
CHAPTER ONE

Education

Christopher Stray

Tradition! Tradition! Tradition!

Tradition! Tradition! Tradition!

Aleichem, The Fiddler on the Roof

1 Greek and Latin at School

Thus sings Tevye the milkman in The Fiddler on the Roof, the 1964 musical based on
Sholem Aleichem’s stories of a Jewish family in Tsarist Russia. But what is ‘‘tra-

dition’’? For the men, it means the duty of supporting a family, and in return the right

to ‘‘have the final say at home’’; for the women, the duty of keeping ‘‘a proper
home, . . . a kosher home’’ and to ‘‘run the home, so Papa’s free to read the holy

books.’’ The asymmetric gender division is familiar, but what may be less obvious is

the assertion of fixity: this is the way (Jewish) things have been and will be. Yet as the
leader of another religious communion has recently reminded us, ‘‘When people set

out to prove that nothing has changed, you can normally be sure that something

quite serious has’’ (Williams 2005: 4). Traditio is a handing on, and this is always a
two-way process, since we cannot assume that learning or reception is passive, though

teaching or transmission can hardly not be active (Whitfield 1971; Stray 2001:

207–11). Yet handing on can be, and often is, a highly routine, even ritualized
activity, in which neither teacher/transmitter nor learner/receiver questions, or

even thinks about, the process in which both are involved. To learn Latin, in many

countries and periods, has been, at least for some social groups, simply the ordinary
thing to do. Parents have not, under these circumstances, wondered whether this was

right, or better or worse than alternatives. Alternatives simply did not occur to them.

This was often the situation within what Waquet calls the ‘‘empire’’ of Latin, by
which she means that the language operated as a pervasive symbol of intellectual and

social power (Waquet 2001). This imperial situation was gradually eroded in Europe
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in the eighteenth and nineteenth centuries, as challenges were mounted by the

growth of new scientific knowledge and by the emergence of vernacular literatures
in the nation-states that flourished especially in the nineteenth century (Gellner

1983). The universal accessibility of Latin, within delimited social circles, had made

it superior to the local languages and dialects of nations and regions. Romantic
nationalism, however, valorized the vernaculars, and commitment to the individual

rather than the universal became a virtue rather than a vice.1 The slow but inexorable

decline of Latin as a language of scholarly communication was mirrored in the
statistics of book production, where vernacular publishing can be seen to have

equaled and then outstripped Latin publishing in the course of the eighteenth

century (Martin 1996: 25–7).
In the following century, Latin, having lost an empire, retained a kingdom (Waquet

2001): it still possessed a powerful social cachet, but was no longer the default means

of scholarly or scientific communication. A significant process of the transition from
‘‘imperial’’ to ‘‘royal’’ status was the ideology of mental discipline, renamed by

twentieth-century psychologists the transfer of training (Kolesnik 1962). This pre-

sented Latin as a subject of study superior to all others, in that mastering it would
facilitate the mastery of other subjects. Psychologists and teachers alike had ideo-

logical axes to grind, and the debate on transfer of training was never likely to be

settled through rational discussion. In 1934, a scientifically trained British headmas-
ter was quoted in a Latin textbook as follows: ‘‘If I were in a runaway motorcar, and

the driver had to dodge a dog, put his foot on the right one of three pedals and show

presence of mind in handling the steering wheel, the prayer I should put up would be:
I hope this fellow has learnt Latin’’ (Lyne 1934: 10–11). The same witness is quoted

as explaining that

The study of the classics . . . deals with an expression of human experience which is once for

all finished and unchangeable. All rules are definite, and all exceptions established in the

known literature. The result is that the mind acquires both a precision and flexibility which

the study of no language or science which is still in the course of development can give.

