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Prologue                            
by Christopher WHITEHEAD 

The challenge addressed by CoHERE is how to conceptualise and rethink ‘European 
heritage’, in a time of dissensus about the meanings of the past, weakened ties to 
historical ideas of European commonality, reduced identification with the 
politico-philosophical project of the EU, social and financial inequality, and the rise of 
populist nationalisms.

This is also an opportunity to think critically about constructions of European heritage 
in scholarship, cultural policy and a range of other platforms, from museums to 
political protests, and from festivals to food culture. CoHERE recognises that heritage 
– the symbolic valorisation of the past in and for the present – has conspicuous 
benefits in terms of fostering senses of identity, belonging and tradition. But this is 
double-edged: ideas about the past can be mythologised, both by official and 
non-official actors, and may be used to power exclusive senses of identity and 
belonging that make or remake social divisions and binary ‘us-them’ logics, including 
racisms. At the European level, the past is used to collectivise people through forging 
common elements for identity. This is both contested and problematised by 
alternative symbolic attachments to the past that emerge both at official and popular 
levels. How can the plurality and contradictions of European heritages be articulated 
and put to service in a way that does not entrench division and sharpen social 
difference, but rather promotes civility as a basic principle for life in Europe?

This is a challenge not easily demonstrated by figures, but it is clearly present in 
high-profile contemporary events, such as: the rise of populist parties that use the past 
for political ends, dissensus between leading politicians on the EU stage, popular 
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disaffection with the EU and with cultural diversity and migration, and the prospect of 
the fragmentation of the EU itself.

CoHERE is a study of representations and performances of European heritage and the 
different ideas about collectivity that they contain, the tensions between them and 
their purchase or lack of purchase at local levels across numerous cultural forms. Put 
simply, the idea of ‘European heritage’ is differently understood in different places, 
and at different levels of society. While embraced by some, it is resisted by others, and 
has a weaker and more complex relevance for collectivity than assumed in 
European-level cultural and heritage policy, implicating also the fortunes of the 
specifically ‘European’ social and civil values embedded within policy. Other forms of 
collectivity often have greater purchase: constructions of national communities, or 
communal and emotional investments in other pasts – can be variously mythologised 
and appropriated for contemporary identity politics, whether in benign and harmless 
form or in aggressive manifestations. This e-book is a step towards understanding 
these nested problems in the spaces of education, at school, in curricula, in language, 
heritage and in public and digital spheres. How, across myriad public spaces, do we 
‘learn’ Europe, thinking through its pluralities? In the chapters that follow, the authors 
address this, as one opportunity for rethinking connections between place, time and 
identity.
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Geographic literacy is identified as comprehension both of human and natural 
systems, of the way the world works, and of the geographical and systematic 
decision-making process (ie. where to live, how to organise life in order to be 
protected in the case of natural hazards, whether to do something in a 
particular location, etc.). The term also involves a better comprehension of the 
complexity of the world, of interconnections that exist in this, of the manner in 
which decisions of a community affect other communities and vice versa. The 
purpose of this paper is to undertake a literature survey to bear on the topic of 
geographic literacy and its contribution to European identity. Although new 
identity formations always depend on existing social identities and values, it is 
obvious that education in general and more specific Geography education can 
play a very important role in identity and value formation processes. 
Geography, as part of school education, has to adopt critical geo-literacy in 
order to foster critical awareness. 

Geographic literacy, Geographic education, geospatial understanding
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Introduction
Literacy is traditionally meant to be the “ability to read and write”, “familiar with 
literature” or more generally “well educated, learned” and it is used to measure a 
population’s education. The rising levels of literacy in early-industrialised countries 
worldwide, foreshadowed the emergence of modern societies as the expansion of 
literacy helped reduce within-country inequalities. In the 18th century only one in four 
people in the world attended school, and this meant that only one in five were able to 
read. In the 20th century, the global estimate of literacy was above 80% and as a result 
the inequality between world regions much lower.

The English term literacy has different translations in several other languages. In 
French the word alphabetisme, in Spanish the word alfabetización, in German the 
word alphabetisierung refer to literacy, while in Greece three words “αλφαβητισµός – 
γραµµατισµός – εγγραµµατισµός” (alfavitismos – grammatismos - egrammatismos) 
are used to express the word literacy.

Today, with rapid development leading to dramatic changes that affect the private, 
social and professional lives of people, creating new demands in terms of 
understanding and production of new types of text, the notion of "literacy" does not 
simply indicate the ability to read and write. It also refers to the ability to understand, 
produce and critically deal with different forms of spoken and written language, as 
well as non-linguistic texts, depending on the communicative circumstances. Its 
acquisition is important and crucial. “The “multiplier effect” of literacy empowers 
people, enables them to participate fully in society and contributes to improve 
livelihoods” (UNESCO 2004, p. 13). The concept of multiple literacies has been 
suggested by many scholars (Street, 2003; Cope and Kalantzis, 2000) proposing ways 
of reading the word in specific contexts, such as information literacy, technological 
literacy, scientific literacy, spatial literacy, media literacy, etc. in order to present the 
level of people’s knowledge in different areas.
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To characterise someone as literate means different things, at different times, for 
different individuals and for different societies (Charalambopoulos 2006). Moreover, 
the ways in which literacy is practised vary by social and cultural context (Barton, 
1994).

Geographic Literacy - Literature review
Footprints:  of Geographic literacy

Footprint 1: #johnportel #iwasasked #canada #passportmigration 
#identityz

Professor of Philosophy and poet John Portelli in his poem “I was asked” describes a 
real situation which people who have emigrated to a new country face in their 
everyday life through the question “Where are you from?” and the hidden question 
(the question behind the question) “Who are you?”.  

“I was asked, am I from Armenia or from Lebanon

am I Spanish or am I Italian

Nobody noticed I am Maltese.

Shalom, 

Are you by chance a Jew?

Salam,

Are you a Muslim?

How words and appearances deceive you.

…..

What a heavy accent you have got

Certainly, you are not Canadian.

Do you mind showing us your passport?

His worried gaze in my eyes

he stamped the passport

how come you did not tell me you are Canadian?”
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Footprint 2: #westernmovie #whatishomesick #GermanyBulgaria 
#identity

In a recent movie called “Western” (Cannes, 2017), the director Valeska Grisebach 
describes the relationship between a group of German construction workers 
building a water power plant in Bulgaria and locals from the countryside. The 
behaviour of the newcomers was indicative of their own prejudice and mistrust. 
The language barriers and cultural differences raised misunderstandings.  Despite 
the barriers (ie. the leader of the workers and the leader of the village often spoke 
without understand each other), people managed to communicate through 
empathy. The movie, with its background of Eastern Europe, triggers discussion 
about the search for an identity, a new homeland (indicative was the question of the 
German worker “what is homesick?”), new relations, new friends, while the need to 
belong was obvious. From this point of view, the story gives a lot of stimulus for 
thought as it reflects the challenges of our days and how people who live in Europe 
deal with them.

Footprint 3: #meinfrankfurt #odysseyhomer #museumsuferfest2001 
#crosswaters #identity

Walking in Frankfurt, Germany, in the centre of the city where Deutsche Börse AG, 
the European Central Bank, Deutsche Bank and Commerzbank are located, a 
visitor can see the 170m-long Eiserner Steg (Iron Bridge) over the river Main. The 
bridge was built in 1868 and rebuilt after World War II, in 1946.  This pedestrian 
bridge connects the districts of Römerberg and of Sachsenhausen. More than 
10,000 people cross the bridge on a daily basis. The most unusual thing to see is an 
inscription in capital ancient Greek letters, a quote, coming from Homer’s Odyssey: 
ΠΛΕΩΝ ΕΠΙ ΟΙΝΟΠΑ ΠΟΝΤΟΝ ΕΠ’ ΑΛΛΟΘΡΟΟΥΣ ΑΝΘΡΩΠΟΥΣ (picture 1) 
which means “while sailing over the wine-dark sea to men of strange speech” 
(Homer, Odyssey, I, v. 183). Although the Greek motto is a remnant of the 
2001 Museumsuferfest, when Greece was the guest country of the Frankfurt Book 
Fair, we can see a symbolic representation behind the selection of this quote. The 
bridge is the connection point of Frankfurt’s population, which is made up of many 
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different nationalities and languages (according to the census 40% was 
non-German, almost 180 different nationalities). It is meant to symbolise the desire 
of humanity to “cross waters”, create networks and meet with people of a multitude 
of languages, cultures, religions. 

How are these footprints connected to geographic literacy? Are there 
commonalities in the three footprints presented? The answer is yes. In the two 
first, no matter where the situation took place (in Canada or in Eastern Europe), 
the notion of the other (ie. characteristics of the face, language, culture, etc.) 
maintain a central role. The way people face the “Other” is one of the components 
of geographic literacy. Part of geographic literacy is also to accept the “Other” and 
the elements of his/her culture and to highlight the importance to be together, as is 
shown in footprint 3.
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speech” (Homer, Odyssey, I, v. 183), By Alex1011 (Own work) [CC 
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Geography, as a scientific discipline, can be traced back to the "fathers of 
Geography" Eratosthenes (276-196 B.C.E) and Claudius Ptolemaeus (90-170 C.E.), 
to the "fathers of modern Geography" Von Humboldt (1769-1859) and Carl Ritter 
(1779-1859) as well as to new scientific spatial approaches which express the needs 
of the modern world and society. Thus, it deals with the study of:

• The nature and relative arrangement of places and physical features; 

• The physical features of the earth and its atmosphere, and of human 
activity as it affects and is affected by these, including the distribution of 
populations and resources, land use, and industries (California Geographic 
Alliance).

In the past, the term geo-literacy followed the model of textbooks but also of a 
teaching method that wanted the student to know details about the landscape, was 
limited to sterile knowledge of natural and anthropogenic characteristics of the 
world. As a result, the knowledge of rivers, lakes, states, capitals, etc. was enough 
in order to characterise someone as “having high or low literacy”.

We can see, therefore, that a geographic literate citizen is much more than a person 
with sterile geographic knowledge or a sensitised citizen on issues that concern 
him. Although knowledge is an important component for the cultivation of 
geographic literacy, equally important is the correlation between one's own 
knowledge and the actions he takes in this direction (Goldman et al., 2015). 
Moreover, knowledge itself is not enough to promote the ability to use geographic 
understanding and reasoning to make well-informed decisions for the future.

Natoli & Gritzner (1988) notice: “Ability to locate words in a dictionary does not 
make a person literate. Literacy begins when one is able to understand the 
meanings of words, employ them in coherent sentences and paragraphs, and 
understand clearly the meanings of these word combinations when reading 
them… Thus, geographical literacy is attained only when people understand why 
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places are where they are, what these places are like, and how they relate to these 
people and to other places.” 

Geo-literacy is identified as comprehension both of human and natural systems, of 
the way the world works, and of the geographical and systematic decision-making 
process (ie. where to live, how to organise life in order to be protected in the case of 
natural hazards, whether to do something in a particular location, etc.). The term 
also involves a better comprehension of the complexity of the world, of 
interconnections that exist in this, of the manner in which decisions of a 
community affect other communities and vice versa.  

