, Joan (ed.) 1995a, Opening New Worlds, N.A.T.E. (National Association for the Teaching 
of English), London.

Goody, Joan 1995b, ‘Introduction’, in Opening New Worlds, ed. Joan Goody, N.A.T.E. (National 
Association for the Teaching of English), London.

Gossman, Lionel 2001 (1990), Between History and Literature, Replica Books, a Division of 
Baker & Taylor, Bridgewater, New Jersey.

Gramsci, Antonio 1996 (1947/1975 in translation), ‘Intellectuals’, in A Cultural Studies Reader, 
History, Theory, Practice, eds Jessica Munns and Gita Rajan, with the British section edited and 
introduced by Roger Bromley, Longman, London and New York, pp.97-104.

Gramsci, Antonio 1999 (1971), Selections from the Prison Notebooks, ed. and trans. Quintin Hoare 
and Geoffrey Nowell Smith, International Publishers, New York.

Gray, Ann 1997, ‘Learning from experience: Cultural Studies and feminism’, in Cultural 
Methodologies, ed. Jim McGuigan, Sage, London, pp.87-105.

Gray, Ann and McGuigan, Jim (eds) 1997 (1993), Studying Culture, An Introductory Reader, 
Arnold, London.

Goodson, Ivor F. and Ball, Stephen J. (eds) 1984, Defining the Curriculum, Histories and 
Ethnographies, The Falmer Press, London and Philadelphia.

219



Green, Bill 1990, ‘A dividing practice: ‘Literature’, English teaching and cultural politics’, in 
Bringing English to Order: The History and Politics o f a School Subject,4: ds Ivor Goodson and 
Peter Medway, The Falmer Press, London, pp. 13 5-161.

Green, Bill 1991, ‘Reading readings’: towards a postmodernist reading pedagogy’, in Towards a 
Critical Sociology o f Reading Pedagogy, Papers o f the XII World Congress on Reading, 1988, eds 
Carolyn D. Baker and Allan Luke, John Benjamins Publishing Company, 
Amsterdam/Philadelphia, pp.211-235.

Green, Bill 1995a, ‘Post-curriculum possibilities: English teaching, cultural politics, and the 
postmodern turn’, Journal o f Curriculum Studies, vol.27, no.4, pp.391-409.

Green, Bill 1995b, On compos(IT)ing: writing differently in the post-age, paper presented at the 
Annual Conference of the Australian Association for the Teaching of English, Sydney, January.

Green, Bill 1997, ‘Rhetorics of meaning or renovating the subject of English teaching’, Changing 
English, Studies in Reading and Culture, vol.4, no.l, March, Institute of Education, University of 
London, pp.7-30.

Grigoriadis, N., Karvelis, D., Milionis, Ch., Balaskas, K. and Paganos, G. 2000, Texts o f Modern 
Greek Literature, (Anthology), (in Greek), 1st class of Gymnasium (ages 12-13), Organisation for 
the Publishing o f Didactic Books, Ministry of National Paideia and Religions, Pedagogical 
Institute, Athens.

Grossberg, Lawrence 1988, ‘It’s a sin: politics, postmodernity and the popular’, in I t ’s a sin, 
Essays on Postmodernism, Politics and Culture, Lawrence Grossberg, Tony Fry, Ann Curthoys 
and Paul Patton, Power Publications, Sydney, pp.6-71.

Grossberg, Lawrence 1996a, ‘Identity and Cultural Studies: is that all there is?’, in Questions of 
Cultural Identity, eds Stuart Hall and Paul du Gay, Sage Publications, London, pp.87-107.

Grossberg, Lawrence 1996b, ‘History, politics and postmodernism: Stuart Hall and Cultural 
Studies’, in Stuart Hall, Critical Dialogues in Cultural Studies, eds David Morley and Kuan- 
Hsing Chen, Routledge, London and New York, pp. 151-173.

Grossberg, Lawrence, Fry, Tony, Curthoys, Ann and Patton, Paul 1988, I t ’s a sin, Essays on 
postmodernism, Politics and Culture, Power Publications, Sydney.

Grossberg, Lawrence, Nelson, Cary and Treichler, Paula A. (eds) with Linda Baughman and 
assistance from John Macgregor Wise, 1992, Cultural Studies, Routledge, New York and London.

Guillory, John 1992, ‘Canon, Syllabus, List: a note on the pedagogic imaginary’, in The Best 
American Essays, 1992, ed. Susan Sontag, Ticknor & Fields, New York, pp.158-180.

Guillory, John 1993, Cultural Capital, The Problem of Literary Canon Formation, The University 
of Chicago Press, Chicago and London.

Hall, Kira, Bucholtz, Mary and Moonwomon, Birch (eds) 1992, Locating Power, Proceedings of 
the Second Berkeley Women and Language Conference, Volume 1, Berkeley Women and 
Language Group, University of California, Berkeley, California.

Hall, Stuart 1980, ‘Race, articulation and societies structured in dominance’, in Sociological 
Theories: Race and Colonialism, Unesco, Paris, pp.305-345.

Hall, Stuart 1981 (1977), ‘Schooling, state and society’, in Education and the State, vol. 1, 
Schooling and the National Interest, eds Roger Dale, Geoff Esland, Ross Ferguson and Madeleine 
MacDonald, The Falmer Press in association with The Open University Press, Sussex, pp.3-29.

Hall, Stuart 1985, ‘Signification, representation, ideology: Althusser and the post-structuralist 
debates’, Critical Studies in Mass Communication, 2 (2), pp.91-114.

220



Hall, Stuart 1986a (1980), ‘Cultural studies: two paradigms’, in Media, Culture and Society, A 
Critical Reader, eds Richard Collins, James Curran, Nicholas Gamham, Paddy Scanned, Philip 
Schlesinger and Colin Sparks, Sage Publications, London, pp.33-48.

Hall, Stuart 1986b, ‘On postmodernism and articulation: an interview with Stuart Hall’, ed. 
Lawrence Grossberg, Journal o f Communication Inquiry, Vol. 10, no. 2, pp.45-60.

Hall, Stuart 1987, ‘Blue election, election blues’, Marxism Today, Theoretical and discussion 
journal o f the Communist Party, July, C.P.G.B. (Communist Party o f Great Britain), pp.30-35.

Hall, Stuart 1988, ‘Only Connect: the life of Raymond Williams’, New Statesman, 5 February: 
20:1.

Hall, Stuart 1990, ‘Cultural identity and diaspora’, in Identity, Community, Culture, Difference, ed. 
Jonathan Rutherford, Lawrence and Wishart, London.

Hall, Stuart 1992, ‘Cultural Studies and its Theoretical Legacies’, in Cultural Studies, eds 
Lawrence Grossberg, Cary Nelson and Paula A. Treichler, Routledge, New York and London, 
pp.277-294.

Hall, Stuart 1994a, ‘Cultural identity and diaspora’, in Colonial Discourse and Postcolonial 
Theory, eds P. Williams and L. Chrisman, Columbia University Press, New York, pp.392-403.

Hall, Stuart 1994b, ‘Notes on deconstructing the popular’, in Cultural Theory and Popular 
Culture, A Reader, ed. John Storey, Harvester Wheatsheaf, Hemel Hempstead.

Hall, Stuart 1996a (1995), interviewed by Roger Bromley, in A Cultural Studies Reader, History, 
Theory, Practice, eds Jessica Munns and Gita Rajan, with the British section edited and introduced 
by Roger Bromley, Longman, London and New York, pp.659-673.

Hall, Stuart 1996b (1986), ‘ Gramsci's relevance for the study o f race and ethnicity’, in Stuart Hall, 
Critical Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen, Routledge, 
London and New York, pp.411-440.

Hall, Stuart 1996c (1989), ‘New ethnicities’, in Stuart Hall, Critical Dialogues in Cultural Studies, 
eds David Morley and Kuan-Hsing Chen, Routledge, London and New York, pp.441-449.

Hall, Stuart 1996d (1986), ’On postmodernism and articulation: an interview with Stuart Hall’, 
edited by Lawrence Grossberg, in Stuart Hall, Critical Dialogues in Cultural Studies, eds David 
Morley and Kuan-Hsing Chen, Routledge, London and New York, pp. 131-150.

Hall, Stuart 1996e, ‘Encoding/Decoding’, in Culture, Media, Language, Working Papers in 
Cultural Studies, 1972-79, eds Stuart Hall, Dorothy Hobson, Andrew Lowe and Paul Willis, 
Routledge in association with the Centre for Contemporary Cultural Studies, University of 
Birmingham, London, pp. 128-138.

Hall, Stuart 1996f (1980), ‘Cultural studies and the Centre: some problematics and problems’, in 
Culture, Media, Language, Working Papers in Cultural Studies, 1972-79, eds Stuart Hall, Dorothy 
Hobson, Andrew Lowe and Paul Willis, Routledge in association with the Centre for 
Contemporary Cultural Studies, University of Birmingham, London, pp. 15-47.

Hall, Stuart 1996g (1983), ‘The problem of ideology: marxism without guarantees’, in Stuart Hall, 
Critical Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen, Routledge, 
London and New York, pp.25-46.

Hall, Stuart 1996h, ‘Cultural Studies and the politics of internationalisation: an interview with 
Stuart Hall by Kuan-Hsing Chen’, edited by Naifei Ding and Kuan-Hsing Chen, in Stuart Hall, 
Critical Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen, Routledge, 
London and New York, pp.392-408.

221



Hall, Stuart 19961, ‘The meaning o f New Times’, in Stuart Hall, Critical Dialogues in Cultural 
Studies, eds David Morley and Kuan-Hsing Chen, Routledge, London and New York, pp.224-237.

Hall, Stuart 1996j, ‘For Allon White: metaphors of transformation’, in Stuart Hall, Critical 
Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen, Routledge, London and 
New York, pp.287-305.

Hall, Stuart 1996k (1980), ‘Recent developments in theories of language and ideology: a critical 
note’, in Culture, Media, Language, Working Papers in Cultural Studies, 1972-79, eds Stuart Hall, 
Dorothy Hobson, Andrew Lowe and Paul Willis, Routledge in association with the Centre for 
Contemporary Cultural Studies, University of Birmingham, London, pp. 157-162.

Hall, Stuart 1997a (first published 1993 in this selection, 1987 generally), ‘Minimal Selves’, in 
Studying Culture, An Introductory Reader, eds Ann Gray and Jim McGuigan, Arnold, London, 
pp.134-138.

Hall, Stuart (ed.) 1997b, Representation, Cultural Representations and Signifying Practices, Sage 
Publications in association with The Open University, London.

Hall, Stuart 1997c, ‘The work of representation’, in Representation, Cultural Representations and 
Signifying Practices, ed. Stuart Hall, Sage Publications in association with The Open University, 
London, pp. 13-74.

Hall, Stuart and Whannel, Paddy 1964, The Popular Arts, Hutchinson, London.

Hall, Stuart and Jefferson, Tony (eds) 1982 (1976), Resistance through Rituals, Youth Subcultures 
in Post-War Britain, Hutchinson in association with the Centre for Contemporary Cultural Studies 
at the University of Birmingham, London.