(Lyne 1934: 10)

Two aspects of this defense of classics are noteworthy. First, the conception of

classics as something complete and finished. The ancient world is dead: all that is
left is to learn its lessons. The contrast posited here is that referred to by the

nineteenth-century polymath William Whewell as that between ‘‘permanent’’ and

‘‘progressive’’ knowledge. The former included geometry, Latin, and Greek; the
latter, chemistry, geology, and philology (Whewell 1838: 5–10). Whewell’s point

was that knowledge that changes is unsuitable as a basis for education: stability and

certainty were needed in the education of youth. The second aspect to notice is that,
as the reference to ‘‘rules’’ and ‘‘exceptions’’ makes clear, the writer is concerned not

with ‘‘classics’’ but only with language – and, as his peroration shows, with Latin. The

‘‘presence of mind’’ he admires, the crucial link between a history of learning and its
deployment in a challenging situation, is the presence of a mind that acquires

certainty from grammatical rules and flexibility from ‘‘established exceptions.’’
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This neatly formulated combination of discipline and flexibility aptly summarizes

the requirements classics must meet if it is to operate as an adequate resource in
making sense of human life. It needs to possess permanent and universal value so as

to be proof against the corroding effects of change (the emergence of new social and

cultural formations) and relativity (e.g., the challenge of other sources of meaning –
natural science, vernacular languages). Yet it must be flexible enough to adapt to

new circumstances and to a wide variety of cases. The conception of classics as

centered on literature, and that in turn as centered on language, seen largely in
grammatical terms, is curiously limited, but in some historical periods it has been

very widespread. Its attraction has surely lain in the notion of rules, not exceptions:

in the terms used by the source quoted above, in ‘‘precision,’’ not ‘‘flexibility.’’ If,
however, we look beyond the kingdom of Latin, we find another area of classics that

has often been seen as providing the flexibility Latin lacks: Greek. Latin’s older sister

glories in its flexibility, its more relaxed grammatical and syntactic structure under-
cutting to some extent the Latinate opposition of rule and exceptions. With two

languages in play, we are presented with a bipolar conception of classics. These twin

poles have generally been seen as sources of culture (Greek) and discipline (Latin),
and defenses of classics and its teaching vary according as they privilege the one or

the other (Stray 1998: 8–11).

There are other ways of conceiving of classics, however, that bring with them yet
more patterns of inclusion and exclusion. The contrasts discussed above center on

language, and the teaching and learning of language has constituted a central thread

in the classical tradition. Yet the ancients did more than speak and write in Latin and
Greek: they built, traded, fought, and prayed, walked, and sailed. The tendency,

dominant in the nineteenth century and persistent even in the twentieth, to refer to

‘‘the classics’’ as a subject of study conflated the study of the ancient world with the
study of its literature. ‘‘The classics’’ were the ancient authors. The disappearance of

the definite article has weakened this link: that it still survives, however, can be seen by

the use of the phrase ‘‘classics and ancient history’’ in the titles of some university
departments. (‘‘The Classics’’ is now rarely found, though examples survive at

Harvard University and the University of Illinois.)2

The history of the teaching and learning of classics can to some extent be told in
terms of the contrasts and issues mentioned above. In classical Greece, the shared

consciousness of Greekness was underpinned by the learning of the Homeric poems,

despite internal political and ethnic divisions (e.g., Dorian vs. Ionian). Homer was the
first European ‘‘classic,’’ but later writers also became canonized by the scholars of

Alexandria as they compared texts and annotated manuscripts. The conquests of

Alexander led to the formalization of grammatical rules in the teaching of Greek to
non-Greek speakers, following the analyses of the fifth-century sophists. Recent work

based on papyri has extended our knowledge in this area, but the evidence is patchy

and the specialists disagree on its interpretation (Morgan 1998; Cribiore 2005). It
was not long before the non-Greeks learning the language included conquerors

rather than conquered, and the Romans learned Greek while often despising its
native speakers. The captured Greeks who taught grammar in Rome began a long

tradition of such teaching, though the social status of grammatici later rose. Both
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grammar and rhetoric became central to the education of high-status Roman boys,

and this continuing social imperative led to a fossilization of the pedagogic tradition
under the empire (Kaster 1988; Atherton 1998).