According to Turner and Leydon (2012) “Geographic literacy as a skill can be 
broken into two distinct but complementary components, geographic knowledge 
and geospatial recognition. Geographic knowledge refers to an individual’s 
ability to recall the names and relationships of different geographic locations at a 
variety of scales. Geospatial recognition then requires both the ability to 
memorise facts about geographic locations, and to understand relationships 
between these places. …Both components are required to successfully answer the 
majority of geographic questions and problems, but are also vital to success in 
other disciplines including economics, earth sciences, biology, history, media 
studies, engineering, sociology, and political science.”

National Geographic Society calls geographic literacy:  “the ability to use 
geographic understanding and geographic reasoning to make far-reaching 
decisions. It relies on three conceptual pillars:

1. Interaction: The world is made of systems that are connected to one another 
& interact permanently in multiple ways, at multiple scales (of time & 
space).

2. Interconnection: Peoples & places are connected to one another to form a 
global complex and dynamic network.
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3. Implication: The way we interact and build our world, so the 
decision-making process related to land and resource management as 
well as urban and rural planning, depends on how well we know the 
interactions and connections happening in our world.”

According to the Vice President for Education of the National Geographic Society, 
Daniel C. Edelson (2014), “Geo-literacy enables people to steer away from choices 
that will be costly for themselves and others. It requires three abilities: 

• the ability to reason about human systems, environmental systems, and 
human-environment interactions,

• the ability to reason about geography (geographic reasoning),

• the ability to reason through decisions systematically (systematic decision 
making).”

Based on the conceptual content of the term, as presented above, we can name 
some of the components which make up the theoretical foundation of geographic 
literacy: Geographic knowledge, Geospatial skills, Attitudes, Awareness, Additional 
Determinants.

Geographic knowledge: It is strongly connected to the questions “What” and 
“Where”. It is connected to an individual’s ability to recognise, place label, place 
inventory between locations and attributes at varieties of scales; ability to increase 
people's understanding of place-to-place relations and variations; the ability to 
obtain a complete base for interpreting human-environment relations at scales 
ranging from personal to global spaces and to think about the spatial arrangement 
or organisation of features, interactions, and relationships (Golledge, 2002).

Geospatial skills: The umbrella of geospatial skills describe an individual’s ability 
to acquire, integrate, analyse, interpret, present, manage and distribute 
information about locations in space and time, to use multi-modal representation 
to spatial reasoning about human systems and spatial problem solving, to 
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recognise and represent the tangible additions that humanity has made to the  
physical world, to select appropriate strategic action to resolve problems and to 
design and evaluate action plans, etc. 

Attitudes/Awareness: This component describes people's sensitivity or 
appreciation in the sense of responsible attitude towards natural and human/social 
environment, technology, economy, culture. It also refers to the individual's ability 
to identify and choose between different values in relation to a problem (social or 
environmental), to define his/her own value system, to judge and make decisions 
about local or global problems according to his/her own sense of morality, to 
motivate and to participate actively in order to improve and protect the physical 
and human environment and culture.

Additional Determinants: Describe sense of personal responsibility (perceive 
someone’s ability to make changes to the natural or social-cultural environment 
through his/her behaviour/actions).

“Measuring” Geographic literacy 
In the era of globalisation, in which the world is becoming increasingly 
interconnected - from people, ideas, cultures to pollution, terrorism and weapons - 
it is necessary to educate youths to be geographically and culturally literate, to 
evaluate stereotypes, and understand how individuals perceive others and are 
perceived by them.

Geography educators, as well as institutions, and universities around the word, 
have conducted research to find the level of geographic literacy among young 
people and explore the reasons of geographic illiteracy (Baine, 1991; Bednarz, 
2002; Bednarz et al. 2006; Butt et al. 2006; The Royal Canadian Geography 
Society, 2005; Council on Foreign Relations and the National Geographic Society, 
2016).
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The Council on Foreign Relations 
(CFR) and the National Geographic 
Society (2016) conducted a survey 
among 1.203 people aged eighteen to 
twenty-six, to calibrate the level of 
geographic literacy of young people 
educated in American colleges and 
universities. Among the group, 11% 
studied math, statistics or sciences 
(e.g., biology, chemistry, physics, 
geology) and 14% studied business, 
finance or accounting. Young people 
were asked about geography, the 
environment, demographics, U.S. 
foreign policy, recent international 
events, and economics. The research 
also focused on the role that education 
can play in geo-literacy. 74% of the 
responders said that they had learned 
about important topics such as 
nationalism, human rights etc. in a 
college course while 27% decline it. 

Some of the topics between other which got a better score were the following: 
Nationalism 39%, Climate change 36%, Migration 26%, Human rights 43%, World 
religions 34%, Current world events 32%, Terrorism 28%, Physical geography 29%, 
Human geography 22%. According to the researchers “the average score on the 
survey’s knowledge questions was only 55 percent correct, and just 29 percent of 
respondents earned a minimal pass—66 percent correct or better”.

In the same research, when young people were asked: “Think about your role as a 
citizen (e.g., as a voter, a taxpayer, an employee or business owner, a community 
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Nachfolger, 1860. This work is in the public 
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member) and grasp thematic knowledge according to its contribution to the 
background you should have as an active citizen”, they rated topics related to U.S. 
government and politics (40%) and current world events (41%) as “Extremely 
Important”, topics related to International relations (41%) economic and finance 
(42%), foreign (non-U.S.) cultures (36%), world history (32%) as “Very 
Important”, and topics related to world geography (34%) as “Moderately 
Important”. The answers of young people illustrate that it was difficult for them to 
recognise the connection of geography to the other topics (ie. international 
relations, foreign cultures, etc.). 

Although, the importance of international knowledge was recognised by them, they 
seek information about national and international issues from a wide range of 
o n l i n e a n d o t h e r m e d i u m s ( t e l e v i s i o n 4 4 % , t h e i n t e r n e t 8 4 % , 
newspapers/magazines 25%, radio 14%). The most popular platform among them 
was Facebook (43%); CNN (40%); ABC News (33%); Huffington Post  (26%); 
Comedy news programs (21%).

Merryfield and Wilson (2005) focus their attention not only on the lack of 
knowledge of physical geography, but also on the deficient student awareness of 
other cultures: “Researchers have found that students individualise the 
characteristics of people in their in-group and perceive their behaviour as 
‘normal,’ but they view out-groups in terms of generalised traits and other 
stereotypical characteristics”.

In another survey conducted in 2005, the Royal Canadian Geography Society 
measured Canadians' Attitudes toward geography, their ideas about the relative 
importance of geography and the geographic literacy of Canadian people nationally 
and regionally. The sample distribution comprised three “target” sub-groups: 
“Young Adults” (18 to 24, no school-age children), “Parents or Guardians” (adults 
having/responsible for school-age children), “Other Adults” (having no 
responsibility for school-age children). A final sample of 2,106 Canadians was 
weighted to reflect correct demographic, regional and target sub-group 
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proportionality in the total sample. In the question “What does  Geography mean 
for Canadians”, most of responders gave answers which presented the notion that 
geography is more a memory game (“Countries and capitals of the world 96%, 
“How to use a globe/atlas” 96%, “Reading road maps” 77%, “Tracking Infectious 
disease” 48%), while fewer of the answers fell in the field of geographic literacy 
(“Population distribution patterns” 78%, “Understanding volcanoes/earthquakes” 
63%, “Understanding weather maps” 61%, “Locations for new stores” 40%).  
According to researchers “…adult Canadians have a limited view of what 
constitutes “geography”. Many Canadians did not associate such phenomena as 
meteorology, geological events or the migration of infectious diseases as having 
anything to do with geography”.

In the question concerning the Relative Importance of Geography, the responders 
identified as very important to “read a map” (63%) and to “know countries in news 
/ to locate them” (49%). A small percentage (36%) answered that it is very 
important for someone to speak a foreign language. These answers highlight the 
perceptions Canadians had about geography's contribution to world 
understanding, as well as the low geographical literacy of a society that is 
historically multicultural. Concerning geo-literacy, according to researchers: “The 
perceived importance of geography, and geographic literacy, increases with the 
level of education attained. Based upon the average level of correct answers to a 
series of questions designed to measure geographic knowledge, about one-third 
of adult Canadians can be considered “geographically illiterate” – higher among 
“young adults”. Geographic literacy increases with age, with the level at which 
the last geography course was taken, with education and with household 
income”. Importantly, it would appear that geography as a subject is being taught 
at increasingly earlier stages of formal education.  

In Greece, researchers (Katsikis 2001; Katsikis 2004; Klonari & Koutsopoulos 
2005; Rellou & Lambrinos 2004) notice a very poor level of geographic literacy. In 
research conducted by Klonari, & Terkenli, (2013) in secondary school students, 
researchers pointed out that the students seemed to more easily recognise the 
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countries of Europe “with a clearer geographic presence on the map (in terms of 
their formal characteristics) such as islands, countries with a distinctive or 
dominant location on the map or those featuring a characteristic physical shape”. 
“Land lock countries or the newcomers to EU appeared to be more obscure in 
students’ geographical perception”. Concerning the European capitals, the results 
showed that Greek students identify the majority of European capital cities. 

Geographic literacy and geospatial understanding are essential for the strength of 
respect to the “near or far others” and their civilization, of democracy and the 
stability of the planet. Poor geographic literacy has its roots in a variety of factors 
including education as a procedure, teachers, students (future citizens) and their 
attitudes. Among the factors are the following:

• Perceptions: The perception that geography is just a memory procedure led 
some institutions or departments of education, to decrease the teaching 
time of geography.

• Geography curricula: The analysis of different syllabi leads researchers to 
conclude that the main objective is to transmit knowledge about topics (ie 
Europe, culture, environment etc.) than to help them "build" the knowledge 
through activities (Karatza, Galani & Halkia, 2018). School curricula 
typically stress the importance of preparing students for exams (Shin 2006)

• Geography textbooks: Geography books (according to educators complains) 
are not appropriate to facilitate the teaching of geography (Klonari & 
Koutsopoulos, 2005). Moreover, sometimes they may have inaccuracies 
which “distort the subject view being investigated by students” (Seikaly, 
2001).

• Teaching geography: Emphasis on textbook learning disappoints students 
and does not inspire teachers to provide connections to current events and 
phenomena (local, national, global). Whenever tools like GIS are using to 
stimulate the development of geographic literacy skills, the majority of 
these tools focus on mapping exercises that may do little in that direction. 
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Students may be able to find locations on a map, or to handle and display 
spatial data, but may not understand the significance of the data and 
locations that they encounter. Technical difficulties with these tools, 
embarrass both teachers and students, discouraging them from adopting 
the technology within the classroom (Shin, 2006).

• Attitudes: As society is becoming more globally interconnected, youths are 
getting the majority of their global education from the media. Students' 
persistence with social media tools and the acquisition of information on 
global events exclusively from them can lead to a misinterpretation of the 
world and enhance geographic illiteracy. (Hahn, 1998; Wartella & Knell 
2004; Carano & Berson 2007).

Geographic Literacy and European Identity 
The question “Who am I?” is a critical but also very common question connected to 
an individual’s identity. Behind this question lies the notion of belonging. 

Identity in a strict definition is rooted in the Latin idem (neuter), means “the 
same” (c. 1600), “sameness, oneness, state of being the same”, from Middle French 
identité (14c.), from Medieval Latin identitatem (nominative identitas) “sameness” 
(https://www.etymonline.com/word/identity). In this strict definition, the concept 
of identity is not applicable to large-scale collective entities such as nations or 
Europe (Dalter, Wallace and Spannring 2005).