Hall, Stuart, Hobson, Dorothy, Lowe, Andrew and Willis, Paul 1996 (1980), Culture, Media, 
Language, Working Papers in Cultural Studies, 1972-79, Routledge in association with the Centre 
for Contemporary Cultural Studies, University of Birmingham, London.

Hall, W. A. 1985, The Adult Education Movement in the Twentieth Century, Department o f Adult 
Education, University of Nottingham.

Halliday, M.A.K. 1985, An Introduction to Functional Grammar, Edward Arnold, London.

Haney, William S. II and Pagan, Nicholas O. (eds) 1999, The Changing Face o f English Literary 
and Cultural Studies in a Transnational Environment, The Edwin Mellen Press, New York.

Hardcastle, John 1997, ‘History into mind: English teaching and the idealist legacy’, Changing 
English, studies in reading and culture, vol. 4, no. 1, March, pp.31-49.

Hardcastle, John 1999, ‘Von Humboldt’s Children: English and the Formation of a European 
Educational Ideal’, Changing English, Vol. 6, No. 1, 1999, pp.31-45.

Hardy, Barbara 1973, ‘The teaching of literature in the University’, English in Education, Spring.

Harris, Neil 1990, ‘The operational aesthetic’, in Popular Fiction: Technology, Ideology, 
Production, Reading, ed. Tony Bennett, Routledge, London and New York, pp.401-412.

Harrison, J. F. C. 1961, Learning and Living 1790-1960, A Study in the History o f the English 
Adult Education Movement, Routledge & Kegan Paul, London.

Hawkes, Terence 1991, ‘The Institutionalization of Literature: The University’, in Encyclopedia o f  
Literature and Criticism, eds Martin Coyle, Peter Garside, Malcolm Kelsall and John Peck, 
Routledge, London, pp.926-938.

222



Heath, Shirley Brice 1989 (1983), Ways With Words, Language, Life, and Work in Communities 
and Classrooms, Cambridge University Press, Australia.

Heath, Shirley Brice and McLaughlin, Milbrey W. (eds) 1993a, Identity and Inner City Youth, 
Beyond Ethnicity and Gender, Teachers College Press, Columbia University, New York and 
London.

Heath, Shirley Brice and McLaughlin, Milbrey W. 1993b, ‘Introduction’, in Identity and Inner 
City Youth, Beyond Ethnicity and Gender, eds Shirley Brice Heath and Milbrey W. McLaughlin, 
Teachers College Press, Columbia University, New York and London, pp. 1-12.

Heath, Shirley Brice and McLaughlin, Milbrey W. 1993c, ‘Ethnicity and gender in theory and 
practice: the youth perspective’, in Identity and Inner City Youth, Beyond Ethnicity and Gender, 
eds Shirley Brice Heath and Milbrey W. McLaughlin, Teachers College Press, Columbia 
University, New York and London, pp.13-35.

Heath, Stephen 1992 (1974), ‘Lessons from Brecht’, in Contemporary Marxist Literary Criticism, 
ed. Francis Mulhem, Longman, London and New York, pp.230-257.

Hemming, J. 1980, The Betrayal o f Youth, Marion Boyars, London.

Hernstein Smith, Barbara 1988, Contingencies o f Value, Alternative Perspectives fo r Critical 
Theory, Harvard University Press, Cambridge, Massachusetts.

Higgins, John 1999, Raymond Williams, Literature, Marxism and Cultural Materialism,
Routledge, London and New York.

Hirschon, Renee 1989, Heirs o f the Greek Catastrophe, The Social Life o f Asia Minor Refugees in 
Piraeus, Clarendon Press, Oxford.

Hirst, Paul 1976, ‘Althusser: the theory of ideology’, Economy and Society, vol. 5, issue 4, 
Routledge, London.

Hodge, Robert and Kress, Gunther 1993 (1979), Language as Ideology, 2nd edn, Routledge, 
London and New York.

Hodge, Robert and Kress, Gunther 1999 (1988), Social Semiotics, Polity Press, London.

Hodgson, Ann and Spours, Ken (eds) 1997 (1996), Dearing and Beyond, 14-19 Qualifications, 
Frameworks and Systems, Kogan Page, London.

Hoggart, Richard 1958 (1957), The Uses o f Literacy, Penguin, Harmondsworth.

Hoggart, R. 1970 Speaking to Each Other, Volume I: About Society, Chatto & Windus, London..

hooks, bell 1991, ‘Narratives of struggle’, in Critical Fictions, The Politics o f Imaginative Writing, 
ed. Philomena Mariani, Bay Press, Seattle, pp.53-61.

hooks, bell 1992, ‘Representing whiteness in the black imagination’, in Cultural Studies, edited 
and with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with Linda 
Baughman and assistance from John Macgregor Wise, Routledge, New York and London, pp. 
338-346.

hooks, bell 1994, ‘Eros, eroticism and the pedagogical process’, in Between Borders, Pedagogy 
and the Politics o f Cultural Studies, eds Henry A. Giroux and Peter McLaren, Routledge, New 
York and London, pp. 113-118.

Horrocks, Geoffrey 1997, Greek, A History o f the Language and its Speakers, Longman, London 
and New York.

223



Hulme, P. 1995, ‘Including America’, Ariel 26 (1), January, pp. 117-123.

Humm, Peter, Stigant, Paul and Widdowson, Peter (eds) 1986, Popular Fiction, Essays in 
Literature and History, Methuen, London and New York.

Hunt, Albert 1972 (1970), ‘The tyranny of subjects’, in Education for Democracy, 2nd edn, eds 
David Rubinstein and Colin Stoneman, Penguin Books, Harmondsworth, pp.26-33.

Hunter, Ian 1988, Culture and Government, The Emergence o f Literary Education, Macmillan 
Press, Houndmills and London.

Hunter, Ian 1991, ‘Learning the Literature Lesson: The Limits of the Aesthetic Personality’, in 
Towards a Critical Sociology o f Reading Pedagogy, Papers o f the XII World Congress on 
Reading, 1988, John Benjamins Publishing Company, Amsterdam, Philadelphia, pp.49-82.

Hunter, Ian 1993, ‘Setting limits to culture’, in Nation, Culture, Text, Australian Cultural and 
Media Studies, ed. Graeme Turner, Routledge, London and New York, pp. 140-163.

Hurley, Michael 1990, ‘Homosexualities: fiction, reading and moral training’, in Feminine, 
Masculine and Representation, eds Terry Threadgold and Anne Cranny-Francis, Allen & Unwin, 
Sydney, pp. 154-170.

Huyssen, Andreas 1990 (1986), ‘Mapping the postmodern’, in Feminism/Postmodernism, ed. 
Linda J. Nicholson, Routledge, New York and London, pp.234-277.

Iatrides, John O. (ed.) 1981a, Greece in the 1940s, A Nation in Crisis, University of New England, 
Hanover and London.

Iatrides, John O. 1981b, ‘Introduction’, in Greece in the 1940s, A Nation in Crisis, (to the general 
publication), ed. John O. Iatrides, University of New England, Hanover and London, pp.xiii-xvi.

Iatrides, John O. 1981c, ‘Introduction’ (to the chapter ‘Occupation, resistance, and the British’), in 
Greece in the 1940s, A Nation in Crisis, ed. John O. Iatrides, University o f New England, Hanover 
and London, pp. 17-26.

Jameson, Fredric 1998 (first published in this collection 1992), ‘From Postmodernism, or The 
Cultural Logic o f  Late Capitalism', in A Critical and Cultural Theory Reader, eds Anthony 
Easthope and Kate McGowan, Open University Press, Buckingham, pp. 196-202.

Jenkins, Romilly 1940, Dionysius Solomos, Cambridge University Press, Cambridge.

Johnson, Richard 1996a (1980), ‘Barrington Moore, Perry Anderson and English social 
development’ in Culture, Media, Language, Working Papers in Cultural Studies, 1972-79, eds 
Stuart Hall, Dorothy Hobson, Andrew Lowe and Paul Willis, Routledge in association with the 
Centre for Contemporary Cultural Studies, University of Birmingham, London, pp.48-70.

Johnson, Richard 1996b (1983), ‘What is cultural studies anyway?’, in A Cultural Studies Reader, 
History, Theory, Practice, eds Jessica Munns and Gita Rajan, with the British section edited and 
introduced by Roger Bromley, Longman, London and New York, pp.575-612.

Jordan, Glenn and Weedon, Chris 1997, Cultural Politics, Class, Gender and the Postmodern 
World, Blackwell Publishers, Oxford.

Joyce, Patrick (ed.) 1995, Class, Oxford University Press, Oxford and New York.

Julien, Isaac and Mercer, Kobena 1996, ‘De margin and de centre’, in Stuart Hall, Critical 
Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen, Routledge, London, 
pp.450-464.

224



Kaplan, E. Ann and Sprinker, Michael (eds) 1993, The Althnsserian Legacy, Verso, London and 
New York.

Karanikolas, Alexandros S. 1976, ‘The teacher and the problems of today’s teenager: introduction’ 
(in Greek), in Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern 
Greek Language and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for 
Educational Studies and Further Education, National Stationery Office, Athens, pp.451-453.

Karantzola, Helen 1999a, ‘The novel written in the demotic language type’ (in Greek), in History 
of the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, 
Athens, pp. 164-165.

Karantzola, Helen 1999b, ‘The first Grammar of the common Greek’ (in Greek), in History o f the 
Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, 
pp.241-215.

Karapostolis, Vasilis 1984, Forms o f Social Action (in Greek), Themelio, Athens.

Karapostolis, Vasilis 1985, The Society That Can Have No More, A Dialogue o f  Sociology with 
Literature (in Greek), Polytypo, Athens.

Karapostolis, Vasilis 1999b, The Temptation o f  Herostratos (in Greek), Alexandreia Publications, 
Athens.

Karapostolis, Vasilis 1999c, ‘The position of the person who teaches’, in The Temptation o f  
Herostratos, Vasilis Karapostolis, Alexandreia Publications, Athens, pp.243-248.

Kean, Hilda 1996, ‘Continuity and change: the identity o f the political reader’, Changing English, 
Studies in Reading and Culture, Vol.3, no.2, October, Institute o f Education, University of 
London, pp.209-218.

Kechagioglou, George 1999, ‘D. Solomos and Ionian literature’ (in Greek), in History o f the Greek 
Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, pp.252- 
253.

Kellner, Douglas 1997, ‘Critical theory and cultural studies: the missed articulation’, in Cultural 
Methodologies, ed. Jim McGuigan, Sage Publications, London, pp. 12-41.

Kelly, A. V. (1989) The Curriculum, Theory and Practice, Paul Chapman Publishing Ltd, London.

Kermode, Frank 1990 (1988), History and Value, The Clarendon Lectures and the Northcliffe 
Lectures, 1987, Clarendon Press, Oxford.

King, Noel 1985, The teacher must exist before the pupil: the Newbolt Report on the teaching o f  
English in England, MA Thesis, Cardiff University.

King, R. 1969, Values and Involvement in a Grammar School, Routledge & Kegan Paul, London.

King, R. 1973, School Organisation and Pupil Involvement, A Study o f  Secondary Schools, 
Routledge & Kegan Paul, London and Boston.

Kitromilidis, Paschalis M. 1999, ‘Linguistic archaism and philosophical renewal’ Christodoulou, 
(in Greek), in History o f the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and 
Historical Archive, Athens, pp.222-223.