The later career of grammar is complicated, and this is no place to trace its history

through the speculative theories of the Middle Ages and the new learning of the
Renaissance (Law 2003) to the flowering of comparative philology in the nineteenth

century (Davies 1998). What does need to be stressed is the link between the formal

structure of grammar and the discipline imposed by teachers on pupils. (As the word
disciplina itself suggests, the pedagogic scene is the prime example of discipline: learning

goes with orderliness.) An important aspect of the mental discipline /transfer of training

tradition of justifying classics was the centrality of formal grammar. From the standpoint
of the twenty-first century, we can see that this tradition, usually maintained as a set of

unexamined assumptions, gave way in the 1960s to an antigrammar (and antidiscipline)

tradition that is still similarly maintained (Mulroy 2003). The lower depths of a
grammar-based teaching tradition in which continuing links between classics and social

status meant the subject was both embedded and in effect uncriticizable can be glimpsed

in Geoffrey Willans’s stories of Nigel Molesworth (Willans and Searle 1958). Here the
text and the powerfully sardonic drawings of Ronald Searle show a world where pupils do

not expect Latin to make sense and teachers are often not competent to explain it: as a

result, the pupils make their own, subversive sense both of what they are supposed to
learn and of their own situation (Stray 1994).

The world of Molesworth is one where classics is compulsory; the corollaries are

not only that many pupils cannot cope, but that the supply of adequate teachers is
insufficient. The paradigms of the grammar book symbolize and underpin a peda-

gogical relationship of hierarchical rule, but they also encapsulate formal rules that

enable pupils to discover gaps in the teacher’s knowledge. Avoidance, ambiguity, and
subversion characterize both ends of the classroom. The fierce reaction against this

embedded world of rote learning in the 1960s led initially to Latin courses that

avoided formal grammatical labels, as in the Cambridge Schools Latin Course
(Forrest 1996). In many schools, the new course presented difficulties for teachers

who had been brought up to believe that classics was Latin, Latin was grammar, and

grammar symbolized discipline (Stray 1998: 293–7).
This brings us back to the question of change, an inescapable and constant element

of tradition, however large the image of tradition as total fixity may loom in culture

and curriculum wars (Carnochan 1993). As the above example suggests, unless
change in schooling is carefully managed, it can lead to confusion and, for some

individuals, tragedy. The history of classical education in Europe includes long

periods in which relatively stable systems of teaching and learning were established
and maintained. From the Middle Ages to the seventeenth century, the persistence of

Latin as a spoken language played an important part in this. Schools either encour-

aged or forced pupils to converse in Latin, and this interacted with a curriculum that
was dominated by Latin grammar and then literature to embed the pupil in a Latinate

world of experience. He (it was mostly he) did not so much study a distant world as
inhabit a modern version of it, and the mastery of the language was part of a kind of

puberty rite (Ong 1959). Those boys who went on to university continued to use
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Latin in oral disputations with teachers and other students, the characteristic mode of

testing that was still vigorous in the eighteenth century, though in Cambridge particu-
larly it was increasingly subordinated to written examinations (Chang 2004; Stray 2005).

This world of familiar Latinity is reflected in the Orbis sensualium pictus (The world

of experience in pictures) of Jan Comenius, an illustrated dictionary of everyday experi-
ence in Latin and German that has some claim to be the first book written for children

(Comenius 1658). It begins with the teacher–pupil relationship, its first page depicting

these two figures, Magister and Puer. At the end of the nineteenth century, W. H.
D. Rouse, despairing of the by-then traditional rote learning of grammar in British

schools, attempted to return to the world of oral Latin (and Greek) by advocating the

use of a direct method of teaching. In his school, classics was taught through
conversation in Latin and Greek, but the wider movement eventually failed, largely

because the method demanded so much of the teacher – a mastery both of classical

vocabulary and of the skills to deploy it in the classroom (Stray 1992). A similar
movement in the US was led by Gonzalez Lodge of Columbia University.