A wider definition can lie in the field of philosophy. According to the distinguished 
French philosopher of the twentieth century Paul Ricoeur, “the nature of a person 
is a set of distinctive signs that makes us different from other people” (1992, p.  
113). In Oneself as Another, Ricoeur distinguishes between two fundamental 
aspects of the self, or of identity: ipse and idem.

Ipse is identity understood as selfhood, close to our individuality, the identity of 
something that is always the same which never changes. Ipse identifies “who” the 
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self is, what marks us out as what we really are. Idem, on the other hand, is identity 
understood as sameness across and through change. Idem presents “what” the self 
consists of. So, when somebody says: "this is me because I have certain 
characteristics that others can observe”, by perceiving his/her own characteristics 
he/she is actually establishing a direct recognition of the identity of the other 
person.

The conception of identity gathers the homogeneous elements through which the 

groups define themselves, achieving consistency of common characteristics, which 
in turn help them be maintained through time and prevent potential danger of 
their elimination (national origin, race, ancestry, social status, sex, economic 
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status, language, religion, customs, etc.) (picture 3). The identity is a mental 
construction changing in time that helps in self-determination of the individual. It 
is variable data, as it constitutes the product of a dynamic procedure of social and 
historical construction (Galani, 2016). The formation of identity (national, ethnic, 
cultural, etc.) through place can be found in the family, in the society as well as in 
education (ie. geography). It is connected to myths, stories, common past, common 
language, etc. 

Geography shapes identity through the lens of place. The notion of place is 
different from those of location and space. Location describes where a place is on 
the map while space is something abstract, without any substantial meaning (Tuan 
1977, pp. 164-165). “Space and place are dialectically structured in human 
environmental experience, since our understanding of space is related to the 
places we inhabit, which in turn derive meaning from their spatial contex” 
(Seamon & Sowers, 2008, p. 44). 

Place is the area (a particular village, city, country, region etc.) where people live or 
experience shared feelings of belonging and attachment in response to an external 
stimulus and it is associated with specific characteristics. According to Yi-Fu Tan 
(1997, p. 6) place is a location created by human experiences; an area with a 
specific meaning given directly through the senses (vision, smell, hearing) or by an 
indirect way through symbols, arts, etc.. Entrikin (1991) argues: “Place is made up 
of materials, relational and symbolic, ideational realms”. Place matters as it 
provides a sense of continuity to peoples’ identity, acts as reference to peoples’ past 
and influences peoples’ lives. Korpela (1989) states: “The continuity of 
self-experience is also maintained by fixing aids for memory in the environment. 
The place itself or the objects in the place can remind one of one’s past and offers 
a concrete background against which one is able to compare oneself at different 
times . . .This creates coherence and continuity in one’s self-conceptions”. Relph 
(1976) argues that “there can only be a ‘sense of place’ when the bond between 
people and place is ‘deep-rooted’” In this point of view, place connects to the 
notion of belonging.  Bounded places provide the sense of belonging to people who 
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live in them. As a result, there is a “definite but complex relationship between the 
character of specific places and the cultural identities of those who inhabit them”. 
This complex procedure “can cause inequalities in the way that space is occupied 
and used by members of different groups” (Hubbard, 2005). 

The questions that arise are: a) how do European people feel about the EU as a 
place? and b) what is the level of European identity and geo-literacy according to 
the research?

Europe is a continent of about 10,180,000 square kilometres, consisted of about 
fifty states. Each one of them has its own history, past, language, way of 
expression, culture. 

There are a number of studies which investigate how realistic the idea is of a 
common European identity among EU citizens. According to the social identity 
theory, European identity is one of the multiple social identities which individuals 
get from their participation in social groups (Tajfel & Turner, 1979). Literature 
agrees upon the fact that a person can hold multiple identities (Delhey, 2004; Diéz 
Medrano & Gutiérrez, 2001) which are socially constructed (Castano, 2004; Risse, 
2010).

The EU is a socio-political and socio-economical project trying to unite people 
under an umbrella of the same goals, and opportunities while respecting their 
diversity. The French poet and philosopher Paul Valéry use the words “Homo 
Europaeus” to discuss the “Europe of the spirit”, a community of shared values (ie. 
democracy, respect for human rights, freedom, equality, tolerance, justice, 
acceptance of diversity etc.). Moreover, several researchers argue that European 
identity is characterised by post-national and cosmopolitan thinking (Delanty & 
Rumford, 2005).

On the other hand, the European Union is a unique partnership in which member 
states share a single market in which the “four freedoms” (goods, services, people, 
and capital) move freely. The financial aspect has raised significant questions 
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about the EU’s future shape and character. The strong contradictions between the 
EU's economic face and the cultural one, in the era of neoliberalism have raised 
significant questions about the EU’s future shape and character. The EU faces a 
range of pressures (ie. slow economic growth, high unemployment, and the rise of 
populist, nationalist political parties in many EU countries etc.) and multiple crises 
(ie. the euroscepticism of the UK and the decision to leave the EU and remain 
outside the Eurozone and the Schengen free movement area, the Greek debt crisis 
in late 2009 until now, migratory pressures). Some researchers claim that 
nationalism is an obstacle to the road of European identities coexistence and to 
effective integration (Fligstein, Polyakova, & Sandholtz, 2012), while some others 
blame the EU for the way it behaves towards European citizens. In the behaviour 
of EU members can also be found the roots of euroscepticism or of other 
anti-European movements. As a result, Duchêne  and Heller (2012) state: “a 
growing number of relative works have in a very cumulative way, demonstrated 
that the EU hardly exists as European citizens’ representative, at least as a direct 
object of interest, evaluation and affection.”

European identity as a social and cultural construction should insist on a wider set 
of values and historical events (what is called European family of cultures) and stay 
beyond the economic and political union and consequences (which is not easy). 

Van Mol (2013), underlines the fact that measuring identity is hard, as it is a 
multidimensional concept. Fuss (2002) got a sample of about 400 randomly 
selected persons aged 18 to 24 to explore the salience and meaning of ‘being 
European’ among youths who constitute Europe’s new citizens. He also explored 
the role of an increasingly integrated Europe in the life of young people and how is 
it related to other sources of identity such as region, nation, gender, or ethnicity. In 
Fuss’s research, six European countries, that is Austria, Germany, Great Britain, 
Spain, Slovakia and the Czech Republic, participated. The research project claimed 
to go beyond the sense of European identity people have, aiming to relate the 
meaning of “being European” to other sources of political identity (ie. region or 
nation). In the context of citizenship and nationality, the meanings of European 
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and national identity seem to be especially relevant. The researchers, through the 
gathered data, also found that there is “Europeanness” among young people from 
different countries. Europe according to the data constitutes a significant source of 
political identification for young people. The feeling of solidarity is stronger with 
one's own nation than with Europe. In general, both national and European 
identifications are positively related which supports the idea of a comprehensive 
European identity which is largely based on the respect of national identities.

The European ICCS 2016 data research showed a number of interesting results. 
The first such finding was students’ perceptions of their European identity. After 
the finding that “The more students trusted their national civic institutions, the 
more likely they were to see themselves as part of a broader community at the 
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supranational level” researchers suggested that national and European identities 
“can positively coexist and do not contradict each other”.

The Eurobarometer, a public-opinion survey proposed by the European 
Commission, regularly measures the European population’s perceptions on various 
topics. Between these topics is the feeling of European citizenship. Standard 
Eurobarometer 88 survey (EB87), was carried out from 5 to 19 November 2017 in 
34 countries or territories. Along with the 28 European Union (EU) Member 
States, five candidate countries (the Former Yugoslav Republic of Macedonia, 
Turkey, Montenegro, Serbia and Albania) and the Turkish Cypriot Community in 
the part of the country that is not controlled by the government of the Republic of 
Cyprus also participated. 

According to the research, Europeans are more optimistic about the EU since the 
Brexit vote. Yet, 38 percent of Europeans still feel pessimistic about the EU's 
future.

To the question, “How do you feel: European, national and European, European 
and national, European only”. Overall, the majority have felt European in some 
way every time this question has been asked. Some people answered “national and 
European”, others “European and national”, and a minority answered “European 
only”. 

To the question “which of the following things would do most  to strengthen their 
feeling of being a European citizen” the five most popular answers were: a) A 
European social welfare system  harmonised between the member states is key to 
strengthening European identity, b) being able to live anywhere in the EU after 
retirement, the recognition of national qualifications in every EU country, c) a 
European identity card in addition to the national identity card, d) European 
emergency services to combat international natural disasters.

Eurobarometer also stresses the importance of literacy in forming a European 
identity. According to the research, people who remain in education for longer 
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know their rights as an EU citizen. People who leave education by the age of 15 
know less about their rights but are also less likely to want to know more. 

Mitchell’s analysis shows that when a young population move around Europe 
taking part in educational projects (ie. Erasmus), they experience significant 
positive change towards feeling more European compared to people who do not. 
Thus, in Erasmus, Britain, is at the bottom of the list with a reduction of 14.6% (as 
opposed to a reduction by 76.3% in Italy)” (Mitchell, 2014, p. 11).

Discussion
"It is thus not just education per se, but the socio-cultural and socio-political 
contexts in which education is delivered that matter for identity and value 
formation." 

(Desjardins, 2015). 

The purpose of this paper has been to undertake a literature survey to bear on the 
topic of geo-literacy and its contribution to European identity. Although new 
identity formations always depend on existing social identities and values, it is 
obvious that education in general and more specific geography education can play 
a very important role in identity and value formation processes.

Geography, as part of school education, has to adopt critical geo-literacy in order to 
foster critical awareness through: 

• the investigation of the relationship between cultural heritage and space, 

• the investigation of the genesis, continuity and change of identities in space 
and time, 

• the discussion about values and cultural elements (symbols, rituals and 
lifestyle) as constructs of identity, 

• the exploration of the contribution of territorial/spatial exclusion and 
inclusion processes in the construction of cognitive maps. 
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For the modern school whose main characteristic is multiculturalism, the 
configuration of interactive relations between identity and alterity poses a 
challenge of central importance. Geographic literacy may assist in the structuring 
of cultural identity as a counterpart and exceedance of dilemmas, distortions, 
bipolarity as well as to contribute to people coexisting as equal and different.
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“Geography has made us 
neighbours. History has 
made us friends. 
Economics has made us 
partners, and necessity 
has made us allies.”
– John F. Kennedy, President of USA 
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Postmodern Space and the Aesthetic of Liberation: A 
Critical Critique

This work shows how the development of a coherent materialist critique of the 
‘postmodern condition’, as presented in the work of Fredric Jameson (1991), 
reveals new trends in conceptualising space. It is further suggested that the idea 
of socially produced space (Lefebvre 1991), can enable us to move beyond the 
limits of the postmodern. This study of space is consistent with a global 
epistemological paradigm move towards recognizing that cognition is an active 
and complex process of social interaction. Finally, we show that the schema of 
cognitive mapping can contribute towards an alternative and fresh framework 
within which to position spatial learning and the construction of meaning about 
space and that cognitive mapping is ultimately a call for radical transformation 
of the social conditions of today. 

space, spatiality, postmodernity, cognitive mapping, heritage
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Introduction: the centrality of space
It is a common perception that spatial understanding is fundamental to the 
understanding and appreciation of the physical world in general and to cognition in 
particular.

Although much research has focused on the relationship between spatial ability and 
achievement in mathematics and science, there is little understanding as to the role of 
spatial ability in the cognition process. Educators and policy makers have recognised 
the role of spatial conceptualization and most curricula insist on incorporating aspects 
of spatial development.