Klancher, Jon 1987, The Making o f English Reading Audiences, 1790-1832, The University of 
Wisconsin Press, Wisconsin.

225



Klancher, Jon 1990, ‘British Periodicals and Reading Publics’, in Encyclopedia o f Literature and 
Criticism, eds Martin Coyle, Peter Garside, Malcolm Kelsall & John Peck, Routledge, London, 
pp.876-888.

Kopidakis, M. Z. (ed.) 1999a, History o f the Greek Language (in Greek), Greek Literary and 
Historical Archive, Athens.

Kopidakis, M. Z. 1999b, ‘Sources of archaism’ (in Greek), in History o f the Greek Language (in 
Greek), Greek Literary and Historical Archive, Athens, pp.340-341.

Kostiou, Katerina (ed.) 2000, K. P. Cavafys, Diary 2001, Diametros, Athens.

Kravis, Judy (ed.) 1995, Teaching Literature, Writers and Teachers Talking, Cork University 
Press, Cork, Ireland.

Kress, Gunther 1985, ‘Ideological Structures in Discourse’, in Handbook o f Discourse Analysis, 
Volume 4, Discourse Analysis in Society, ed. T. A. van Dijk, Academic Press, London.

Kress, Gunther 1986, ‘Language in the media: the construction of the domains o f public and 
private’, in Media, Culture and Society, issue 8, pp.395-419.

Kress, Gunther 1988, ‘Textual matters: the social effectiveness of style’, in Functions o f Style, eds 
David Birch and Michael O’Toole, Pinter, London, pp.126-141.

Kress, Gunther (ed.) 1993a (1988a), Communication and Culture, an Introduction, New South 
Wales University Press, Australia.

Kress, Gunther 1993b (1988b), ‘Communication and Culture’, in Communication and Culture, an 
Introduction, ed. Gunther Kress, New South Wales University Press, Australia, pp. 1-19.

Kress, Gunther 1993c (1988c), ‘Language as Social Practice’, in Communication and Culture, an 
Introduction, ed. Gunther Kress, New South Wales University Press, Australia, pp.79-129.

Kress, Gunther 1995, Writing the Future, English and the Making o f a Culture o f Innovation, 
N.A.T.E. (National Association for the Teaching of English), Papers on Education, Sheffield.

Kress, Gunther and Threadgold, Terry 1988, ‘Towards a social theory o f genre’, Southern Review, 
Literary and Interdisciplinary Essays, vol. 21, no.3, November 1988, pp.215-243.

Kress, Gunther and van Leeuwen, Theo 2000 (1996), Reading Images, The Grammar o f Visual 
Design, Routledge, London and New York.

Kriaras, Emmanouil 1976, ‘The lesson of Modern Greek and the regularity of our written 
language’ (in Greek), in Recommendations, Ancient Greek Letters taught from Interpreted Text, 
Modern Greek Language and Letters (in Greek), Ministry of Education and Religions, Greece, 
Centre for Educational Studies and Further Education, National Stationery Office, Athens, pp.335- 
342.

Kriaras, Emmanouil 1998, Tenure in Language (in Greek), Govostis Publications, Athens.

Kristeva, Julia 1980a (1977 in French), Desire in Language, A Semiotic Approach to Literature 
and Art, ed. Leon S. Roudiez, trans. Thomas Gora, Alice Jardine and Leon S. Roudiez, Columbia 
University Press, New York.

Kristeva, Julia 1980b (1975 first published in Tel Quel, no. 62), ‘From One Identity to An Other’, 
in Desire in Language, A Semiotic Approach to Literature and Art, Julia Kristeva, ed. Leon S. 
Roudiez, trans. Thomas Gora, Alice Jardine and Leon S. Roudiez, Columbia University Press, 
New York, pp.124-147.

226



Kristeva, Julia 1984 (1974 in French), Revolution in Poetic Language, trans. Margaret Waller, 
introduction by Leon S. Roudiez, Columbia University Press, New York.

Kristeva, Julia 1991 (1988 in French), Strangers to Ourselves, trans. Leon S. Roudiez, Harvester 
Wheatsheaf, Hertfordshire.

Kristeva, Julia 1995a (1986), The Kristeva Reader, ed. Toril Moi, trans. Sean Hand, Leon S. 
Roudiez, Blackwell, Oxford, U.K. and Cambridge, U.S.A.

Kristeva, Julia 1995b (1977), ‘A new type of intellectual: the dissident’, in The Kristeva Reader, 
Julia Kristeva, ed. Toril Moi, trans. Sean Hand, Blackwell, Oxford, U.K. and Cambridge, U.S.A., 
pp.292-300.

Labov, William 1976 (1972), Language in the Inner City, Studies in the Black English Vernacular, 
Basil Blackwell, Oxford.

Larrain, Jorge 1996, ‘Stuart Hall and the Marxist concept of ideology’, in Stuart Hall, Critical 
Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen, Routledge, London, 
pp.47-70.

Lawlor, Sheila 1993 (ed.) The Dearing Debate, Assessment and the National Curriculum, A  CPS 
Symposium, Centre for Policy Studies, London.

Leavis, Frank Raymond and Thompson, Denys 1933, Culture and Environment: The Training o f  
Critical Awareness, Chatto & Windus, London.

Leavis, Frank Raymond 1976 (1952), The Common Pursuit, Penguin Books in association with 
Chatto & Windus, Harmondsworth.

Leavis, Frank Raymond 1979 (1943), Education and the University: Sketch for an ‘English 
School', Chatto & Windus, London, 2nd edition 1979, Cambridge University Press, Cambridge.

Leavis, Frank Raymond 1980 (1948), The Great Tradition, George Eliot, Henry James, Joseph 
Conrad, Penguin Books in association with Chatto & Windus, Harmondsworth.

Leavis, Frank Raymond 1987 (1943), ‘The teaching of literary appreciation’, in Planning in the 
Curriculum, a Reader, eds Victor Lee and David Zeldin, Hodder & Stoughton in association with 
The Open University, Kent, pp. 175-177. (Originally from Leavis, F. R. 1943, Education and the 
University: Sketch for an ‘English School’, Chatto & Windus, London, pp. 68-74, 2nd edition 
1979, Cambridge University Press).

Leavis, Frank Raymond 1998 (1930), ‘Mass Civilisation and Minority Culture’, in Cultural 
Theory and Popular Culture, A Reader, ed. John Storey, 2nd edn, Prentice Hall, London, pp. 13- 
21 .

Leavis, Queenie Dorothy 1978 (1932), Fiction and the Reading Public, Bellew Publishing, 
London.

Levine, Josie 1984, “‘You liar, Miss’” , in Changing English, Essays fo r Harold Rosen, eds 
Margaret Meek and Jane Miller, Heinemann Educational Books for the Institute of Education, 
University of London, pp.36-47.

Levison, June 1995, ‘The choice of texts is at the heart of our work’, in Opening New Worlds, ed.
J. Goody, N.A.T.E. (National Association for the Teaching of English), London, pp.20-24.

Liddell, Robert 1974, Cavafy, a Critical Biography, Duckworth, London.

Lipowatz, Thanos 1991, Issues o f Political Psychology (in Greek), Exandas, Athens.

227



Lipowatz, Thanos 1994, Against the Current: For a Society o f Citizens, Articles o f the Period 
1988-1994 (in Greek), Plethron, Athens.

Lister, Ruth 1997, Citizenship: Feminist Perspectives, Macmillan, London.

Lodge, David 1977, The Modes o f Modern Writing, Metaphor, Metonymy, and the Typology o f  
Modern Literature, Edward Arnold, London.

Lodge, David (ed.) 1989 (1972), 20th Century Literary Criticism, A Reader, Longman, London 
and New York.

Lodge, David (ed.) 1991 (1988), Modern Criticism and Theory, A Reader, Longman, London and 
New York.

Loomba, Ania 2000 (1998), Colonialism/Postcolonialism, Routledge, London and New York.

Lukacs, Georg 1972a (1963 in English, 1957 in German), The Meaning o f Contemporary Realism, 
trans. John and Necke Mander, Merlin Press, London.

Lukacs, Georg 1972b (1963 in English, 1957 in German), ‘Critical Realism and Socialist 
Realism’, in The Meaning o f Contemporary Realism, trans. John and Necke Mander, Merlin Press, 
London, pp.93-135.

Lyons, Martyn and Taksa, Lucy 1992, “‘If Mother Caught us Reading O!” Impressions of the 
Australian Woman Reader 1890-1933’, Australian Cultural History 11, pp.39-50.

Lyotard, Jean-Fran?ois 1984 (1979 in French), The Postmodern Condition: A Report on 
Knowledge, Manchester University Press, Manchester.

Macherey, Pierre 1980 (in French 1966, in English this translation 1978), A Theory o f Literary 
Production, trans. Geoffrey Wall, Routledge & Kegan Paul, London, Boston and Henley.

Macherey, Pierre 1995 (in French 1990), The Object o f Literature, trans. David Macey, Cambridge 
University Press, Cambridge.

Mackay, Hugh and O’Sullivan, Tim (eds) 1999, The Media Reader: Continuity and 
Transformation, Sage Publications in association with the Open University, London.

Mackridge, Peter 1987 (1985), The Modern Greek Language, A Descriptive Analysis o f  Standard 
Modern Greek, Clarendon Press, Oxford.

Mackridge, Peter 1999, ‘Modem era, introduction’ (in Greek), in History o f the Greek Language 
(in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, pp.236-243.

Magnusson, Magnus, (ed.) 1996, Chambers Biographical Dictionary, 5th edn, Chambers, 
Edinburgh.

Mansbridge, Albert 1932, Margaret McMillan, Prophet and Pioneer: Her Life and Work, Dent.

Mariani, Philomena (ed.) 1991, Critical Fictions, The Politics o f Imaginative Writing, Bay Press, 
Seattle.

Marks, Elaine and de Courtivron, Isabelle (eds) 1981 (1980), New French Feminisms, An 
Anthology, Schocken Books, New York.

Marland, Michael 1982 (1977), Language Across the Curriculum, The implementation o f the 
Bullock Report in the Secondary School, Heinemann Educational Books, London.

Marshall, Gordon (ed.) 1996 (1994), Oxford Concise Dictionary o f  Sociology, Oxford University 
Press, Oxford and New York.

228



Marshall, T. H. 1965 (1963), Class, Citizenship, and Social Development, Anchor Books, 
Doubleday & Company, Inc., Garden City, New York.

Mathieson, Margaret 1975, The Preachers o f Culture, George Allen & Unwin, London.

Mauger, Peter 1972 (1970), ‘Selection for secondary education’, in Education for Democracy, 2nd 
edn, eds David Rubinstein and Colin Stoneman, Penguin Books, Harmondsworth, pp. 125-132.

Mayor, Federico with the collaboration of Bindd, Jerome 2001, The World Ahead: Our Future in 
the Making, Unesco Publishing, Paris, and Zed Books, London and New York.

McCabe, Colin 1978, James Joyce and the Revolution o f the Word, Macmillan, London.