Many attempts at the reform of classical teaching have failed because of the massive

inertia built into systems of schooling. This is particularly the case when teachers are
not professionally trained to teach, and especially when they spend their careers in a

single institution. The extreme case in Britain can be seen in Eton College, the

leading public (independent) school. In the nineteenth century its scholars went to
King’s College, Cambridge, a linked foundation, and often returned to Eton to

teach. This was a closed system in which traditions of teaching were perpetuated:

the Latin and Greek grammars used had been written for Eton, and change or
substitution was seen as disloyal. The more general phenomenon is reflected in the

comment of the lexicographer and textbook writer William Smith to his publisher

John Murray in 1850: ‘‘I need not tell you of the difficulty of getting new grammars
introduced into schools’’ (Smith 1850). The history of classical teaching is littered

with examples of inspired teachers who undermined contemporary assumptions but

had little influence outside their own classrooms. A few spread the word through
publishing: an example is D’Arcy Thompson Sr. (1829–1902: Irwin 2004), whose

Day Dreams of a Schoolmaster (Thompson 1864) recorded his attempts to teach

classics in Edinburgh without rote learning or corporal punishment. His book was
much reprinted as an inspirational guide to teachers, but significantly, without the

chapters on the details of classics teaching. A good example of a successful attempt at

change is the success of Mason Gray’s Latin for Today, a course developed in the US
in the 1920s which, very unusually, crossed the Atlantic to become a market leader in

Britain in the following decade (Stray 1998: 278). This course attempted to provide a

systematic alternative to the standard grammar/translation approach, basing itself
instead on the cultivation of reading skills, grammar being learned en passant. Latin
for Today was adapted for the British market in the 1930s by an experienced teacher,

Cuthbert McEvoy. The rarity of such cross-national transfers is striking: the Latin
grammars of Benjamin Kennedy (1804–89), dominant in Britain by the 1870s, never

gained US editions because of differences of terminology (e.g., Kennedy used the
‘‘new’’ order of cases inspired by comparative philology: nom-voc-acc-gen-dat-abl

[Allen and Brink 1980; Stray 1996]).
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2 From University to Adulthood

So far I have been discussing classical teaching and learning in schools, but of course

this is not its only site. Since the twelfth century, classics has also been taught in

universities, usually, but not always, at a higher level than in schools. The prohibition
on teaching Greek in schools enacted in the Scottish Book of Discipline (1560) led to

its being taught at an elementary level in the universities. Talented scholars like the

Cambridge classicist Richard Jebb (1841–1905) and his Oxonian successor Gilbert
Murray (1866–1957), attracted to the chair of Greek at Glasgow by the high salary,

found they had to teach the rudiments to classes of over a hundred, with ages ranging

from 15 to 30. This is a useful reminder that the neat succession of educational stages
we are used to today is a recent phenomenon. Modern educational systems are the

creations of the nation-state, dating from the early nineteenth century in France and

Germany, the end of that century in Britain. Education in classical Greece lacked our
modern apparatus of dedicated buildings, educational stages, and common syllabuses.

The ideas of ‘‘curriculum’’ and ‘‘class’’ emerged only in the sixteenth century. They can

be linked to Calvinist ideas of schooling and to the modus et ordo Parisiensis, a system
that combined the subdivision of schools into classes with individual teaching (Hamil-

ton 1989). All these ideas came out of religious concerns for the gaining and retention

of faith, and had to do with disciplina, a system of controlled learning.
Since its origins in Paris in the twelfth century, the university has come to be taken

for granted as a part of the life of nation-states. Yet it has taken on many different

forms, as has the classics that has been taught in it. In the seventeenth and eighteenth
centuries, many European universities were confessional institutions in which classical

learning was deeply entangled with the exposition and defense of Christian theology.