There is little consensus about the concept of space, yet most western curricula are 
firmly rooted in a Euclidean paradigm which sees space as a measurable and rational 
system. Euclidean space is seen as ordered, where shapes are measurable and 
positioned in a definite manner). Newtonian space is consistent with Euclidean space 
in terms of its tangibility. It affirms the “reality of space” and maintains that space 
exists independently of the subject’s awareness. Kantian space on the other hand 
suggests that “space (and time) are not features of absolute reality but only forms of 
sensibility, elements of our subjective cognitive constitution, and that everything that 
has spatial properties – all the objects of our experience – are mere appearances as 
opposed to things in themselves”. This implies that space should not be conceptualised 
in terms of objective features only. In Kant’s concept of space, the space is 
independent from its content. This means that one’s subjective understandings and 
experiences form an integral part of one’s overall perception of space. Kant suggests 
that the order we find in nature is the order that exists in our minds, an order which is 
embedded or reflects the own structure of mind.

There is a tendency in current thinking to embrace a broader view of space, to see 
space and shape within a context of social experiences. One of the specific outcomes of 
the modern curriculum suggests that learners need to be able to describe and 
represent experiences with shape, space, time and motion, using all available senses. 
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This apparent shift is consistent with a global epistemological paradigm move towards 
recognizing that cognition is an active and complex process of social interaction.

The core epistemological principles that underpin this shift can be summarised as 
follows:

• Knowledge is actively constructed by the learner, not passively received from the 
environment;

• The function of cognition is adaptive. This process organises one's experimental 
world; it does not discover an independent, pre-existing world outside the mind 
of the learner 

• The cognition process is not personal and insular, but one that relies on social 
interaction.

The notion that cognition is an active process and not a passive intake of information 
expresses a clear contrast with traditional didactic and expository teaching based on 
the metaphor of “teaching as transmission of knowledge”.

In traditional theories of knowledge, the activity of ‘knowing’ is taken as a matter of 
course, the learner is seen as a passive recipient of knowledge with very little say in 
his/her cognitive destiny. The “knowing subject” is conceived of as ‘pure’ entity 
without any interaction with the social, cultural and political environment.

Recent research accepts that learners develop understanding, ideas and beliefs about 
the natural world outside the ‘formal’ learning environment, long before they are 
formally taught. Further, it is asserted that learners develop a sense about the world, 
albeit a ‘wrong’ sense sometimes, and move towards a cognitive perspective based on 
their past experiences. One may claim that an individual’s knowledge is a series of 
structures, and learning involves the development and change of such structures. In 
my view, learning occurs over a continuum and develops on the basis of continued 
reflection and evaluation within one’s own experiential context - it is a process of 
continuous modification and adaptation, and I therefore believe that the learner’s new 
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understandings can be formed on the basis of his/her own prior knowledge and 
experience. The process of making sense of one’s experience, the genesis of the 
individual’s knowledge, can be a result of the individual’s purposeful and subjective 
interpretation of his/her experience of the physical and social world.

Research emphasises the ‘social’ dimension in the cognition process and suggests that 
it is the social reality that creates or constrains the shared experience underlying 
physical or social understanding. This development is strengthened by the work of 
Vygotsky who sees language as a key component in the cognition process. When 
considering the formation of concepts, Vygotsky suggests that real concepts are 
impossible without words, and thinking in concepts does not exist beyond verbal 
thinking. That is why the central moment in concept formation, and its generative 
cause, is a specific use of words as functional tools. All cognition is based upon social 
interaction.

The implications for spatial conceptualisation are important, having much to offer 
education in general and the understanding of cognitive processes in particular.

Social interaction theory provides a useful framework for understanding spatial 
conceptualization within a social context. Social interaction theory recognises that past 
experiences, presuppositions and perceptions are central to the cognition process. It 
also reinforces the notion that beliefs (within a socio-cultural context) influence the 
construction of meaning. We can refer to these presuppositions about the world as 
epistemological (mis)conceptions and claim that each person can be seen as having a 
fundamental, epistemological (mis)conceptions which form the basis for his or her 
view of reality. An individual’s worldview is fundamental to his or her 
conceptualization of space (Schaffer 2001).

There has been growing interest in this approach in science education research. 
Within this context, our paper will focus on space and in the notion and 
conceptualisations of space.
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Space has been at the centre of historical debates in both Physics and Philosophy and a 
vast literature has been published covering the subject in detail . The debate on the 
foundations of General Relativity is the most recent expression of the traditional 
confrontation: Is space a physical object endowed with substantiality (the “space 
container” or “substantival space”) or is it no more than a set of formal relations 
among material objects, constructed by human reason to organise or comprehend the 
factual world (“relational space”)?

In this work, we move further of this traditional dichotomy and examine the concept 
of space in the context of the intellectual climate of postmodernity where emphasis has 
shifted from the analysis of physical space to the social construction of the concept of 
space and furthermore to the ideas of the social production of space. 

The emphasis on spatial analysis has emerged from a much wider debate within the 
social sciences and particularly from the work of Marxist geographers in the mid-70s. 
The new geographers challenged the privileged position accorded to temporality in 
social theory, insisting on the necessity of a more dynamic conception of space. Space 
had always been assigned a secondary position in relation to time; temporality is 
history, it is dynamic, the site of the dialectics, it is the potential for change and 
transformation, the historical possibility of revolution. Space, on the other hand, has 
always been seen as static and inert, space is simply given, a neutral category, an 
emptiness which is filled up with objects. The new geographers challenged the 
contemporary conceptions of space insisting that space is not given but produced. 
Socially produced space, spatiality, is not inert and static but is itself constitutive of 
social relations. Spatial relations and spatial processes are in fact social relations 
taking a particular geographical form. Therefore, we cannot simply take space as a 
given but require what Henri Lefebvre called a unitary theory of space, a theory of 
space which brings together all its elements: physical space, mental space and social 
space. What Lefebvre calls the perceived, the conceived and the lived. Spatiality is 
differential, conflictual and contradictory.
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Whereas, originally the transformation of space was a constitutive feature of 
modernism, by the late 80s it had become the constitutive feature of postmodernism. 
Modernism was seen as essentially temporal whereas postmodernism became spatial. 
Modernism was valorised as dynamic, the site of history, narrative and memory, in 
short, the potential for change. Postmodernism the site of pure immanence, 
immediacy, stasis and above all a disorientating and disempowering realm of space.

This work adopts a critical attitude towards postmodern thinking and shows how the 
development of a coherent materialist critique of the ‘postmodern condition’, as the 
one presented in the work of Fredric Jameson (1991), reveals new trends in 
conceptualising space. It is further suggested that a dialectical understanding of 
spatiality, the socially produced space (Lefebvre 1991), can enable us to move beyond 
the limits of the postmodern. The study of space not only in terms of the experiences 
of the individual observer but within a context of social experiences as well, is 
consistent with a global epistemological paradigm move towards recognizing that 
cognition is an active and complex process of social interaction. Finally, we show that 
the schema of cognitive mapping can contribute towards an alternative and fresh 
framework within which to position spatial learning and the construction of meaning 
about space.

The postmodern anti-thesis
The theoretical proclamations of postmodernism, especially its critique of science 
became very influential in the recent decades. 

We can postulate three causes for these theoretical developments and their growing 
influence in academia.

Firstly, new social movements grew since the 1960s, such as black liberation and 
feminism, which perceive themselves as being ignored by traditional politics. These 
movements developed their own social critique.
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Secondly, political disappointment with neoliberal capitalism and political failures in 
the global south had a negative effect on the development of social consciousness. This 
created a climate of pessimism facilitating the appearance of theories criticizing 
previous certainties.

Thirdly, the identification of science with technology and more specifically, the 
identification of science with the most menacing aspects of technology, such as the 
atomic bomb, genetic engineering, and ecological destruction, together with the direct 
involvement of many scientists in the worst abuses by the dominant world order have 
to be addressed more directly and hence novel theoretical tools are needed.

For the past thirty years, theory has been preoccupied with what it has espoused as a 
newly emergent epochal shift. Initially post-modern debate centred around whether or 
not we had reached the end of Modernity and was primarily oppositional in nature. As 
intellectual and cultural interest grew, the epoch of Postmodernity with its own 
economic, political, and cultural ideals and practices was proposed by such thinkers as 
Jean-Francois Lyotard, Jean Baudrillard, Jacques Derrida.

Modernity, with its foundations in the Enlightenment, is based on such principles as a 
faith in progress and the belief that the world can and ought to be changed by human 
reason. These beliefs were thought to be universally applicable and totally compatible. 
Therefore, modern theory built upon the foundations of Reason was not conceived as 
limited to a particular context or set of conditions but applicable to all people at all 
times. Modernity can be seen both as an economic change resulting from the 
Industrial Revolution and an ideological change resulting from Enlightement. 
Progress was not only a theoretical ideal but the factories of the Industrial Revolution 
led to mass production and mass consumption delineating an advancing economic 
setting. Society began to conquer and control its resources, manipulate and outline its 
destiny and create a world mastered by humans. The world could now be accounted 
for under universalising and all-encompassing claims. While modern theory may not 
deny diversity or change, it views diversity and change from a historical perspective in 
which they are seen as coherent, focused and ideologically grounded in unity.
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Modern theory then, relies upon a centred and unified subject, upon objectivity, upon 
and inherent rationalism and upon an apodictic truth.

Postmodernists view society as something that can no longer be explained as 
functioning truly in one way for all time and being. Society diversified and expanded in 
the way that modernity, as characteristically progressive, had wanted it to. However, 
society had also reproduced its constituent spheres to such a point that it could no 
longer be understood as unified and explainable. Postmodernism thus sees itself as the 
recognition that one may not be able to explain society 'as it is in itself'. On these views 
society is everywhere constantly changing, and for this reason cannot be explained by 
the universalising theories advanced by modernity. 

Economically, the postmodern is marked by a hitherto unknown expansion and 
advancement within capitalism and technology. Politically, there is an increase in the 
diversified needs and struggles representing the expanded desires of postmodern 
society. Social movements dominate, preventing one from characterizing the political 
sphere. The emphasis upon diverse social movements moves away from the «modern» 
Marxist division between the proletariat and bourgeoisie.

Postmodern theory puts into serious question the boundaries of traditional theory and 
is critical of representation by advocating relativism. Humans do not mirror reality but 
merely assemble a personal or subjective perspective resulting from their particular 
social, cultural, historical, and linguistic situations. As a result, in place of totalising, 
universalising theories, or "metanarratives", postmodernists often adopt 
micro-theories or studies of micro-politics which favour multiplicity, plurality, 
fragmentation, and indeterminacy. The human subject, the Cartesian cogito, is not 
centred or unified but socially and linguistically decentred and fragmented.

Postmodernists reject “Enlightenment politics”, which can be defined as the project of 
a world according to the principles of universal reason.  They believe that claims to 
universality and reason always mask the power interests of those making them. 
Imperialist nations, ruling classes, males, whites, heterosexuals, doctors, psychiatrists 
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and criminologists have all claim that their perspective defines a universal and 
rational outlook. By doing so, they have effectively silenced other nations, other 
classes, other genders, other races, those of other sexual orientation, patients etc. 
(Meiksins-Wood, and Bellamy-Foster, 1997).

The leading postmodern theorists proclaim that reason is inherently manipulative and 
dominating and that claims to universality necessarily involve the subjugation of what 
is “other”.