McCracken, Tim 2002, ‘Struggling with gender: a male in literary feminism’, Changing English, 
Studies in Reading and Culture, vol. 9, no. 2, October, Institute of Education, University of 
London, pp.151-159.

McGuigan, Jim 1992, Cultural Populism, Routledge, London and New York.

McGuigan, Jim 1993, ‘Reaching for control: Raymond Williams on mass communication and 
popular culture’, in Raymond Williams: Politics, Education, Letters, eds W. John Morgan and 
Peter Preston, St. Martin’s Press, New York, pp. 163-188.

McGuigan, Jim (ed.) 1997, Cultural Methodologies, Sage Publications, London.

McGuinn, Nicholas 2001, ‘Snargets, mage-seamasters and Englands o f the mind’, Changing 
English, Studies in Reading and Culture, vol. 8, no. 1, March, Institute of Education, University of 
London, pp.83-94.

McHoul, Alec 1991, ‘readings’, in Towards a Critical Sociology o f Reading Pedagogy, Papers o f  
the XII World Congress on Reading, 1988, eds Carolyn D. Baker and Allan Luke, John Benjamins 
Publishing Company, Amsterdam/Philadelphia, pp. 191-210.

McKenzie, N. (ed.) 1958, Convictions, MacGibbon & Kee, unknown location.

McLaren, Peter 1994, ‘Multiculturalism and the postmodern critique: toward a pedagogy of 
resistance and transformation’, in Between Borders, Pedagogy and the Politics o f Cultural Studies, 
eds Henry A. Giroux and Peter McLaren, Routledge, New York and London, pp. 192-222.

McMillan, Margaret 1908, The Child and the State, Metropolitan District Council of the 
International Labour Party.

McRobbie, Angela 1987 (1980), ‘Settling accounts with subcultures: a feminist critique’, in 
Culture, Ideology and Social Process, A Reader, eds Tony Bennett, Graham Martin, Colin Mercer 
and Janet Woollacott, B.T. Batsford Ltd in association with The Open University Press, London, 
pp. 111-124.

McRobbie, Angela 1992, ‘Post-Marxism and Cultural Studies: a post-script’, in Cultural Studies, 
edited and with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with 
Linda Baughman and assistance from John Macgregor Wise, Routledge, New York and London, 
pp.719-730.

Mead, George Herbert 1934, Mind, Self and Society, ed. Charles W. Morris, University of Chicago 
Press, Chicago.

Medway, Peter (ed.) 1976 (1973), The English Project Stage Two: The Receiving End, Ward Lock 
Educational, London.

229



Medway, Peter 1984, ‘Doing teaching English’, in Changing English, Essays for Harold Rosen, 
eds Margaret Meek and Jane Miller, Heinemann Educational Books for the Institute of Education, 
University of London, pp.134-142.

Medway, Peter 1996, ‘Representation and Making: Student Production in English’, Changing 
English, Vol. 3, No. 2, pp.131-146.

Meek, Margaret 1997, ‘Rhetorics about Reading: Becoming Crystal Clear’, Changing English,
Vol. 4, No. 2, pp.259-276.

Meek, Margaret and Miller, Jane (eds) 1984, Changing English, Essays for Harold Rosen, 
Heinemann Educational Books, for the Institute of Education, University of London, London.

Mellencamp, Patricia (ed.) 1990, Logics o f Television, Essays in Cultural Criticism, Indiana 
University Press, Bloomington and Indianapolis, and BFI Books, London.

Mercer, Colin 1986, ‘That’s entertainment: the resilience of popular forms’, in Popular Culture 
and Social Relations, eds Tony Bennett, Colin Mercer and Janet Woollacott, Open University 
Press, Milton Keynes, pp. 177-195.

Mercer, Kobena 1992, ‘“1968”: periodising postmodern politics and identity’, in Cultural Studies, 
edited and with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with 
Linda Baughman and assistance from John Macgregor Wise, Routledge, New York and London, 
pp.424-449.

Mercer, Kobena 1998 (1990), ‘Welcome to the jungle: identity and diversity in postmodern 
politics’, in Identity: Community, Culture, Difference, ed. Jonathan Rutherford, Lawrence & 
Wishart, London, pp.43-71.

Mercer, Kobena and Julian, Issac 1988, ‘Race, sexual politics and black masculinity: a dossier’, in 
Male Order: Unwrapping Masculinity, eds Rowena Chapman and Jonathan Rutherford, Lawrence 
and Wishart, London.

Meynaud, J. n. d., (in French 1964), The Political Powers in Greece (in Greek), Byron 
Publications, Athens.

Mill, John Stuart 1972 (1910), ‘On liberty’, in Utilitarianism, Liberty, Representative Government, 
Selections from Auguste Comte and Positivism, ed. H.B. Acton, J. M. Dent & Sons, London.

Mill, John Stuart 1988 (1869), The Subjection of Women, ed. and with introduction by Susan 
Moller Okin, Hackett Publishing Company, Indianapolis / Cambridge.

Mill, John Stuart 2002 (1859), On Liberty, Dover Thrift Editions, Dover Publications, Inc., 
Mineola, New York.

Miller, J. 1996, School for Women, Virago, London.

Milner, Andrew 1999, Class, Sage Publications, London.

Ministry o f Education, 1959, reprinted 1960, 15 to 18, A Report o f the Central Advisory Council 
for Education, [Crowther Report], HMSO, London.

Ministry of National Paideia and Religions, Hellenic Democracy, 1976a, The Newsletter for the 
Cultural and Humanistic Activities in Gymnasium (in Greek), included in Recommendations,
Centre for Educational Studies and Further Education, Athens.

Ministry of National Paideia and Religions, Hellenic Democracy, 1976b, Recommendations, 
Ancient Greek Letters taught from Interpreted Text, Modern Greek Language and Letters (in 
Greek), Centre for Educational Studies and Further Education, National Stationery Office, Athens.

230



Ministry of National Paideia and Religions, Hellenic Democracy, 1983-84, Directions for the 
Teaching Material and the Teaching o f the Courses in Gymnasium and Lyceum, Issue 1, 
Philological Courses (in Greek), Pedagogical Institute, Organisation for the Publishing of Didactic 
Books, Athens.

Ministry of National Paideia and Religions, Hellenic Democracy, 1990-91, Directions for the 
Teaching Material and the Teaching o f the Courses in Gymnasium and Lyceum, Issue 1, 
Philological Courses (in Greek), Pedagogical Institute, Organisation for the Publishing of Didactic 
Books, Athens.

Ministry of National Paideia and Religions, Hellenic Democracy, 1994-5, Directions for the 
Taught Material and the Teaching o f Courses in Gymnasium and Lyceum, Issue 1, Philological 
Courses (in Greek), Pedagogical Institute, Organisation for the Publishing o f Didactic Books, 
Athens.

Ministry of National Paideia and Religions, Hellenic Democracy, Centre for Educational Studies 
and Lifelong Learning (n.d.), Directions for the Taught Material and the Teaching o f Courses in 
General Lyceum (in Greek), Organisation for the Publishing of Didactic Books, Athens.

Ministry of National Paideia and Religions, Hellenic Democracy, 1998-1999, Directions fo r  the 
Teaching o f Philological Courses in General Lyceum (in Greek), Pedagogical Institute, 
Organisation for the Publishing o f Didactic Books, Athens.

Ministry of National Paideia and of Religions, Hellenic Democracy, 1999-2000, Directions for the 
Teaching o f Philological Courses in General Lyceum (in Greek), Pedagogical Institute, Athens.

Ministry o f National Paideia and Religions, Hellenic Democracy, 2000, ‘Historical overview’, The 
Hellenic Pedagogical Institute, http://www.pi-schools.gr/english/frhist.htm (accessed 13 June 
2000).

Mirambel, Andre 1937, ‘Les etats de langue dans la Grece actuelle’, Conferences de V Institutde 
Linguistique de I ’ Universite de Paris 5, Paris.

Mirambel, Andre 1964, ‘Les aspects psychologiques du purisme dans la Grece modeme’, Journal 
de Psychologie Normale et Pathologique, 4 (October 1964), pp.405-36.

Mistriotis, George 1911, Rhetoric Speeches (in Greek), vol. 5, publisher not indicated, Athens.

Morgan, John W. and Preston, Peter (eds) 1993, Raymond Williams: Politics, Education, Letters,
St. Martin’s Press, New York.

Morgan, Robert 1990, ‘The ‘Englishness’ of English Teaching’, in Bringing English to Order: The 
History and Politics o f a School Subject, eds I. Goodson and P. Medway, The Falmer Press, 
London, pp. 197-241.

Morley, David and Chen, Kuan-Hsing 1996, Stuart Hall, Critical Dialogues in Cultural Studies, 
Routledge, London and New York.

Moros, George E. 1999a, ‘The Grammar of Manolis Triantaphyllides’ (in Greek), in History o f the 
Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, 
pp.310-311.

Moros, George E. 1999b, ‘The first syntax of the demotic language’ (in Greek), in (in Greek), in 
History o f  the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical 
Archive, Athens, pp.312-313.

Moros, George E. 1999c, ‘Monotoniko’ (in Greek), in History o f the Greek Language (in Greek), 
ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, pp.324-325.

231

http://www.pi-schools.gr/english/frhist.htm


Morris, Meaghan 1988, The P irate’s Fiancee, Feminism, Reading, Postmodernism, Verson. 
London and New York.

Morris, Meaghan 1990, ‘Banality in Cultural Studies’, in Logics o f Television, Essays in Cultural 
Criticism, ed. Patricia Mellencamp, Indiana University Press, Bloomington and Indianapolis, and 
BFI Books, London, pp. 14-43.

Morris, Meaghan 1997 (1993), ‘Things to do with shopping centres’, in The Cultural Studies 
Reader, ed. Simon During, Routledge, London, pp.295-319.

Mouffe, Chantal 1992, ‘Feminism, citizenship, and radical democratic politics’, in Feminists 
Theorize the Political, eds J. Butler and J. W. Scott, Routledge, London, pp.369-385.

Mouffe, Chantal and Laclau, Ernesto 1985, Hegemony and Socialist Strategy: Towards a Radical 
Democratic Politics, Verso, London.

Mouzelis, Nikos 2004, ‘Connections between the modern and postmodern theory’ (in Greek), 
Greek Review o f Political Science (in Greek), 24, November, Themelio Publications, pp. 143-160.

Mulhem, Francis 1979, The Moment o f Scrutiny, NLB, London.

Mulhem, Francis 1990, ‘English reading’, in Nation and Narration, ed. Homi K. Bhabha, 
Routledge, London and New York, pp.250-264.

Munns, Jessica and Rajan, Gita (eds) 1996 (1995), A Cultural Studies Reader, History, Theory, 
Practice, with the British section edited and introduced by Roger Bromley, Longman, London and 
New York.

Murdock, Graham 1997a (1989), ‘Cultural Studies at the crossroads’, in Studying Culture, an 
Introductory Reader, eds Ann Gray and Jim McGuigan, 2nd edn, Arnold, London, pp.80-90.

Murdock, Graham 1997b, ‘Thin descriptions: questions of method in cultural analysis’, in Cultural 
Methodologies, ed. Jim McGuigan, Sage Publications, London, pp. 178-192.

Naipaul, V. S. 1967, The Mimic Men, Penguin, London.