The French Revolution marked a watershed, leading as it did to the destruction of
some universities and the founding of others in new molds (Brockliss 1997; Anderson

2004). In some institutions, classical learning was frowned on as a symbol of the old

(clerical, pre-revolutionary) order; in others it emerged under new, secular but
spiritual auspices. Most notably, in the new University of Berlin the ideology of

Altertumswissenschaft, the systematic study of the classical world as an integrated

whole, promulgated by Friedrich Wolf, was enthusiastically expounded, an emphasis
that spread to other German universities (Grafton 1983). The movement was based

on the tenets of romantic Hellenism, and Greek was placed firmly above Latin in the
linguistic pantheon. The contrast with France was striking: here, in a former Roman

province, Latin was revered as the ancestor of French, and the ancient world was seen

as the beginning of a continuous link, rather than as a lost world to be regained.
Within Altertumswissenschaft there were differences of emphasis, most famously

celebrated by the disputes between Gottfried Hermann and August Boeckh and their

pupils. Hermann rooted his scholarship firmly in the linguistic details of texts, while
Boeckh argued for a wider vision of cultural and social history (Most 1997). What they

shared was a crucial pedagogical tool, the seminar, developed originally for clerical

training but now transformed into a training device for advanced work in classics.
Here the professor taught his students, encouraging them to offer the results of their
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own research for criticism by himself and by fellow-students (Anderson 2004: 104–6).

By the end of the nineteenth century, the seminar system had percolated down to the
undergraduate level in both Europe and the US. It offered an alternative to the domi-

nating monologue of the all-powerful professor, but in practice this semidivine figure

often used the seminar as a source of loyal disciples. The seminar was hardly known in
Britain, and its importation into Oxford in the 1930s, most notably by Eduard Fraenkel,

created a culture shock of some local magnitude. Fraenkel’s classical seminar, in which

Oxford dignitaries were treated like any other pupils, was described as ‘‘a circle of rabbits
addressed by a stoat’’ (Horsfall 1990: 63).

The pedagogic burrow that Fraenkel invaded was based on a long tradition of one-

to-one tutorial teaching (in James Garfield’s American evocation, ‘‘sitting with Mark
Hopkins on a log’’) in which knowledge was imparted within a close personal

relationship, a typical procedure being for the pupil to read out an essay on which

the tutor then commented. This tradition was closely bound up with Greats (Literae
Humaniores), the Oxford classical course founded in the nineteenth century that

focused almost entirely on ancient history and on ancient and modern philosophy.

The pedagogical relationship was an intimate one, and indeed Hellenism and
homosexuality often went together (Dowling 1994). In Oxford, more than anywhere

else, ancient culture and contemporary personal identity were fused to create a

recognizable social style. In Cambridge, the central university loomed larger, the
power of college tutors was curtailed, and teaching outside lectures was conducted

in ‘‘supervisions’’ that typically lacked the more intense overtones of the Oxford

tutorial. The typical classical graduate of Cambridge had lower and more circum-
scribed horizons than his Oxonian counterpart, his watchword being caution and

thoroughness rather than a high-flying ambition (Stray 2001).

Nineteenth-century Oxford and Cambridge both offered examples of a bizarre
mismatch between secondary and higher education. The schoolboys who came to

Oxford after years of intense training in grammar, translation, and composition in

Latin and Greek found more of the same (Honour Moderations), but then encoun-
tered Greats, for whose history and philosophy they were hardly prepared. Many

scored highly in ‘‘Mods’’ and then collapsed to poor degrees, or failed, in Greats. In

Cambridge, these schoolboys entered a university in which there was until 1824 no
final examination in classics, and where that examination could until 1857 only be

entered by those with high scores in the mathematical honors examination. In the

first half of the century at least, almost nothing except classics was taught at the public
(independent) schools. A pupil would often be introduced to Latin at age 6, and to

Greek soon afterwards, at a junior school. The curriculum was dominated by repeated

and repetitious learning of grammar, and this continued in the secondary school.
There a few standard authors (Homer, Horace, and Vergil, usually) would be read, and

read again in the following year – a practice common in antiquity (Cribiore 2001: 241).