A Physicalist Critique to the Postmodern
In 1994 Paul Gross and Norman Levitt published Higher Superstition: The Academic 
Left and Its Quarrels with Science, which among others incorporated a sharp attack 
on postmodernism in academia.

The authors, Gross (a biologist) and Levitt (a mathematician), name their target as the 
“Academic Left” defined as a diverse community incorporating sociology of scientific 
knowledge-SSK, cultural studies of science, postmodernism, literary theory, feminist 
critiques of science, radical environmentalism and activist-oriented forms of 
knowledge (e.g. work on AIDS and Animal Rights, opposition to DNA research and the 
Human Genome Project). 

One could say that the whole discipline of Science Studies became a target. What the 
Science Studies community has in common, in Gross and Levitt's view, is a “hostility” 
to science. Although subsequent publications acquired a more public profile, this text 
is a synopsis of the arguments used in subsequent debates.

The following year the same authors  were prominent in the organization, in New 
York, of the National Academy of Sciences conference, "The Flight from Science and 
Reason", the proceedings of which were published soon after. 

In 1996, to respond to these attacks, the journal Social Text, co-edited by Andrew 
Ross, had a special issue conceived as a forum where scholars in Science Studies could 
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comment directly on these matters. Science Wars is an expanded version of this 
special issue. However, that same issue of Social Text included an unsolicited article 
by A. Sokal, which was promptly revealed to be a hoax. Out of this grew Fashionable 
Nonsense by Sokal and Bricmont (1998), both professors of Physics at, respectively, 
New York University, and the University of Louvain, Belgium. 

Fashionable Nonsense was first published in Paris, in 1997, and the following year, in 
English translation, in London. The book stimulated considerable interest and 
discussion going well beyond academic circles. The book consists mainly of an analysis 
of the writings of nine structuralist and poststructuralist philosophers in an attempt to 
reveal the abuse of modern physics theories and concepts in their texts followed by an 
Epilogue in which the critique is situated in a broader historical and social context.

It is beyond the scope of this paper to cover all the events and publications that have 
followed and continue to proliferate in the wake of this book. I can, nevertheless, 
summarise the main criticism against the Academic Left in the following points:

• The Academic Left is undermining the credibility of science by arguing that social 
factors play a role in determining what is currently accepted as true or dismissed 
as false knowledge.

• It directly challenges the status of science as a source of reliable knowledge about 
the world. It proposes theories of knowledge which explicitly contribute to this 
undermining process by claiming that there is no direct correspondence between 
physical reality and our representations of it.

• It is advancing an unacceptable form of relativism, claiming that knowledge is a 
social construct, even that reality is a social construct, and therefore that all forms 
of knowledge are therefore in principle equivalent.

• It is part of, and plays a key role in a new irrationalism which threatens science 
and society. An additional issue is that the adoption of non-realist epistemologies 
is politically deficient: the academic left is turning its back on the traditional left 
project of objectively grounding social criticism. 
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These points recur, with different emphases, throughout subsequent publications. The 
main unifying threads in this polemic are the identification of a hostility to science and 
the assertion that the academic left lack the competence to adequately represent 
science.

It is in the light of this continuing debate  that we want to focus our attention as of 
how one of the most influential scholars of the 21st century, namely Fredric Jameson, 
has interpreted and simultaneously critiqued postmodernism.

Jameson's Understanding of the Postmodern as a 
Cultural Logic
Jameson's theory must be read as a system that operates dialectically between the 
cultural characteristics of postmodernity and the economic force of multinational 
capital. While Jameson's practice is to analyse specific cultural texts, he integrates 
them within a broader Marxist theory (Jameson 2016). Initially, one might question 
how Marxism, as an archetypal 'modernist' theory can be theoretically consistent with 
an analysis of the postmodern.

Jameson analyses a diverse array of theories and he situates them within the 
theoretical system of Marxism. He borrows two important aspects of his theoretical 
approach from Ernest Mandel's Late Capitalism (1978):

1. a periodization within the stages of capitalism and

2. the view that the “late” or "third stage" of capitalism is in fact a purer form of 
capitalism than that available to Marx.

Jameson makes a periodisation of the history of capitalism by linking different 
cultural styles to different stages of capitalist development. He states: “realism, 
modernism, postmodernism are the cultural levels of market capitalism, monopoly 
capitalism, and multinational capitalism” (Jameson 1991).
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Nevertheless, while arguing that these cultural levels are dialectically related to the 
particular capitalist economic organization of their time, he insists that they are 
distinct logics in their own right. In order to develop this point, he attempts to show 
how postmodernism, though it originated in opposition to modernism, has evolved 
into “something more than a mere reaction [to modernism]” (Jameson 1991)

Jameson proposed the epoch of Postmodernity with its own economic, political, and 
cultural ideals and practices.

Jameson does not approach modernity and postmodernity as separate epistemes 
(knowledge systems in development), but rather as differing cultural dominants that 
arise as a result of the present stage of capitalist development.

Modernity, like postmodernity, is a cultural logic exemplary of the economic setting to 
which it bears a dialectical relation. As a result, Jameson characterises both modernity 
and postmodernity in relation to the cultural creation and then shows how they are 
linked to the economic arrangements of the market. As in the work of the Frankfurt 
School, one finds the economic form of the commodity crucial to Jameson's 
understanding of the cultural structure of modernity and postmodernity. Capitalism 
rearranges the social significance of the cultural object by destroying the value of 
activity intrinsic to its creation. In other words, the object under capitalism no longer 
contains any value as social activity but is defined in terms of its end - market value.

For classical theory, the social activity found in the creation of the work of art was an 
end in itself. However, this view of cultural production is abolished under capitalism 
as art becomes merely another commodity bought, sold and regulated by the market. 
This is explained by Marxist theory as the process of commodity reification. As this 
process increases, all forms of labour and production are consumed by market 
relations to the point where one may not distinguish between dissimilar forms of 
production.

For Jameson, like Marcuse, the project of modernism failed because its reactionary 
push was defined and sustained by commodity reification. Through the creation of 
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many personal styles, modern art became institutionalised through an ever-increasing 
process of this reification. Jameson, then, defines modernity both culturally and 
economically as he studies the relations between society and the logic of capitalism 
within the market.

For Jameson, the most important features of modernist work lie in its placement of 
the subject as autonomous, centred, and exemplary of a particular style. However, one 
cannot properly understand the particular purpose of Jameson's interpretation of the 
modern until s/he sees how it relates to his characterization of the postmodern. 

Jameson characterises the postmodern as a cultural logic connected to the economic 
system of “late” capitalism.

Jameson has given a fairly analytical and objective explanation of how he reads 
postmodernity culturally. However, Jameson is not only a cultural analyst but also a 
Marxist, and while he has designated postmodernism as the cultural logic of late 
capitalism, his project extends beyond mere analysis. Jameson's depiction of 
postmodernity is only the statement of what is needed for society to liberate itself or 
escape from the incapacitating rationality of capitalism. Jameson designates the 
subject with the necessary capabilities to overcome any false consciousness and pull 
him/herself out of capitalism's disastrous grasp.

In order to achieve this, Jameson must utilise Marxist theory and hence he has to 
contextualise postmodernism within the Marxist evaluation of capitalism. At first, he 
must deal with the initial limitations that the original Marxist base/superstructure 
model yields for cultural theory. The economic base is seen in dialectical relation to 
the cultural superstructure, yet the base is seen as foundational and all attributes of 
the superstructure, from politics and legislation to sculptures and concertos, are seen 
as owing their particular forms to the determining factors of the economic base. As a 
result, this conventional Marxist analysis endows any and all superstructural elements 
with the same meaning: they are all reduced to the commodity within which they have 
no inherent meaning outside of their market value.
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Jameson argues that the economic base of multinational capitalism has a fundamental 
relation to the cultural objects of the superstructure, yet the relation between these 
two is not to be found within the object itself. The economic base does not directly 
generate effects within the object but affects society in its production and reception of 
the objects.

Time, Space, Spaciality
Crucial to Jameson's understanding of the postmodern and his project of a cultural 
politics is the transition from a temporal logic to a spatial logic in postmodernism. The 
spatialization of time is a result of the destruction of the temporality of the subject. 
Time is an organizing system, a continuity within which the subject may situate 
him/herself as a unitary individual. Within multinational capitalism we find ourselves 
able only to map the globe. However, it is critical for the subject to be able to mentally 
or cognitively map him/herself within not only a physically global system but also 
within a social one. Humans used to map themselves temporally within the scheme of 
history. However, as the subject becomes more fragmentary, as the subject approaches 
a society within which one finds the end of historicity, the 'real' diminishes. 
Postmodernism was originally characterised by its refutation of the objective and 
totalizing truths of modernity.

In postmodern society where the temporal continuity is broken down, time implodes 
into a perpetual present. “Time has become a perpetual present and thus spatial. Our 
relationship to the past is now a spatial one”.

Space becomes the crucial key to understanding our place within the cultural logic of 
late capitalism (Stephanson 1988). 

Postmodernism is endowed with a certain type of conceptual space which Jameson 
terms “hyperspace”. Hyperspace is the inability of the subject to locate him/herself 
physically/spatially within a world that is in itself mappable. Hyperspace is a cognitive 
variable of the subject but it is in direct relation to our physical environment and can 
be described as “the incapacity of our minds, at least at present, to map the great 
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global multinational and decentred communicational network in which we find 
ourselves caught as individual subjects”.

Part of the passage out of the logic of postmodernism will be the way in which the 
subject will relocate him/herself within this fragmentary culture; the key lies in what 
Jameson calls cognitive mapping. 

Marxist cultural analysts have postulated the relation between the cultural object and 
capitalism with a certain 'critical distance' by which the cultural object has retained a 
specific amount of immunity to economic forces. With the advent of multinational 
capitalism, Jameson argues, theorists can no longer postulate a critical distance 
because the commodity form has swallowed up every sector of society, including the 
cultural.  Jameson goes so far as to argue that, with the loss of autonomy in the 
cultural sphere, late capitalism designates everything as cultural, he argues that the 
'moment of truth' in postmodernism comes in the realization of “this whole 
extraordinarily demoralizing and depressing original new global space”. 

It would seem that Jameson has given a fairly analytical and objective explanation of 
how he reads postmodernity culturally. However, one must remember that Jameson is 
not only a cultural analyst but also a Marxist, and while he has designated 
postmodernism as the cultural logic of late capitalism, his project extends beyond 
mere analysis. Jameson's depiction of postmodernity is only the statement of what is 
needed for society to liberate itself or escape from the incapacitating rationality of 
capitalism (Jameson 2016). Jameson designates the subject with the necessary 
capabilities to overcome any false consciousness and pull him/herself out of 
capitalism's disastrous grasp. In order to achieve this, Jameson must confront Marxist 
theory. 

The Cultural Object and Cognitive Mapping
The cultural object becomes the meeting place of Jameson's psychology and his 
sociology. The cultural object may be the location of political promise yet there must 
be a method by which we read texts politically. As we have seen, Jameson argues that 
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our contemplation of, and within, a certain space has become the political medium of 
postmodernity.

Jameson holds that, “the conception of space that has been developed here suggests 
that a model of political culture appropriate to our own situation will necessarily 
have to raise spatial issues as its fundamental concern. I will therefore provisionally 
define the aesthetic of such a new (and hypothetical) cultural form as an aesthetic of 
cognitive mapping”.