Naim, Tom 1964b, ‘The English working-class’, New Left Review, 24 (March/April), pp.43-57.

National Association for the Teaching of English 1964, English in the Primary School, Being the 
evidence o f the Association Presented to the Plowden Committee, July 1964.

National Committee of Inquiry into Higher Education 1997, The Dearing Report: ‘Higher 
Education in the Learning Society’, [Dearing Report\ House of Lords Papers, 1997-98 (The 
Stationery Office: Aug. 1997), London (Collection of reports and recommendations; the central 
report is 460 pages in print).

National Curriculum Council, 1989, English in the National Curriculum, A Report to the Secretary 
o f State for Education and Science on the Statutory Consultation for Attainment Targets and 
Programmes o f Study in English at key stages 2, 3 and 4, Chairman and Chief Executive: Duncan 
G. Graham C.B.E., M.A., National Curriculum Council, York.

Nelson, Cary, Treichler, Paula A. and Grossberg, Lawrence 1992, ‘Cultural Studies: an 
introduction’, in Cultural Studies, eds Lawrence Grossberg, Cary Nelson and Paula A. Treichler, 
Routledge, New York and London, pp. 1-22.

Nelson, Robin 1997, TV Drama in Transition, Forms, Values and Cultural Change, Macmillan 
Press, London.

New York Times n.d., Highlights o f Modern Literature, A Permanent Collection o f Memorable 
Essays from the New York Times Review, publisher not indicated, New York.

232



Nicholson, Linda J. (ed.) 1990, Feminism/Postmodernism, Routledge, New York and London.

Nixon, Sean 1997, ‘Exhibiting masculinity’, in Representation, Cultural Representations and 
Signifying Practices, ed. Stuart Hall, Sage Publications, London, pp.291-336.

Pagan, Nicholas O. 1999, ‘Literary/Cultural Studies and rhetoric’, in The Changing Face of 
English Literary and Cultural Studies in a Transnational Environment, eds William S. Haney and 
Nicholas O. Pagan, The Edwin Mellen Press, New York, pp.91-104.

Palgrave, Francis Turner (ed.) 1964 (1861), The Golden Treasury o f the Best Songs and Lyrical 
Poems in the English Language, additional ed. John Press ( ‘with a fifth book selected by John 
Press’), Oxford University Press, Oxford.

Panagiotakis, Nikolaos M. 1999, ‘The beginnings of the popular prose’ (in Greek), in History of 
the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, 
Athens, pp.212-213.

Panou, Stavros (ed.) n.d., For the Demotic Language (in Greek), Grigoris Publications, Athens.

Papanoutsos Evaggelos 1976, ‘On the problems of today’s teenager and the role of the teacher’ (in 
Greek), in Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern Greek 
Language and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for 
Educational Studies and Further Education, National Stationery Office, Athens, pp.454-461.

Papanoutsos, Evaggelos 1984, Alexandros Delmouzos, His Life and Selection from his Work (in 
Greek), 2nd edn, Educational Foundation of the National Bank, Athens.

Papanoutsos, Evaggelos 1998 (1976), ‘Initiative and inspiration: this is the ‘lesson” , in the 
Directions for the Teaching o f Literary Courses in Lyceum (school year 1998-1999) (in Greek), 
Ministry of National Paedia and Religions, Pedagogical Institute, Athens, pp.272-274.

Pascal, Blaise 1995, Pensees and Other Writings, trans. Honor Levi, with an introduction and 
notes by Anthony Levi, Oxford University Press, Oxford and New York.

Pashalidis, Grigoris 1999, ‘General principles of a new programme for the teaching o f literature’ 
(in Greek), in Literature and Education (in Greek), eds Venetia Apostolidou and Eleni 
Hondolidou, Tipothito -  Giorgos Dardanos, Athens, pp.319-333.

Pashalidis, Grigoris 2000, ‘General principles of the programme’ (in Greek), in Reading Literature 
at School... a New Proposal fo r Teaching (in Greek), eds Venetia Apostolidou, Victoria Kaplani 
and Eleni Hontolidou (in Greek), Tipothito -  Giorgos Dardanos, Athens, pp.21-35.

Patton, Paul 1988, ‘Giving up the ghost: postmodernism and anti-nihilism’, in It's a Sin: Essays on 
Postmodernism, Politics and Culture, Lawrence Grossberg, Tony Fry, Ann Curthoys and Paul 
Patton, Power Publications, Sydney, pp.88-95.

Pavlowitch, Stevan K. 1999, A History o f the Balkans, 1804-1945, Longman, London and New 
York.

Payne, Michael 1997, Reading Knowledge, an Introduction to Barthes, Foucault and Althusser, 
Blackwell Publishers, Oxford.

Peters, Richard S. (ed.) 1972 (1969), Perspectives on Plow den, Students Library of Education, 
Routledge & Kegan Paul, London.

Peters, R. S. 1972 (1966), Ethics and Education, George Allen & Unwin, London.

Petrucci, Armando 1999, ‘Reading to read: a future for reading’, in A History o f  Reading in the 
West, eds Guglielmo Cavallo and Roger Chartier, Polity Press, Cambridge, pp.345-367.

233



Philippaki -  Warburton, Irene 1999, ‘The educational reform of 1976’ (in Greek), in History o f the 
Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, 
pp.322-323.

Phoris, Vasilios 1976, ‘Presentation of the Modern Greek Grammar, problems’ (in Greek), in 
Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern Greek Language 
and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for Educational 
Studies and Further Education, National Stationery Office, Athens, pp.301-310.

Plisis, K. 1976 ‘Teaching draft: Andreas Karkavitsas For the Dowry o f the Sister ’ (in Greek), in 
Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern Greek Language 
and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for Educational 
Studies and Further Education, National Stationery Office, Athens, pp.404-408.

Politis, Linos 1976 ‘The philological interpretation of the Modern Greek texts’ (in Greek) in 
Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern Greek Language 
and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for Educational 
Studies and Further Education, National Stationery Office, Athens, pp.391-403.

Politis, Linos 1993 (1978), History o f Modern Greek Literature (in Greek), 7th edn, Educational 
Foundation of the National Bank, Athens.

Popper, Karl 1976, Unended Quest, An Intellectual Autobiography, Fontana, London.

Prakash, G. (ed.) 1995, After Colonialism, Imperial Histories and Postcolonial Displacements, 
Princeton University Press, Princeton, New Jersey.

Pratt, M. L. 1992, Imperial Eyes: Travel Writing and Transculturation, Routledge, London and 
New York.

Price-Herndl, Diane 1993, ‘Institutions’ (introduction), in Feminisms, An Anthology o f Literary 
Theory and Criticism, eds Robyn R. Warhol and Diane Price Hemdl, Rutgers University Press, 
New Jersey, pp. 1-5.

Probyn, Elspeth 1992, ‘Technologising the self: a future anterior for Cultural Studies’, in Cultural 
Studies, edited and with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. 
Treichler, with Linda Baughman and assistance from John Macgregor Wise, Routledge, New York 
and London, pp.501-511.

Probyn, Elspeth 1993, Sexing the Self, Gendered Positions in Cultural Studies, Routledge, London 
and New York.

Probyn, Elspeth 1997 (1993), ‘A problematic -  speaking the s e l f ’, in Studying Culture, An 
Introductory Reader, eds Ann Gray and Jim McGuigan, Arnold, London, pp.287-305.

Radway, Janice A. 1991a (1984), Reading the Romance, Women, Patriarchy, and Popular 
Literature, with a new introduction by the author, The University o f North Carolina Press, Chapel 
Hill and London.

Radway, Janice A. 1991b, ‘Introduction’, in Reading the Romance, The University of North 
Carolina Press, Chapel Hill and London, pp. 1-18.

Rice, Philip and Waugh, Patricia (eds) 1989, Modern literary Theory, A Reader, Edward Arnold, a 
division of Hodder & Stoughton, London.

Rice, Philip and Waugh, Patricia (eds) 1997 (1989), Modern literary Theory, A Reader, 3rd edn, 
Arnold, London.

234



Richards, I. A. 1925, Principles o f Literary Criticism, A Harvest Book, Harcourt, Brace & World, 
New York.

Richards, I. A. 1926, Science and Poetry, W.W. Norton, New York.

Richards, I. A. 1929, Practical Criticism, Routledge, London.

Richards, I. A. 1955, Speculative Instruments, A Harvest Book, Harcourt, Brace & World Inc., 
New York.

Richards, I. A. 1968 (1960), So Much Nearer, Essays Toward a World English, Ten Linked Essays 
Moving Toward that Humane Society where All Men Will Better Understand What They See, Read, 
and Hear, Harcourt, Brace & World Inc., New York.

Richardson, John G. (ed.) (1986) Handbook o f Theory and Research for the Sociology o f  
Education, Greenwood Press, Westport, Connecticut.

Richardson, Samuel 1980 (1740), Pamela, or Virtue Rewarded, Penguin, Harmondsworth.

Robbins, Bruce 1995, ‘foreword’ in The Sociology o f Culture, Raymond Williams, The University 
of Chicago Press, Chicago, pp.vii-xvii.

Roberts, Helen (ed.) 1982 (1981), Doing Feminist Research, Routledge & Kegan Paul, London, 
Boston and Henley.

Robinson , H. G. 1860, ‘On the use of English Classical Literature in the work of Education’, 
Macmillan’s Magazine, ii, pp.425-434.

Rosen, Harold 1972, ‘The language of textbooks’, in Language in Education, A Source Book, 
prepared by the Language and Learning Course Team at the Open University, Routledge & Kegan 
Paul, in association with Open University Press, London and Boston, pp. 119-125.

Rosen, Harold 1973 (1969), ‘Towards a language policy across the curriculum’, in Language, the 
Learner and the School, Douglas Barnes, James Britton, Harold Rosen and L.A.T.E. (London 
Association for the Teaching of English), revised edn, Penguin Education, Harmondsworth, 
pp. 117-168.

Rosen, Harold 1974 (1972), Language and Class, A Critical Look at the Theories o f Basil 
Bernstein, Falling Wall Press, Bristol.

Rosen, Harold 1981, Neither Bleak House nor Liberty Hall, English in the Curriculum, An 
Inaugural Lecture, University of London Institute o f Education, London.

Rosen, Harold and Burgess, Tony 1980, Languages and Dialects o f  London School Children, An 
Investigation, Ward Lock Educational, London.

Ross, W. D. 1993 (in Greek 1991, in English 1923), Aristotle (in Greek), 2nd edn, trans. Mariliza 
Mitsou, National Bank Educational Foundation, Athens.

Rossi-Landi, Ferruccio 1973, Ideologies o f Linguistic Relativity, Mouton, The Hague and Paris.

Roudiez, Leon S. 1984, ‘Introduction’, in Revolution in Poetic Language, Julia Kristeva, trans. 
Margaret Waller, Columbia University Press, New York, pp. 1-10.

Rubinstein, David and Stoneman, Colin (eds.) 1972a (1970), Education for Democracy, 2nd edn, 
Penguin Books, Harmondsworth.

Rubinstein, David and Stoneman, Colin 1972b, ‘Introduction’, in Education fo r  Democracy, 2nd 
edn, Penguin Books, Harmondsworth, pp.7-13.