Exercises in verse composition were set, at first as ‘‘nonsense,’’ the meter being
all-important, the meaning of words disregarded. This was followed by ‘‘sense,’’ in

which meaning became a criterion. The centrality of this in some schools is illustrated
by the naming of two classes at Eton: Sense and Nonsense (Clarke 1959: 74–97). The

years of practice in turning Latin and Greek into English and vice versa produced
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large numbers of men who found it easy to tackle such tasks every day, while walking,

on a train journey, in a boring committee meeting. The modern equivalents might be
doodling or doing crossword puzzles, but this was in a mundane way a method of

keeping in touch with the classical literature that had dominated these men’s days at

school and, in some cases, university. In much smaller numbers, the system produced
virtuoso composers who were revered by their contemporaries; some of them pro-

duced remarkable Latin and Greek verses, while their English poetry was jejune (Silk

2005). An outstanding example was Richard Jebb’s translation of Robert Browning’s
‘‘Abt Vogler’’ into Pindaric verse – difficult English into difficult Greek (Jebb 1907: 2–

15). This tradition was very different from the German, and may have contributed to

the American tendency to avoid British practice in favour of the German tradition.
The image of the ambulatory (by no means pedestrian) composer reminds us that

learning does not have to happen in schools or universities. Extramural learning has

been made easier since the invention of printing, although the earliest books were
expensive, and classical textbooks were typically owned by masters, not pupils. It was

not long, however, before books were produced for autodidactic reading: the teacher

and the learner were the same person. A mass reading audience in the nineteenth
century was catered for by cheap books produced on newly invented steam presses,

and later on stereotyping reduced the costs of printing even further. Lithography, an

invention of the 1790s that spread rapidly in Europe and the Americas, enabled
teachers to write short-run textbooks for their own classes. Composing on to stone

or via transfer paper, they could incorporate Greek as easily as English (Stray 2002,

2006). The working-class autodidacts of the nineteenth century had a wide variety of
books to choose from, including Latin lessons in instalments and classical texts with

interlinear translations. Such books were the ancestors of the ‘‘Teach Yourself’’ series

of the twentieth century. Cheap books were also accessible to school children, but this
was a matter for regret, even alarm, among teachers. Cribs (‘‘ponies,’’ ‘‘trots’’) were

widely available and much used, though usually forbidden, in schools. Plain texts

were preferred by teachers, or, failing them, school editions with notes at the back
rather than on the same page as the text. When Richard Jebb’s great Sophocles

edition began to appear in 1883, with its facing translation and notes in English,

one critic commented that ‘‘When Professor Jebb has finished his Sophocles, we shall
have to banish the plays from our schools.’’

The experience of teaching and learning is typically absorbed into mature adult

engagement with the world, often in an entirely unconscious way; but on occasion a
gifted writer observes, remembers, or imagines, and we catch a glimpse of the

experience in a heightened form. Rudyard Kipling’s Stalky stories are by no means

a simple reflection of his time at Westward Ho! (1878–82), but they do use his
memories as an armature for meditations on classics, patriotism, and imperialism,

especially through the teaching and learning of Horace (Kipling 1899; Medcalf 1993;

Gaisser 1994; Kenney 2006). Fifty years later, in the Caribbean colony of St. Lucia,
Derek Walcott learnt Latin at school and then stayed on to teach it. The uneasy

weight of the classical legacy is reflected in his poem ‘‘A Latin Primer’’: ‘‘the bronze
dusk of imperial palms /[curling] their fronds into questions /over Latin exams.’’