Fredric Jameson's offer of a form of cultural politics based on the practice of "cognitive 
mapping" is presented as an attempt to fulfil Marx's demand to "do the impossible" 
within the contemporary conditions of cultural production:

“Namely, to think this development [of postmodernism] positively and negatively 
all at once; to achieve, in other words, a type of thinking that would be capable of 
grasping the demonstrably baleful features of capitalism along with its 
extraordinary and liberating dynamism simultaneously within a single thought, 
and without attenuating any of the force of either judgement. We are somehow to 
lift our minds to a point at which it is possible to understand that capitalism is at 
one and the same time the best thing that has ever happened to the human race, and 
the worst”. (Jameson 1991, p.47)

Jameson's "cognitive mapping" attempts to provide just such a type of thinking within 
a context where "critical distance" no longer appears to be available. Similarly, an 
understanding of capitalism as simultaneously the best and worst that has befallen us 
is consistently insisted upon in Deleuze and Guattari's account. Their thought, 
however, unlike Jameson's model, does not go by way of the dialectic - as Negri 
describes it: “ontology is posed against the dialectic and the possibility of ruling the 
relationship between social struggles and capitalist (social, productive, state) 
restructuration is taken away from power” (Negri 2000, p. 105).

If “popular” culture contains, at least, two trajectories, then that which follows its 
production by the bourgeois market and its state does not necessarily succeed in 
interrupting - in restructuring - the line which follows the production of 
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self-organising forms. In Jameson's account, the cultural field is governed by the 
hegemonic operations of postmodernism.

We are, Jameson (1988) argues, in a spatial and social confusion. We find ourselves 
within a system so large that our only way to re-orient ourselves, to find our social 
positioning and class relations, is to fall back upon a method of mapping ourselves 
spatially. Cognitive mapping is, therefore, a necessary ideological principle which 
society must utilise in order to figure its way out of capitalism. It is the possible 
attempt by each person to understand him/herself in relation to the smothering effect 
that multinational capitalism has on the subject. The cultural logic of late capitalism is 
postmodernism, and it is Jameson's political project to pull us out of this despair, to 
show us how we may cognitively map our way out of this debilitating logic. 

“Cognitive mapping, [is] the invention of ways of using one object and one reality to 
get a mental grasp of something else which one cannot represent or imagine”.

For Jameson, then, the key lies in our possibility of attaining a re-understanding of 
our totality. We must regain a “self-consciousness about the social totality”.  Jameson, 
in opposition to most postmodern theorists, wants to cling to totality because one 
cannot map or understand difference or conceive of social change without a 
conception of society as a whole.

A similar strategy, underscoring the historical importance of mapping, is proposed by 
David Harvey (1989) in his book on “The Condition of Postmodernity”. One obvious 
effect of this is what Harvey terms as a “loss of place-identity” - the inability of the 
individual to identify his or her world geographically - and there seems to be two 
distinct reactions to this in contemporary thinking. One reaction, emanating from that 
could be termed “post-modern ideology”, is to view this as a positive phenomenon, 
where the individual ought to take advantage of this new cultural pluralism, freed 
from the old hierarchic, moralistic, place-bound and static culture.

Harvey points out how the accessibility, appropriation, domination and production of 
space has been crucial in the development of modern society from the first, primitive 
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stages of capitalism and up to today's “flexible accumulation”, which is his more 
precise definition of Jameson's "late capitalism".

Linking the growth of capitalism with the concept of spatial control, Harvey shows 
that, historically, the fragmentation of space was a major factor in achieving this, and 
that the development of accurate maps was one of the tools facilitating this .

During the last hundred years, this development has, quite literally, been “speeded 
up”, mainly as a result in the development in communication, represented by the now 
so trite metaphor about “the shrinking world” or, as Harvey put it, the annihilation of 
space through time. This time-space compression has resulted in the “great global 
multinational and decentered communicational network” that Jameson points to, 
which has given rise to a cultural homogenization Harvey describes in this way:

“Extraordinary decentralization and proliferation of industrial production ends up 
putting Bennetton or Laura Ashley in almost every serially produced shopping mall 
in the advanced capitalist world” (Harvey, 1989, p. 296).

A manifestation of this view is to be found in one of the seminal texts of post-modern 
theory, “Learning from Las Vegas”, by Robert Venturi, Denise Scott Brown and 
Steven Izenour. This book on architecture was published in 1972 and proposed an 
architecture of the "ugly and ordinary" by using popular and commercial building 
styles as examples for an architecture in opposition to the dominating modern and 
functionalist architecture.

The authors suggested that by drawing lessons from the way urban architecture in 
America had developed on its own, outside the world of systemised and 
institutionalised modern architecture, an alternative position to modernist 
architecture could be developed. The geographical expression of this is the urban 
sprawl, as it has grown organically in the automobile oriented culture of the United 
States. The counterpart and identified enemy to this expression of popular, “low 
culture” and commercial city non-planning, in “Learning from Las Vegas”, is the 
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planned, elitist, “high culture”, modern city planning tradition identified as 
megastructure.

Harvey points out that accelerating speed of time-space compression is not matched 
by a similar speedily reorientation of our mental maps and this loss of 
place-awareness may have serious political implications. One such implication that 
Harvey suggests, the  retreat into geopolitical fragmentation, has been 
strongly  emphasised by recent developments (winter of 1992) in the former Soviet 
Union and Yugoslavia.

Another negative aspect to this loss of space pertains to the experience of space as a 
reality. During the Gulf conflict of 1991, the television audience of the world was 
bombarded by high-tech images from the war, to an extent that it was referred to 
as  the Nintendo effect. This metaphor very revealingly points to a loss of reality in 
perception - reality extended to the level where the borders between play and physical 
reality becomes obscure, the realm of postmodern hyper-reality. 

The Geopolitical Unconscious and the Politics of 
Representation
This attempt to represent the social totality despite its fragmentary and diverse nature, 
is the geopolitical unconscious. As a result, such a text can be called a “conspiratorial 
text”, which, whatever other messages it emits or implies, may also be taken to 
constitute an unconscious, collective effort at trying to figure out where we are and 
what landscapes and forces confront us.

It is by attempting to represent an unrepresentable society and then failing to 
represent it, by getting lost and caught up in representing the unrepresentable, that 
the conspiratorial text makes progress. Jameson argues: “in representations like these, 
the operative effect is confusion rather than articulation. It is at the point where we 
give up and are no longer able to remember which side the characters are on, and 
how they have been revealed to be hooked up with the other ones, that we have 
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presumably grasped the deeper truth of the world system. The problem, or what well 
may be the solution, of postmodern culture is found within representability itself. 
Representation is essentially always of society as a whole; representability is tied 
into the politics of social totality” (Jameson 2015). 

This allegory strives to represent how late capitalism works to dominate and control 
society, leaving it in a disoriented mess.

The political possibility of postmodern culture will be transferred into a politics of 
alliance where different social groups will fight together upon common issues 
reverting back to class. For Jameson, politics will be actualised within the new social 
movements, where culture, as a political tool, will "make an inventory of the variable 
structures of “constraint” lived by the various marginal, oppressed, or dominated 
groups - the so-called "new social movements" fully as much as the working classes - 
with this difference, that each form of privation is acknowledged as producing its own 
specific "epistemology", its own specific view from below, and its own specific truth 
claim". It is therefore within the failure of postmodern culture, its attempt to totalise a 
relatively untotalizable social system, that postmodern culture succeeds. By failing to 
represent social life adequately, by getting lost itself, and by presenting through that 
loss all of the desires to return to different traditional fantasies that the cultural object 
of postmodernity fails to present, one finds a route of escape. By attacking 
postmodernism from within postmodern culture, one finds a way to out-smart it, to 
“see whether by systematizing something which is resolutely unhistorical, one 
couldn't force a historical way of thinking at least about that. And there are some 
signs that it is possible to go around it, to outflank it”.

Cognitive Mapping as the Aesthetic of Liberation
Jameson’s work on Cognitive Mapping is further elaborated by making explicit 
reference to the History of Cartography. Cognitive maps are functionally, but not 
structurally, equivalent to a cartographic map. Cognitive maps are complex, highly 
selective, abstract, generalised representations in various forms.
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Cognitive Mapping is essentially a modernist strategy; the History of Cartography 
functions as a transitory for the analysis of a problem situated in a postmodern setting.

Jameson calls for forms--texts, objects, landmarks--that will make it possible for the 
individual to find their place within the postmodern world of late capitalism. These 
cognitive maps, interior and mental although not necessarily physical, will allow the 
individual (and by extension, humanity) the power to resist the dangers of late 
capitalism. Thus, cognitive mapping is ultimately a call for radical transformation of 
the social conditions of today.

The fundamental problem that the “knowing subject” has to solve is the problem of 
the representation of space. The analogy to the History of Cartography reveals that the 
fundamental problem is not knowledge of the totality, which is adequately provided by 
abstract scientific thinking but that there cannot be true representations. Research 
should be shifted from the perpetual effort to resolve the ontological dilemma between 
substantival and relational space, to the study of forms of space representation.

Postmodernism confuses people by making it impossible for the individual to 
accurately place themselves in the space (either figurative or literal). For instance, the 
Bonaventura Hotel has hidden entrances to make access difficult, is isolated from 
other architectural bodies, makes visibility impossible with its reflective skin, confuse 
movement with its escalators and elevators, and uses its main lobby to make getting 
one's bearings impossible.

Postmodernism has succeeded in transcending the capacities of the individual human 
body to locate itself, to organise its immediate surroundings perceptually, and 
cognitively to map its position in the external world.

For Jameson, a cognitive map is “that mental map of the social and global totality we 
all carry around in our heads in variously garbled forms”. As a metaphorical 
example of a cognitive map, Jameson refers to literal maps of cities and to Kevin 
Lynch’s “The Image of the City”, which showed that urban alienation is directly 
proportional to the mental unmappability of local cityscapes. Lynch showed that 

60



people find it easier to navigate some cities than others, primarily because of the rivers 
or mountains that border some cities, and/or their prominent landmarks (skyscrapers, 
monuments, etc.) which allow their inhabitants to draw more accurate mental maps of 
the city as a whole. Jameson expands the idea of this mental map we have of our city, 
to the larger mental map we have of our world (our cognitive map). He then likens this 
cognitive map to Althusser’s formulation of ideology as “the Imaginary 
representation of the subject’s relationship to his or her real conditions of existence”. 
This brings him to the conclusion that the incapacity to map socially is as crippling to 
political experience as the analogous incapacity to map spatially is for urban 
experience. It follows that an aesthetic of cognitive mapping in this sense is an integral 
part of any socialist political project. In other words, if we can’t locate who and where 
we are in the world, we’ll never figure out how to take any positive action toward 
changing or improving the world. 
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Populism as a neo-liberal form of governmentality: 
Resorting to Heritage, Culture and Past

Right-wing populism of the contemporary world is very different from its 
predecessor, far-right, or extreme right political parties. Today’s right-wing 
populist parties seem to be successful in attracting not only working-class, or 
unemployed social groups but also women, LGBTI, middle-class and 
upper-middle-class secular groups who feel threatened by radical Salafi Islam. 
The paper primarily elaborates the contemporary acts of populism from a 
theoretical perspective to provide the reader with a set of theoretical tools to 
better understand populism today. Using the findings of a recent fieldwork 
conducted in Dresden, Toulon, Rotterdam, Rome, Athens and Istanbul, the 
paper makes observations about the current state of right-wing populism in 
Europe. The paper tends to reveal the ways in which the right-wing populist 
parties mainstream their movements by underlining welfare policies, 
Islamophobia, environmental issues, unresolved historical cleavages, critic of 
multiculturalism, diversity, unity and Europeanization. As it is impossible to 
compare six countries in such a short paper, the use of the fieldwork data will 
be limited with the findings from Dresden as the rise of the Alternativ für 
Deutschland (AfD) in the general elections in Germany (September 2017) 
triggered the public fear against the populist threat. 

populism, Islamophobia, diversity, multiculturalism, welfare, AfD, 
mainstreaming
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Introduction
This paper claims that current forms of right-wing populism in Europe are more likely 
to be mainstreamed by their political leaders and parties through the insertion of a set 
of welfare items, culturalist and civilizational discourses, and Islamophobic 
communication strategies. The main premise of this paper is that the ongoing 
social-political-economic-financial change in the EU resulting in fear against the 
unknown such as Islam, Muslims, refugees and migrants is likely to be turned by 
individual agents into cultural/religious/civilizational reification and political 
radicalization in order to overcome fear. The findings of this paper derive from a 
qualitative fieldwork held within the framework of a Horizon 2020 Research Project 
called “Critical Heritages (CoHERE): performing and representing identities in 
Europe”.  The fieldwork was held the research team in Dresden, Toulon, Rome, 
Rotterdam, Athens and Istanbul between March and May 2017.  