235



Rutherford, Jonathan (ed.) 1998 (1990), Identity: Community, Culture, Difference, Lawrence & 
Wishart, London.

Ryan, Pamela 2001, “College girls don’t faint!”: strange traces of otherness in colonial education 
in South Africa, paper presented to the 5th International English Culture Conference with the title 
‘Culture and Freedom’, Lisbon, November.

Sacellariou, Haris (ed.) 1980, Dedication to Yiannis Psycharis (in Greek), Tekmirio Publications, 
Athens.

Sadovnik, A. R. 1991, ‘Basil Bernstein’s theory of pedagogic practice: a structuralist approach’, 
Sociology o f Education, no. 64, pp.48-63.

Sakellariadi, Eygenia 1999, ‘The secret garden: literary criticism and theory, the other dimension 
of the teaching o f literature’ (in Greek), in Literature and Education, eds Venetia Apostolidou and 
Eleni Hontolidou, Tipothito, George Dardanos, Athens, pp.43-51.

Sampson, George 1925 (1921), English for the English, A Chapter on National Education, 
Cambridge University Press, London.

Sampson, George 1970 (1921), English for the English, A Chapter on National Education, 
Cambridge University Press, London.

Sawidis, G. P. 1999, ‘The linguistic confused multiplicity’ (in Greek), in History o f the Greek 
Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, pp.272- 
273.

Scafe, Suzanne 1989, Teaching Black Literature, Virago Press, London.

Scanned, Paddy, Schlesinger, Philip and Sparks, Colin (eds) 1994 (1992), Culture and Power, a 
Media, Culture and Society Reader, Sage Publications, London.

Schwarz, Bill 1999, ‘Reveries of race: the closing o f the imperial moment’, in Moments of 
Modernity, Reconstructing Britain, 1945-1964, eds Becky Conekin, Frank Mort and Chris Waters, 
Rivers Oram Press, London and New York, pp.l89-207.

Setatos, M. 1976, ‘The language issue and the establishment of the demotic language in the 
framework of general linguistics’ (in Greek), in Recommendations, Ancient Greek Letters taught 
from Interpreted Text, Modern Greek Language and Letters (in Greek), Ministry o f Education and 
Religions, Greece, Centre for Educational Studies and Further Education, National Stationery 
Office, Athens, pp.297-300.

De Silva, Sugathapala M. W. 1982, ‘Some consequences of diglossia’, in Standard Languages, 
Spoken and Written, ed. W. Haas, Manchester University Press, Barnes and Noble Books, 
Manchester, pp.94-122.

Simeonidis, Haralambos P. 1999, ‘After the fall of Constantinople’ (in Greek), in History o f the 
Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, Athens, 
pp. 180-187.

Simon, Brian 1965, Education and the Labour Movement 1870-1920, Lawrence & Wishart, 
London.

Simpson, David 1999 (1990), ‘Destiny made manifest: the styles of Whitman’s poetry’, in Nation 
and Narration, ed. Homi K. Bhabha, Routledge, London, pp. 177-196.

Sinfield, Alan 1985, ‘Give an account of Shakespeare and Education, showing why you think they 
are effective and what you have appreciated about them. Support your comments with precise 
references’, in Political Shakespeare, New Essays in Cultural Materialism, eds Jonathan 
Dollimore and Alan Sinfield, Manchester University Press, Manchester, pp. 134-157.

236



Sinfield, Alan 1989, Literature, Politics and Culture in Postwar Britain, Basil Blackwell, Oxford.

Slack, Jennifer Daryl 1996, ‘The theory and method of articulation in Cultural Studies’, in Stuart 
Hall, Critical Dialogues in Cultural Studies, eds David Morley and Kuan-Hsing Chen,
Routledge, London, pp. 112-127.

Sloman, Albert E. 1964, A University in the Making, 1963 Reith Lectures, BBC, London.

Smith, E. D. 1988, Victory o f a Sort, The British in Greece, 1941-46, Robert Hale, London.

Smith, Frank 1981 (1978), Reading, Cambridge University Press, Cambridge.

Smith, Frank 1988, Joining the Literacy Club, Further Essays into Education, Heinemann, 
Portsmouth.

Smith, Nowell 1942, The Origin and History o f the Association, English Association pamphlet, 
London.

Sollers, Philippe 2001, ‘What future for literature?’, in Keys to the 21st Century, ed. Jerome Binde, 
UNESCO Publishing and Berghahn Books, Paris, New York and Oxford, pp. 170-173.

Sollors, W. 1986, Beyond Ethnicity: Consent and Descent in American Culture, Oxford University 
Press, New York and Oxford.

Solomos, Dionysios 1998, Complete Works, 2nd Volume: Prose and Italian Works (in Greek and 
Italian), with notes from Linos Politis, 5th edn, Ikaros, Athens.

Sontag, Susan (ed.) 1992, The Best American Essays, 1992, Ticknor & Fields, New York.

Spiropoulos, Elias S.109 1991, Literature andPaideia (in Greek), Govostis, Athens.

Stallybrass, Peter 1992, ‘Shakespeare, the individual and the text’, in Cultural Studies, edited and 
with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with Linda 
Baughman and assistance from John Macgregor Wise, Routledge, New York and London, pp.593- 
612.

Starkey, Fenella 2003, ‘The ‘Empowerment Debate’: consumerist, professional and liberational 
perspectives in health and social care’, Social Policy and Society, A Journal o f  the Social Policy 
Association, vol. 2, part 4, October 2003, pp.273-284.

Stedman Jones, Gareth 1995 (1983), ‘Class, ‘experience’, and politics’, in Class, ed. Patrick Joyce, 
Oxford University Press, Oxford and New York, pp. 150-154.

Steedman, Carolyn Kay 1990, Childhood, Culture and Class in Britain: Margaret McMillan, 
1860-1931, Virago Press, London.

Steedman, Carolyn Kay 1992a, ‘Culture, Cultural Studies, and the Historians’ in Cultural Studies, 
edited and with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with 
Linda Baughman and assistance from John Macgregor Wise, Routledge, New York and London, 
pp.613-622.

Steedman, Carolyn Kay 1992b, Past Tenses, Essays on Writing, Autobiography and History,
Rivers Oram Press, London.

Steedman, Carolyn Kay, 1994, Landscape for a Good Woman, A Story o f  Two Lives, Rutgers 
University Press, New Brunswick, New Jersey.

109 The author is Consultant of the Centre for Educational Studies and Further Training of the Ministry 
of Education.

237



Steedman, Carolyn Kay 1997, ‘Writing the self: the end of the scholarship girl’, in Cultural 
Methodologies, ed. Jim McGuigan, Sage, London, pp. 106-125.

Steedman, Carolyn Kay, 1999, ‘State-Sponsored Autobiography’, in Moments o f Modernity, 
Reconstructing Britain 1945 -  1964, eds Becky Conekin, Frank Mort, and Chris Waters, Rivers 
Oram Press, London and New York, pp.41-54.

Steedman, Carolyn, Urwin, Cathy and Walkerdine, Valerie (eds) 1985, Language, Gender and 
Childhood, Routledge & Kegan Paul, London.

Steedman, Carolyn Kay, 1982, The Tidy House: Little Girls Writing, Virago, London.

Steele, Tom 1997, The Emergence o f Cultural Studies, 1945-65, Cultural Politics, Adult Education 
and the English Question, Lawrence & Wishart, London.

Steiner, George 1989 (1969), ‘F. R. Leavis’, in 20th Century Literary Criticism, A Reader, ed. 
David Lodge, Longman, London and New York, pp.622-635.

Stevens, F. 1960, The Living Tradition, The Social and Educational Assumptions o f the Grammar 
School, Hutchinson, London.

Storey, John (ed.) 1994, Cultural Theory and Popular Culture, A Reader, Harvester Wheatsheaf, 
Hemel Hempstead.

Storey, John 1997 (1993), An Introduction to Cultural Theory and Popular Culture, 2nd edn, 
Prentice Hall/Harvester Wheatsheaf, London.

Storey, John (ed.) 1998 (1994), Cultural Theory and Popular Culture, A Reader, 2nd edn, Prentice 
Hall, London.

Stuart, Andrea 1998 (1990), ‘Feminism: dead or alive?’, in Identity: Community, Culture, 
Difference, ed. Jonathan Rutherford, Lawrence & Wishart, London, pp.28-42.

O’Sullivan, Tim, Hartley, John, Saunders, Danny, Montgomery, Martin and Fiske, John 1995 
(1994), Key Concepts in Communication and Cultural Studies, 2nd edn, Routledge, London and 
New York.

Svoronos, Nicolas 1981, ‘Greek history, 1940-1950: the main problems’, in Greece in the 1940s, A 
Nation in Crisis, ed. John O. Iatrides, University of New England, Hanover and London, pp. 1-14.

Sykoutris, Ioannis 1991 (1936), ‘Introduction’ (in Greek), in Poetics (in Greek), Aristotle, trans. 
from ancient Greek Simos Menardos, introduction, text and analysis Ioannis Sykoutris, Estia, 
Athens, pp. 15-148.

Tagg, J. 1988, The Burden o f Representation: Essays on Photographies and Histories, Macmillan, 
Basingstoke and London.

Theodoracopoulos, Taki 1976, The Greek Upheaval: Kings, Demagogues and Bayonets, Stacey 
International, London.

Thomas, W.I. 1928, The Child in America, Knopf, New York.

Thompson, Denys 1973, ‘Teacher’s debt’, in I. A. Richards: Essays in his Honour, eds Reuben 
Brower, Hellen Vendler and John Hollander, Oxford University Press, New York.

Thompson, Edward P. 1974 (1963, with revisions 1968), The Making o f  the English Working 
Class, Penguin Books, Harmondsworth.

Thompson, Edward 1978, The Poverty o f Theory, Merlin, London.

238



Threadgold, Terry 1988, ‘Stories of race and gender: an unbounded discourse’, in Functions of 
Style, eds David Birch and Michael O’Toole, Pinter, London, pp. 169-204.

Threadgold, Terry 1989, ‘Talking about genre: ideologies and incompatible discourses’, Cultural 
Studies, 3 (1), pp. 101-127.

Threadgold, Terry 1990, ‘Introduction’, in Feminine/Masculine and Representation, eds Terry 
Threadgold and Anne Cranny-Francis, Allen & Unwin, Sydney, pp. 1-35.

Threadgold, Terry 1997, Feminist Poetics, Poiesis, Performance, Histories, Routledge, London.

Threadgold, Terry and Cranny-Francis, Anne (eds) 1990, Feminine/Masculine and Representation, 
Allen & Unwin, Sydney.

Tojias, Vasilios 1990, The Lesson o f  Modern Greek in Secondary Education, Historical Overview 
(1833-1967) (in Greek), vol. 2, Aristoteleian University of Thessaloniki, Institute of Modern Greek 
Studies (Manolis Triantaphyllides Foundation), Thessaloniki.

Tompaidis Demetrios E. 1976, ‘The reformed Modem Greek Grammar’ (in Greek), in 
Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern Greek Language 
and Letters (in Greek), Ministry o f Education and Religions, Greece, Centre for Educational 
Studies and Further Education, National Stationery Office, Athens, pp.311-322.