The pupil became a teacher, and ‘‘I taught Love’s basic Latin /Amo, amas,
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amat . . . The discipline I preached /made me a hypocrite; /Their lithe black bodies,

beached, /would die in dialect’’ (Walcott 1988: 21–4; Greenwood 2005: 81–2). The
Latin primer has served other writers as an organizing focus for meditations on

learning classics. In Willans and Searle’s Down with Skool, Benjamin Kennedy is

drawn by Searle as a game hunter, leading those exotic beasts the gerund and
gerundive into captivity. The bars of their cages mirror the rigid lines of the tabulated

pages of the primer, images of order and control. Several decades later, the poet Carol

Rumens wrote ‘‘A Latin primer: for Kelsey’’ for her daughter, who was about to start
learning Latin (Rumens 1987: 36). The course being used was the Cambridge Latin

Course, set in a vividly recalled Pompeii just before the eruption of Vesuvius. Rumens

begins by announcing

Today, a new slave,

you must fetch and carry, obeying

plump nouns, obstreperous verbs

whose endings vacillate

like the moods of tyrants

but ends by hoping that her daughter will walk ‘‘the bright streets of grammar /

where poets lark and sigh.’’ If the first lines recall the exotic beasts imagined by Searle,

the last lines hint at the world of Roman civilization to which Latin gives access, and
the nuances of human experience (larking, sighing) that the pupil may one day be able

to understand. Here Rumens had in mind the similarity of the primer’s tabulations to

the grid pattern of Roman towns: the reality of the pedagogic tool, and that of the
historical reality to be recalled.

3 Conclusions

I began with Aleichem’s Jewish milkman and his cry of ‘‘Tradition.’’ Tevye kept in

touch with his tradition by reading ‘‘the holy books.’’ The same is true of the classical
tradition, often seen as at least semisacred: the books are read and the reader is kept in

touch with a pure fount of value, a precious source of guidance in a changing and
challenging world. (We should remember, too, that classical and Hebrew learning

have been not just parallel, but interacting formations [Grafton 1991: 214–43]).

Machiavelli famously declared that he changed into ‘‘royal and curial robes’’ before
entering his study, where he communed with the ancients by reading their texts. This

is surely learning without a teacher – though Machiavelli claimed that the ancient

writers ‘‘out of their humanity answer me’’ (Stray 1998: 72). We have already seen a
variety of permutations of teaching and learning, a variety that stretches well beyond

the contemporary norm of teacher and pupils in a formal educational setting. Some

activities, in turn, belong to both formal and informal learning – for example, reading
(Fischer 2003). The cultural genres discussed in later chapters all offer opportunities

for learning about the Greeks and Romans, though in very different and sometimes

curious ways. A history of Greece based on the scripts of Hollywood movies would
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surely need to come with editorial warnings and extensive annotation. Yet in a way, it

is unfair to single out film, when it is so clear that academic writing is pervaded and
indeed inspired by personal, gender, class, nationalist, and other agendas. Such

agendas are an inevitable part of the study of the past, but we can also learn from

each other, and from the evidence we interrogate. In that sense, the ancients may still
answer us, as they did Machiavelli.

FURTHER READING

For ancient education, the classic account of Marrou (1956) has recently been joined,

though not superseded, by Too (2001). For the Middle Ages and Renaissance, see
Black (2001). A stimulating and in parts controversial analysis is given by Grafton and

Jardine (1986). The role of Latin is explored across several centuries by Waquet

(2001). For the US, a crisp analysis is given by Winterer (2002). Classical education
in Britain was dealt with by Clarke (1959); a wider range of contexts is considered by

Stray (1998). The pupil’s eye view is explored in Stray (1994). For classics at Oxford,

see the chapters by Jenkyns and Murray in Brock and Curthoys (1998–2000); for
Cambridge, see Stray (2002b). A stimulating collection of essays on classical and

other scholarship is Humphreys (1997).

NOTES

1 The exemplary language of this romantic particularism was Greek: as Trapp called it,

‘‘the patron saint’’ of the vernaculars (Trapp 1971).

2 The modern use of ‘‘classics’’ may date from the bureaucratization of knowledge in

the new University of London examinations of the late 1830s, in which a wide range

of subjects was included. ‘‘Classics’’ here became just one subject among many.
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