One of the most important claims of this paper among some others is that right-wing 
populism of the contemporary world is very different from its predecessor, far-right, 
or extreme right political parties. Today’s right-wing populist parties have rather 
become mainstream political parties appealing to not only working-class, or 
unemployed social groups but also to women, LGBTI, middle-class and 
upper-middle-class secular groups who feel threatened by radical Salafi Islam. The 
paper will start with the elaboration of the contemporary acts of populism from a 
theoretical perspective to lay the ground for finding a set of theoretical tools to 
compare the six counties with regard to the growing incidence of populism. The paper 
will continue to elaborate on the ways in which the right-wing populist parties 
mainstream their movements by underlining welfare policies, Islamophobia, 
environmental issues, unresolved historical cleavages, critic of multiculturalism, 
diversity, unity and Europeanization. The use of the fieldwork data will be limited with 
the findings from Dresden as the rise of the Alternative für Deutschland (AfD) in the 
general elections in Germany (September 2017) triggered the public fear against the 
populist threat. Due to the lack of space and time, this work in progress will not be 
able to go deeper to define the notions of European heritage that circulate broadly in 
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the public sphere among the populist political parties and movements, and to 
investigate how the ‘politics of fear’ relates to these notions of European heritage and 
identities.

Mainstreaming of Right-Wing Populism in Europe
In 1967, researchers at the London School of Economics including Ernest Gellner, 
Isaiah Berlin, Alain Touraine, Peter Worsley, Kenneth Minogue, Ghita Ionescu, Franco 
Venturi and Hugh Seton-Watson organised a conference with a specific focus on 
populism. Following this pivotal conference, the proceedings were edited by Ghita 
Ionescu and Ernest Gellner (1969) in a rather descriptive book covering several 
contributions on Latin America, the USA, Russia, Eastern Europe, and Africa. One of 
the important outcomes of the book, which is still meaningful, was that “populism 
worships the people” (Ionescu and Gellner 1969, p. 4). However, the conference and 
the edited volume could not really bring about a consensus beyond this tautology, 
apart from adequately having displayed particularist characteristics of each populist 
case. One of the interesting conclusions of this path-breaking conference was very well 
explicated in one of Isaiah Berlin’s interventions during the conference (1967, p. 6): 

“I think we are all probably agreed that a single formula to cover all populisms 
everywhere will not be very helpful. The more embracing the formula, the less 
descriptive. The more richly descriptive the formula, the more it will exclude. The 
greater the intension, the smaller the extension. The greater the connotation, the 
smaller the denotation. This appears to me to be an almost a priori truth in 
historical writing.”

Today, the state of play in the scientific community is not that different from the one 
in the late 1960s with regard to the definition of populism. Many studies have been 
conducted and written on the issue. But rather than having a very comprehensive 
definition of the term, the scholars have only come up with a list of elements defining 
different aspects of populism such as: anti-elitism, anti-intellectualism, and 
anti-establishment positions; affinity with religion and past history; racism, 
xenophobia, anti-Semitism, anti-Islam, anti-immigration; promoting the image of a 
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socially, economically and culturally 
homogenous organic society; intensive use 
of conspiracy theories to understand the 
world we live in; faith in the leader’s 
extraordinariness as well as the belief in 
his/her ordinariness that brings the leader 
closer to the people; statism; and the 
sacralisation of the people (Ghergina, 
Mişcoiu and Soare, 2013, p. 3-4). 

In a recent article, Cas Mudde (2016), tries 
to answer the following question in order 
to understand the rationale of the populist 
masses in the wake of Brexit and the rise of 
Donald Trump, Marine Le Pen (picture 1), 
Geert Wilders, Alternative for Germany, Five Star Movement, FIDESZ and JOBBIK in 
Hungary, Sweden’s Democrats, True Finns and many others: what is driving their 
resentment? Much of the discussion has swirled around which recent event – the 
Great Recession or the European refugee crisis – has done the most to fuel the rise of 
right-wing populism. Accordingly, a follow-up question Mudde has posed is whether 
the resentment is primarily economic or fundamentally cultural. His immediate 
answer to the second question is that neither event explains the phenomenon, which 
after all, predates them both. He reminds the reader that in 1999, the far-right 
Austrian Freedom Party (FPÖ) received nearly 30 per cent of the national vote, and 
later Jean-Marie Le Pen even made it into the run-off of the presidential election in 
2002. Hence, one could certainly argue that the recent economic crisis and the refugee 
crisis may have played a role, but they are at best catalysts, not causes. After all, if 
resentment as a social concept posits that losers in the competition over scarce 
resources respond in frustration with diffuse emotions of anger, fear and hatred, then 
there have been several other factors in the last three decades which may have 
triggered the resentment of the European public, such as de-industrialization, 
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Picture 1: Marine Le Pen - "Convention 
présidentielle du Front national", 25 février 
2007, Lille / France By Antoine Bayet [CC 
BY-SA 2.0 
(https://creativecommons.org/licenses/by-
sa/2.0)], via Wikimedia Commons



unemployment, growing ethno-cultural diversity, multiculturalism, terrorist attacks in 
the aftermath of September 11 and so on (Berezin, 2009, pp. 43-44).

There are various approaches to analyse typologies of populism in Europe as well as in 
the other parts of the world. The most common approach explains the populist vote 
with socio-economic factors. This approach argues that populist sentiments come out 
as the symptoms of detrimental effects of modernization and globalization, which is 
more likely to imprison working class groups in states of unemployment, 
marginalization and structural outsiderism through neo-liberal and post-industrial 
sets of policies (Betz, 2015). Accordingly, the “losers of modernization and 
globalization” respond to their exclusion and marginalization by rejecting the 
mainstream political parties and their discourses as well as generating a sense of 
ethnic competition against migrants (Fennema, 2004). The second approach tends to 
explain the sources of (especially right-wing) extremism and populism with reference 
to ethno-nationalist sentiments rooted in myths about the distant past. This approach 
claims that strengthening the nation by emphasizing a homogenous ethnicity and 
returning to traditional values is the only way of coming to terms with the challenges 
and threat coming from outside enemies be it globalization, Islam, the European 
Union, or the refugees (Rydgren, 2007). The third approach has a different stance with 
regard to the rise of populist movements and political parties. Rather than referring to 
the political parties and movements as a response to outside factors, this approach 
underlines the strategic means employed by populist leaders and parties to appeal to 
their constituents (Beauzamy, 2013). An eclectic use of these approaches is probably 
more reasonable to analyse the rationale behind the growing popularity of populist 
movements and parties. However, one could also argue that the former approach is 
more applicable to the West and South European context, while the second is more 
appropriate for the explanation of the East European populism. Since the third 
approach concentrates on the organizational capacity and style of the populist leaders 
and parties, it is probably beneficial to help us understand all sorts of contemporary 
populisms.
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Mabel Berezin (2009) makes a different classification to explain the main analytical 
approaches to the new European right. He claims that there are two analytical axes on 
which European populisms capture their nuances: the institutional axis, and the 
cultural axis. In the institutional axis, their local organizational capacity, agenda 
setting capacity at national level, and their policy recommendation capacity, and at 
national level to come to terms with unemployment-related issues are of primary 
subjects of inquiry. In the cultural axis it is their intellectual repertoire to offer 
answers to the detrimental effects of globalization, their readiness to accommodate 
xenophobic, racist, Islamophobic discourses, and the capacity of their inventory to 
utilise memory, myths, past, tradition, religion, colonialism and identity. Using these 
two axes in analysing European populisms at present may provide the researcher with 
an adequate set of tools to understand the success and/or failure of local and national 
level. Through them, one could try to understand why and how many populist parties 
in Europe become popular in particular cities, but not in the entire country, as well as 
the role of non-rational elements such as culture, the past (or pasts), religion and 
myths in the consolidation of the power of populist parties.

Right-wing populism was not a pivotal issue in Europe in the late 1960s as Ernest 
Gellner and others observed in the conference organised at the LSE. Even later, some 
extreme right-wing parties were established, but they remained marginal in everyday 
politics. However, today right-wing populism has been mainstreamed, and such 
populist parties are very different from the preceding far-right parties. It seems that 
right-wing populism becomes victorious at national level when its leaders are able to 
blend the elements of both axes, such as blending economic resentment and cultural 
resentment in order to create the perception of crisis. It is only when the 
socio-economic frustration (unemployment and poverty) is linked to cultural 
concerns, such as immigration and integration, that right-wing populists distinguish 
themselves from other critics of the economy. This is the reason why right-wing 
populists capitalise on culture, civilization, migration, religion and race while the 
left-wing populists prefer to invest in social class-related drivers. As Ernesto Laclau 
(2005) noted, a situation in which a plurality of unsatisfied demands and an 
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increasing inability of the traditional institutional system to absorb them differentially 
coexist, creates the conditions leading to a populist rupture. This rupture may very 
well be sometimes right-wing and sometimes left-wing populism depending on the 
historical path each country has before taken. 

Current state of politics in Europe indicates that right-wing populism has been 
mainstreamed. Contemporary right-wing populist parties are far from their 
predecessors, which were named as “far-right”, or “extreme right-wing” political 

parties. Marine Le Pen’s FN, 
Wilders’ PVV, Gauland’s AfD 
(picture 2), or Orban’s FIDESZ 
are very different from the 
former far-right parties such as 
the NPD and REP in Germany, 
Jean-Marie Le Pen’s FN in 
France, or Lega Nord in Italy. 
The predecessors of the 
current right-wing populist 
parties were mostly marginal 
parties investing in racist and 
x e n o p h o b i c p o l i t i c a l 
discourses, which appealed to 
some radicalised social groups 

located at the margins of the majority societies. Whereas, the current right-wing 
populist parties have successfully diversified their political discourses. They are no 
longer simply investing in a narrow-minded racist political rhetoric, but also in welfare 
policies to remedy the immediate needs of working-class people, or unemployed 
groups who were negatively affected by the processes of de-industrialization, 
globalization, international trade, and Europeanization. They have now become 
catch-all parties, which could attract not only working-class men, but also women and 
LGBTI groups across all the social classes, a point which will be revisited shortly 
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(Mondon and Winter, 2017; Farris, 2012). Furthermore, it is no longer a surprise to 
come across such right-wing populist parties with a very strong environmentalist, 
leftist, and critical political discourse appealing to the larger segments of the society. 
Another example to depict the mainstreaming of right-wing populism would be the 
successful incorporation of the discourse of secularism and republicanism to the party 
program by Marine Le Pen (Betz, 2015).