Triantaphyllides, Manolis 1993 (1941), Modern Greek Grammar: Historical Introduction, vol. 3, 
included in The Complete Works o f Manolis Triantaphyllides (in Greek), Aristoteleian University 
of Thessaloniki, Institute o f Modem Greek Studies (Manolis Triantaphyllides Foundation), 
Thessaloniki.

Triantaphyllides, Manolis 1963 (1946), Commemorations (in Greek), vol. 5, included in The 
Complete Works o f Manolis Triantaphyllides (in Greek), Aristoteleian University of Thessaloniki, 
Institute o f Modern Greek Studies (Manolis Triantaphyllides Foundation), Thessaloniki.

Trinh, Thi Minh-Ha 1989, Woman, Native, Other, Writing Postcoloniality and Feminism, Indiana 
University Press, Bloomington and Indianapolis.

Trinh, Thi Minh-Ha 1991, When the Moon Waxes Red, Representation, Gender and Cultural 
Politics, Routledge, New York and London.

Tromvoukis, Pisandros 1976, ‘On the teacher and today’s teenager’ (in Greek), in 
Recommendations, Ancient Greek Letters taught from Interpreted Text, Modern Greek Language 
and Letters (in Greek), Ministry of Education and Religions, Greece, Centre for Educational 
Studies and Further Education, National Stationery Office, Athens, pp.462-466.

Tsokopoulos, Vasias, Passia, Aggeliki and Chrysovergis, Yiannis (eds) 1998a, Adventures o f the 
Book in Greece, 1880 -  1940 (in Greek), National Centre for the Book, Athens.

Tsokopoulos, Vasias, Passia, Aggeliki and Chrysovergis, Yiannis 1998b, ‘Introduction’ (in Greek), 
in Adventures o f the Book in Greece, 1880 -  1940 (in Greek), eds V. Tsokopoulos, A. Passia and 
Y. Chrysovergis, National Centre for the Book, Athens, pp. 13-17.

Tsopanakis, Agapitos G. (1977), ‘The road towards the demotic language: theoretical, technical 
and linguistic problems’ (in Greek), in For the Demotic Language (in Greek), ed. Stavros Panou, 
Grigoris Publications, Athens, pp.95-148.

Tsopanakis, Agapitos G. 1979, ‘Manolis Triantaphyllides, twenty years from his death’ (in Greek), 
in Memory o f  Manolis Triantaphyllides, Twenty Years from his Death (in Greek), Aristoteleian 
University o f Thessaloniki, Institute of Modern Greek Studies, Foundation of Manolis 
Triantaphyllides, Thessaloniki, pp. 19-26.

239



Tsopanakis, Agapitos G. 1987, ‘The language development of Manolis Triantaphyllides’ (in 
Greek), in Honorary Celebrations for the One Hundred Years from the Birth o f Manolis 
Triantaphyllides (in Greek), Aristoteleian University of Thessaloniki, Institute of Modern Greek 
Studies, Foundation of Manolis Triantaphyllides, Thessaloniki, pp.39-48.

Tsoucalas, Constantine 1981, ‘The ideological impact of the Civil War’, in Greece in the 1940s, A 
Nation in Crisis, ed. John O. Iatrides, University of New England, Hanover and London, pp.298- 
319.

Tsoucalas, Constantine 1992 (first published in French 1975), Dependence and Reproduction, The 
Social Role o f the Educational Apparatuses in Greece (1830-1922) (in Greek), trans. from the 
French Ioanna Petropoulou and Constantine Tsoucalas, Themelio, Athens.

Tulloch, John 1994, ‘General editor’s foreword’, in Making it National, Nationalism and 
Australian Popular Culture, Graeme Turner, Allen & Unwin, Australia, pp.v-vii.

Turner, Bryan S. (ed) 1993, Citizenship and Social Theory, Sage Publications, London.

Turner, Graeme (ed.) 1993 a, Nation, Culture, Text -  Australian Cultural and Media Studies, 
Routledge, London.

Turner, Graeme 1993b, ‘Moving the margins: theory, practice and Australian cultural studies’, in 
Nation, Culture, Text -  Australian Cultural and Media Studies, ed. Graeme Turner, London and 
New York, pp.1-13.

Turner, Graeme 1994, Making it National, Nationalism and Australian Popular Culture, Allen & 
Unwin, Australia.

Turner, Graeme 1996 (1990), British Cultural Studies, An Introduction, 2nd edn, Routledge, 
London and New York.

Turvey, Anne 1996, ‘Either Reading or Writing or Praying: The Story of a Good Girl’, Changing 
English, Studies in Reading and Culture, Vol. 3, No. 2, pp. 147-161.

Turvey, Anne 2000, ‘Teaching Grammar: working with student teachers 2 ’, Changing English, 
Studies in Reading and Culture, vol.7, no.2, October, Institute o f Education, University o f London, 
pp. 139-152.

UNESCO 1986, Language, Identity and Communication, InterCultural Studies III, International 
Council for Philosophy and Humanistic Studies, Paris.

University of London Institute of Education 1953, Studies in Education 6: The Problems of  
Secondary Education Today, Evans Brothers, London.

Vaihinger, Hans 1924, The Philosophy of'As if: a System o f the Theoretical, Practical and 
Religious Fictions o f Mankind, trans. C. K. Ogden, Kegan Paul, London.

Venezis, Elias 1959, Man and His Era (in Greek), (quoted in Moros 1999a: 311, no publisher 
mentioned).

Vergopoulos, Kostas 1981, ‘The emergence of the new bourgeoisie, 1944-1952’, in Greece in the 
1940s, A Nation in Crisis, ed. John O. Iatrides, University of New England, Hanover and London, 
pp.319-341.

Vitti, Mario 1987 (first published in Greek 1978, in Italian 1971) History o f Modern Greek 
Literature (in Greek), trans. M. Zorba, X. A. Kokolis and Emm. Moshonas, 2nd edn, Odysseas 
Publications, Athens.

Vlachoyiannis, Yiannis 2000, ‘How it was’ (in Greek), in Texts o f Modern Greek Literature, 
(Anthology), (in Greek), 1st class of Gymnasium (ages 12-13), N. Grigoriadis, D. Karvelis, Ch.

240



Milionis, K. Balaskas, and G. Paganos, Organisation for the Publishing of Didactic Books, 
Ministry of National Paideia and Religions, Pedagogical Institute, Athens, pp. 180-182.

Volosinov, Valentin Nikolaevich 1986 (1929), Marxism and the Philosophy o f Language, trans. L. 
Matejka and I. R. Titunik, Harvard University Press, London and Cambridge, MA.

Walford, Geoffrey (ed.) 2000 (1991), Doing Educational Research, Open University & Routledge, 
London and New York.

Walkerdine, Valerie 1983, ‘From context to text: a psychosemiotic approach to abstract thought’, 
in Children Thinking Through Language, ed. M. Beveridge, Edward Arnold, London.

Walkerdine, Valerie 1985, ‘On the regulation of speaking and silence: subjectivity, class and 
gender in contemporary schooling’, in Language, Gender and Childhood, eds Carolyn Steedman, 
Cathy Urwin and Valerie Walkerdine, Routledge & Kegan Paul, London, pp.203-241.

Walkerdine, Valerie 1997, Daddy’s Girl, Young Girls and Popular Culture, Harvard University 
Press, Massachusetts.

Wallace, Michele 1992 ‘Negative images: towards a black feminist cultural criticism’, in Cultural 
Studies, eds Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with Linda Baughman and 
assistance from John Macgregor Wise, Routledge, New York and London, pp.654-671.

Warhol, Robyn R. and Hemdl, Diane Price (eds) 1993, Feminisms, An Anthology of Literary 
Theory and Criticism, Rutgers University Press, New Brunswick, New Jersey.

Weedon, Chris 1997a (1987), Feminist Practice and Poststructuralist Theory, 2nd edn, Blackwell, 
Oxford.

Weedon, Chris (ed.) 1997b, Postwar Women’s Writing in German, Berghahn Books, Providence 
and Oxford.

Weedon, Chris 1997c, ‘Introduction’, in Postwar Women’s Writing in German, ed. Chris Weedon, 
Berghahn Books, Providence and Oxford, pp. 1-8.

Weedon, Chris 1997d, ‘Reading women’s writing, feminist critical approaches’, in Postwar 
Women’s Writing in German, ed. Chris Weedon, Berghahn Books, Providence and Oxford, pp.9- 
24.

Weedon, Chris 1997e, ‘Reading Christa W olf, Postwar Women’s Writing in German, ed. Chris 
Weedon, Berghahn Books, Providence and Oxford, pp.221-242.

Weedon, Chris 1999, Feminism, Theory and the Politics o f Difference, Blackwell Publishers, 
Oxford.

Weedon, Chris, Tolson, Andrew and Mort, Frank 1996a (1980), ‘Introduction to language studies 
at the Centre’, in Culture, Media, Language, Working Papers in Cultural Studies, 1972-79, eds 
Stuart Hall et al., Routledge in association with the Centre for Contemporary Cultural Studies, 
University of Birmingham, London, pp. 177-185.

Weedon, Chris, Tolson, Andrew and Mort, Frank 1996b (1980), ‘Theories of language and 
subjectivity’, in Culture, Media, Language, Working Papers in Cultural Studies, 1972-79, eds 
Stuart Hall et.al., Routledge in association with the Centre for Contemporary Cultural Studies, 
University of Birmingham, London, pp. 195-216.

West, Cornel 1992, ‘The postmodern crisis of black intellectuals’, in Cultural Studies, edited and 
with an introduction by Lawrence Grossberg, Cary Nelson and Paula A. Treichler, with Linda 
Baughman and assistance from John Macgregor Wise, Routledge, New York and London, pp.689- 
705.

241



West, David W. 2001, ‘Psychologies of art and literature: a comparison of the work of I. A. 
Richards and L. S. Vygotsky’, Changing.English, Studies in Reading and Culture, vol.8, no.l, 
March, Institute of Education, University of London, London, pp. 17-27.

White, Hayden 1978, ‘The historical text as literary artefact’, in The Writing o f History: Literary 
Form and Histoircal Understanding, eds Robert H. Canary and Henry Kozicki, Madison.

Whitman, Walt 1904, An American Primer, with Facsimiles of the Original Manuscript, ed. 
Horace Traubel, Small, Maynard & Co., Boston.

Widdowson, Peter (ed.) 1982, Re-reading English, Methuen, London and New York.

Widdowson, Peter 1999, Literature, Routledge, London and New York.

Williams, P. and Chrisman, L. (eds) 1994, Colonial Discourse and Postcolonial Theory, A Reader, 
Columbia University Press, New York.

Williams, Raymond 1954 (1952), Drama from Ibsen to Eliot, 2nd edn, Chatto, London.

Williams, Raymond 1966 (1950), Reading and Criticism, Frederick Muller, London.

Williams, Raymond 1971a (1961), The Long Revolution, A Pelican Book, Penguin Books, 
Harmondsworth.

Williams, Raymond 1971b, Orwell, (Fontana Modern Masters, ed. Frank Kermode), 
Fontana/Collins, London.

Williams, Raymond 1972a (first published 1954, revised and extended edition 1968), Drama in 
Performance, Penguin Books (Pelikan), Harmondsworth.

Williams, Raymond 1972b (1970), ‘The teaching relationship: both sides of the wall’, in 
Education for Democracy, 2nd edn, eds David Rubinstein and Colin Stoneman, Penguin Books, 
Harmondsworth, pp.214-222.

Williams, Raymond 1974, ‘The English language and the English tripos’, Times Literary 
Supplement, 15 November, pp.1293-1294.

Williams, Raymond 1975 (1973), The Country and the City, Oxford University Press, New York.

Williams, Raymond 1977a, Marxism and Literature, Oxford University Press, Oxford.

Williams, Raymond 1977b, ‘Two interviews with Raymond Williams’, Red Shift, 2, pp. 12-17; 3, 
pp. 13-15.

Williams, Raymond 1979, Politics and Letters: Interviews with New Left Review, New Left Books, 
London.

Williams, Raymond 1980a, Problems in Materialism and Culture, Selected Essays, Verso, New 
Left Review Editions, London.

Williams, Raymond 1980b, ‘Ideas of nature’, in Problems in Materialism and Culture, Selected 
Essays, Raymond Williams, Verso, New Left Review Editions, London, pp.67-85.

Williams, Raymond 1980c, ‘Problems of materialism’, in Problems in Materialism and Culture, 
Selected Essays, Raymond Williams, Verso, New Left Review Editions, London, pp. 103-122.

Williams, Raymond 1980d, ‘Base and superstructure in Marxist cultural theory’, in Problems in 
Materialism and Culture, Selected Essays, Raymond Williams, Verso, New Left Review Editions, 
London, pp.31-49.

242



Williams, Raymond 1980e (first published in NLR, May-June 1971), ‘Literature and Sociology, in 
memory of Lucien Goldmann’, in Problems in Materialism and Culture, Selected Essays, 
Raymond Williams, Verso, New Left Review Editions, London, pp. 11-30.

Williams, Raymond 1980f, ‘The Bloomsbury fraction’, in Problems in Materialism and Culture, 
Selected Essays, Raymond Williams, Verso, New Left Review Editions, London, pp.148-169.

Williams, Raymond 1983a (1981), Culture, Fontana Paperbacks, Glasgow.

Williams, Raymond 1983b, Towards 2000, Chatto & Windus, The Hogarth Press, London.

Williams, Raymond 1988 (1976), Keywords, A Vocabulary o f Culture and Society, Fontana Press, 
London.

Williams, Raymond 1989a, Resources o f Hope, Verso, London.

Williams, Raymond 1989b (1968), ‘The idea of a common culture’, in Resources o f Hope, 
Raymond Williams, Verso, London, pp.32-38.

Williams, Raymond 1989c (1979), ‘The Arts Council’, in Resources o f Hope, Raymond Williams, 
Verso, London, pp.41-55.

Williams, Raymond 1989d (1975), ‘Welsh culture’, in Resources o f Hope, Raymond Williams, 
Verso, London, pp.99-104.

Williams, Raymond 1989e (1980), ‘The writer: commitment and alignment’, in Resources o f 
Hope, Raymond Williams, Verso, London, pp.77-87.

Williams, Raymond 1989f (1978), ‘Art: freedom as duty’, in Resources o f Hope, Raymond 
Williams, Verso, London, pp.88-95.

Williams, Raymond 1989g (1975), “‘You’re a Marxist, aren’t you?”’, in Resources o f Hope, 
Raymond Williams, Verso, London, pp.65-76.

Williams, Raymond 1989h (1988), ‘The importance of community’, in Resources o f Hope, 
Raymond Williams, Verso, London, pp. 111-119.

Williams, Raymond 1989i (1987), ‘The practice of possibility’, in Resources o f  Hope, Raymond 
Williams, Verso, London, pp.314-322.

Williams, Raymond 1990a (1989), What I Came To Say, eds Neil Belton, Francis Mulhern and 
Jenny Taylor, Hutchinson Radius, London.

Williams, Raymond 1990b (1989), ‘My Cambridge’, in What I Came to Say, eds Neil Belton, 
Francis Mulhem and Jenny Taylor, Hutchinson Radius, London, pp.3-14.

Williams, Raymond 1990c (1989), ‘Adult Education and Social Change’, in What I Came to Say, 
eds Neil Belton, Francis Mulhem and Jenny Taylor, Hutchinson Radius, London, pp. 157-166.

Williams, Raymond 1991 (1983), Writing in Society, Verso, London and New York.

Williams, Raymond 1993 (1958), Culture and Society, Coleridge to Orwell, The Hogarth Press, 
London.

Williams, Raymond 1995 (1981), The Sociology o f Culture, with a new foreword by JBruce 
Robbins, The University of Chicago Press, Chicago.

Williams, Raymond 1997 (1958), ‘Culture is ordinary’, in Studying Culture, An Introductory 
Reader, eds Ann Gray and Jim McGuigan, Arnold, London, pp.5-14. [Originally published in

243



McKenzie, N. (ed.) 1958, Convictions, MacGibbon & Kee. Reprinted in Williams, R. 1989, 
Resources o f Hope, Verso].

Williams, Raymond 1998, ‘The analysis of culture’, in Cultural Theory and Popular Culture, A 
Reader, ed. John Storey, 2nd edn, Prentice Hall, London, pp.48-56.

Williams, Raymond 1999a (this edition first published in 1996, first edition 1989), The Politics of 
Modernism, Against the New Conformists, edited and introduced by Tony Pinkey, Verso, London.

Williams, Raymond 1999b, ‘The future o f cultural studies’, in The Politics o f  Modernism, Against 
the New Conformists, ed. Tony Pinkey, Verso, London, pp. 151-162.

Williams, Raymond 1999c, ‘The uses of cultural theory’, in The Politics o f Modernism, Against 
the New Conformists, ed. Tony Pinkey, Verso, London, pp. 163-176.

Williams, Raymond and Eagleton, Terry 1989 (1987), ‘The politics of hope: an interview’, in 
Raymond Williams: Critical Perspectives, ed. Terry Eagleton, Polity Press in association with 
Basil Blackwell, Cambridge and Oxford, pp. 176-183.

Williams, Raymond and Orrom, Michael 1954, Preface to Film, Film Drama Limited, London.

Willis, Paul 1981 (1976), ‘The class significance of school counter-culture’, in Education and the 
State, vol. 1, Schooling and the National Interest, eds Roger Dale, Geoff Esland, Ross Fergusson 
and Madeleine Macdonald, The Falmer Press in association with The Open University Press, 
Sussex, pp.257-273.

Willis, Paul 1987 (1981), ‘Class and institutional form of counter-school culture’, in Culture, 
Ideology and Social Process, A Reader, eds Tony Bennett, Graham Martin, Colin Mercer and 
Janet Woollacott, B.T. Batsford Ltd in association with The Open University Press, London, 
pp.81-109.

Willis, Paul 1990, Common Culture, Open University Press, Buckingham.

Wilson, John Dover 1969, Milestones on the Dover Road, Faber & Faber, London.

Winch, P. 1958, The Idea o f a Social Science, Routledge & Kegan Paul, London.

Woodhams, Stephen 1999, ‘Adult education and the history of Cultural Studies’, Changing 
English, Studies in Reading and Culture, vol.6, no.2, October, Institute of Education, University of 
London, pp.237-250.

Woodhouse, C. M. 1985, The Rise and Fall o f the Greek Colonels, Granada, London.

Woolf, Virginia 1960a (1932), The Second Common Reader, A Harvest Book, Harcourt, Brace & 
World Inc., New York.

Woolf, Virginia 1960b (1932), ‘How should one read a book?’, in The Second Common Reader, A 
Harvest Book, Harcourt, Brace & World Inc., New York, pp.234-245.

Woolf, Virginia 1966, Collected Essays, Vol. II, Hogarth Press, London.

Woolf, Virginia 1984 (1925), The Common Reader, First Series, edited and introduced by Andrew 
McNeillie, The Hogarth Press, London.

Woolf, Virginia 1993 (first published in Greek 1980), A Room o f One’s Own (in Greek), trans. 
Mina Dalamaga, Odysseas, Athens.

Woolf, Virginia 1998 (1966), ‘Women and fiction’, in The Feminist Critique o f Language, A 
Reader, ed. Deborah Cameron, Routledge, London and New York, pp.47-53.

244



Woolf, Virginia 2000a (first published in English A Room o f One’s Own 1929; Three Guineas 
1938), A Room of One’s Own/Three Guineas, edited with an introduction and notes by Michele 
Barrett, Penguin Books, London.

Woolf, Virginia 2000b, ‘A Room of One’s Own’, first part in A Room of One’s Own/ Three 
Guineas, Virginia Woolf, edited with an introduction and notes by Michele Barrett, Penguin 
Books, London, pp.1-114.

Woolf, Virginia 2000c, ‘Three Guineas’, second part in A Room of One’s Own/ Three Guineas, 
Virginia Woolf, edited with an introduction and notes by Michele Barrett, Penguin Books,
London, pp. 115-365.

Wordsworth, Ann 1989, ‘Derrida and Foucault: writing the history of historicity’, in Post
structuralism and the Question o f History, eds Derek Attridge, Geoff Bennington and Robert 
Young, Cambridge University Press, Cambridge, pp. 116-125.

Xenaki, Kitty 2005, ‘Jean Baudrillard, the confession of a bullfighter of the intelligentsia: “ I want 
to push ideas to the limits’” (in Greek), TA NEA, 14-15 May, p.8.

Young, Michael 1997, ‘The Dearing review of 16-19 qualifications: a step towards a unified 
system?’, in Dearing and Beyond, 14-19 Qualifications, Frameworks and Systems, Kogan Page, 
London.

Young, Robert 1995, Colonial Desire: Hybridity in Theory, Culture and Race, Routledge, London.

Zafeiropoulos, Yiannis (ed.) n. d., The 20ieth Century Cronicles (in Greek), [involving newspaper 
articles until December 1989], based on an idea of Bodo Harenberg, Tessera Epsilon, Athens.

Zervou, Eleni 1999, ‘Literature as a course in English GCSE and A Level education’ (in Greek), in 
Literature and Education (in Greek), eds Venetia Apostolidou and Eleni Xontolidou, Aristoteleian 
University of Thessaloniki, Tipothito -  Giorgos Dardanos, Athens, pp. 131-145.

Zervou, Eleni 2001, ‘Moving ground: some thoughts on literature as a school subject’, Changing 
English, Studies in Reading and Culture, vol. 8, no.l, March, Institute of Education, University of 
London, pp.7-17.

van Zoonen, Liesbet 1994, Feminist Media Studies, Sage, London.

Zoras, Gerasimos G. 1999, ‘Ancient Greek: resurrection or renaissance?’ (in Greek), in History of 
the Greek Language (in Greek), ed. M. Z. Kopidakis, Greek Literary and Historical Archive, 
Athens, pp.210-211.

Video Recordings

Second Homeland (video recording) 11 July 2003, NET Television ( ‘Nea Elliniki Tileorasi’: ‘New 
Greek Television’). (A documentary with rare archive material from the lives of Greek immigrants 
in the U.S., director Tasos Rigopoulos, scientific consultant Despina Eksakoustidou).