Europe’s right-wing populist parties have rejoiced at Donald Trump’s win at the 
American elections held on 8 November 2016 and the UK’s vote to leave the European 
Union, hailing both as a victory for their own anti-immigration, anti-EU and 
anti-Islam stances and vowing to push for similar results in countries such as France, 
the Netherlands, Denmark, Hungary, Germany and Sweden. The European public is 
not different from the rest of the world in the sense that it is also becoming more and 
more polarised between various Manichean understandings of the world as in the 
antagonistic dichotomies of “us/them”, “pure people/corrupt elite”, “privileged/
underprivileged”, which are interpellated and hailed by populist discourse. 

Populism as a neo-liberal form of governmentality: The 
backlash against multiculturalism
Populist parties and movements often exploit the issue of migration and portray it as a 
threat against the welfare and the social, cultural and even ethnic features of a nation. 
Populist leaders also tend to blame a soft approach to migration for some of the major 
problems in society such as unemployment, violence, crime, insecurity, drug 
trafficking and human trafficking. This tendency is reinforced by the use of a racist, 
xenophobic and demeaning rhetoric. The use of words like ‘influx’, ‘invasion’, ‘flood’ 
and ‘intrusion’ are just a few examples. Public figures like Geert Wilders in the 
Netherlands, Heinz-Christian Strache in Austria and others have spoken of a ‘foreign 
infiltration’ of immigrants, especially Muslims, in their countries. Geert Wilders even 
predicted the coming of Eurabia, a mythological future continent that will replace 
modern Europe (Wossen, 2010), where children from Norway to Naples will learn to 
recite the Koran at school, while their mothers stay at home wearing burqas. 
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It is also true that much public attention has recently been focused on Eastern 
Europeans. Consider the recent controversy around the ‘website for complaints about 
Middle and Eastern Europeans’, created by the Dutch Freedom Party in the 
Netherlands, which asked people to provide information about the ‘nuisance’ 
associated with migrant workers or how they had lost jobs to them. On 22 February 
2012, in a letter to Foreign Minister Uri Rosenthal, Secretary General Thorbjørn 
Jagland asked the Dutch government to clarify its position regarding this website, and 
expressed the hope that the Dutch government would publicly distance itself from its 
content. The Dutch parliament voted in March 2012 to denounce the Freedom Party’s 
website, but the Dutch government, whose majority in the 150-seat lower house 
required support from the PVV's 23 lawmakers, has declined to condemn it. This is 
only one among several events that are transforming the image of the Netherlands as a 
tolerant and immigrant-friendly country. On 10 April 2012, Vlaams Belang, a Belgian 
right-wing populist party, launched a website that invites people to report crimes 
committed by illegal immigrants, mirroring a similar site in the Netherlands set up by 
the far-right Freedom Party. The website invites people to file anonymous tip-offs 
about social security fraud, black-market work more serious crimes. Vlaams Belang 
was previously known as Vlaams Blok, but the political force had to change its name 
in 2004 after Belgium's Court of Cassation found it in violation of the law against 
racism. Filip Dewinter, the Vlaams Belang leader, defended the website because of the 
presence of ‘tens of thousands of illegal immigrants’ in Belgian cities and the problems 
stemming from them. This type of thinking and political discourse has attracted public 
support vis-à-vis an ‘enemy within’ who is created through the actual politics of fear.

A remarkable part of the European public perceive diversity as a key threat to the 
social, cultural, religious and economic security of the European nations. There is an 
apparent growing resentment against the discourse of diversity, which is often 
promoted by the European Commission, the Council of Europe, many scholars, 
politicians and NGOs. The stigmatisation of migration has brought about a political 
discourse, which is known as ‘the end of multiculturalism and diversity.’ This is built 
upon the assumption that the homogeneity of the nation is at stake and has to be 
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restored by alienating those who are not part of an apparently autochthonous group 
that is ethno-culturally and religiously homogenous. After the relative prominence of 
multiculturalism both in political and scholarly debates, today we can witness a 
dangerous tendency to find new ways to accommodate ethno-cultural and religious 
diversity. Evidence of a diminishing belief in the possibility of a flourishing 
multicultural society has changed the nature of the debate about the successful 
integration of migrants in host societies. 

I n i t i a l l y , t h e i d e a o f 
multiculturalism involved 
conciliation, tolerance, respect, 
interdependence, universalism, 
and it was expected to bring 
a b o u t a n “ i n t e r - c u l t u r a l 
community” (picture 3). Over 
time, it began to be perceived 
as a way of institutionalising 
difference through autonomous 
cultural discourses. The debate 
on the end of multiculturalism 
has existed in Europe for a long 
t i m e . I t s e e m s t h a t t h e 
declaration of the ‘failure of 
multiculturalism’ has become a 
catchphrase not only of right 
wing parties but also of centrist 
political parties all across the 
continent (Kaya, 2010). In 2010 and 2011, German Chancellor Angela Merkel, UK 
Prime Minister David Cameron and the French President Nicolas Sarkozy heavily 
bashed multiculturalism for the wrong reasons (Kaya, 2012a). Geert Wilders, leader of 
the Freedom Party in the Netherlands, made no apologies for arguing that ‘[we, 
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http://www.unesco.org/ulis/cgi-bin/ulis.pl?catno=248073
&set=0059DE5744_3_125&gp=1&lin=1&ll=1



Christians] should be proud that our culture is better than Islamic culture’ (Der 
Spiegel, 11 September 2011). Populism blames multiculturalism for denationalizing 
one’s own nation, and disunifying one’s own people. Anton Pelinka (2013, p. 8) 
explains very well how populism simplifies the complex realities of a globalised world 
by looking for a scapegoat:

“As the enemy – the foreigner, the foreign culture- has already succeeded in 
breaking into the fortress of the nation state, someone must be responsible. The 
elites are the secondary ‘defining others’, responsible for the liberal democratic 
policies of accepting cultural diversity. The populist answer to the complexities of a 
more and more pluralistic society is not multiculturalism… Right-wing populism 
sees multiculturalism as a recipe to denationalise one’s nation, to deconstruct one’s 
people.”

For the right-wing populist crowds, the answer must be easy. They need to have some 
scapegoats to blame. The scapegoat should be the others: foreigners, Jews, Roma, 
Muslims, sometimes the Eurocrats, sometimes the non-governmental organizations. 
Populist rhetoric certainly pays off for those politicians who engage in it. For instance, 
Thilo Sarrazin was perceived in Germany as a folk hero (Volksheld) on several 
right-wing populist websites that strongly refer to his ideas and statements after his 
polemical book Deutschland schafft sich ab: Wie wir unser Land aufs Spiel setzen 
(Germany Does Away with Itself: How We Gambled with Our Country), which was 
published in 2010. The newly-founded political party Die Freiheit even tried to involve 
Sarrazin in their election campaign in Berlin and stated Wählen gehen für Thilos 
Thesen (Go and vote for Thilo’s statements) using a crossed-out mosque as a logo.  
Neo-fascist groups like the right-wing extremist National Democratic Party (NPD) 
have also celebrated the author. They stated that Sarrazin’s ideas about immigration 
were in line with the NPD’s programme and that he made their ideas even stronger 
and more popular, as he belonged to an established social democratic party. 
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A Challenge to the national sovereignty? Heritage and 
multiculturalism
Globalization has apparently created resentments among some particular segments of 
modern societies. Various segments of the European public who have been alienated 
and swept away by the flows of globalization, which may appear in the form of 
deindustrialization, mobility, migration, tourism, social-economic inequalities, 
international trade, “greedy bankers”, robots making factory jobs obsolete, and 
emigration of youngsters, are more inclined to some political discourses that have 
become pivotal along with the rise of the civilizational rhetoric since the early 1990s: 
Islamophobism and populism. To put it differently, the neoliberal age appears to be 
leading to the Nativisation of Radicalism among some groups of the disenchanted 
host populations, while it is leading to the Islamization of Radicalism among some 
segments of the disenchanted migrant-origin populations. It is the processes of 
radicalization, which need to be understood better. Hence, one could argue that the 
social-economic, political and psychological processes are likely to lead to the 
nativisation of radicalism among some parts of the native European population 
investing in right-wing populist discourses.

Some of these factors are related to the rise of unemployment, poverty, inequality, 
injustice, the growing gap between citizens and politics and the current climate of 
political disenchantment. For instance, in the spring of 2014, youth unemployment in 
Greece was 62.5 per cent, in Spain 56.4 per cent, in Portugal, 42.5 per cent, and in 
Italy 40.5 per cent.  As for the Central and Eastern European countries, we should 
recall that the collapse of the USSR has allowed long-suppressed national aspirations 
to find their outlet in ethno-nationalist right-wing political parties and movements. 
The JOBBIK Party in Hungary, built upon such ethno-nationalist inspirations, is a 
good example (Dettke, 2014). From the 1980s onwards, the introduction of neo-liberal 
policies has contributed to social and economic insecurity (Mudde, 2007). These 
policies implied that individuals were expected to take care of themselves within the 
framework of existing free market conditions. This led to the fragmentation of society 
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into a multitude of cultural, religious and ethnic communities in which individuals 
sought refuge. In turn, ruling elites, which include vote-seeking political parties, 
exploited these basic needs for protection by adopting discriminatory discourses and 
stigmatizing the ‘others’. 

The retreat to selective national and local heritages seems to be one of the tactics 
generated by those who are social-economically and politically disenchanted. Heritage 
is essentially a discursive political idea, which asserts a national interest in tangible or 
intangible things, traditionally regarded as private (Davison, 2008: 36). When some of 
our Greek interlocutors who support the Golden Dawn were asked to talk about their 
national identities, they mostly referred to the victories of the Ancient Greek heroes, 
such as those who fought in The Battle of Thermopylae, where 300 Spartans defeated 
the thousands of Persian soldiers in the eastern shores of mainland Greece near 
Athens in 480 BC. Capitulating on the use of myths and national heritage by their 
followers, the Golden Down leadership reiterates the past figures who won victories 
against the Barbaric groups coming from the East as if they are the replicates of the 
contemporary native Greeks who need a victory against the current waves of migrants 
and refugees with Muslim background challenging “the homogenous Greek values, 
history and religion”. Heritage, tangible or intangible, can be instrumentalised by 
anyone who needs to cope with his/her disenchantment. It is a practical tool to be 
used by those neglected and subordinated ones who need to capitulate on alternative 
forms of doing politics so that they could be heard by the mainstream political elite. It 
is not surprising for masses, who have a gloomy outlook of the future, who cannot 
benefit from society, and who are cast aside by global capitalism, to resort to heritage, 
honour, religion, ethnicity, language, tradition and myths, all of which they believe 
cannot be pried from their hands, and to define themselves in those terms (Eliade, 
1991; Clifford, 1994). As Mircea Eliade (1991) put it very well resorting to the myths 
and heritage is a great way of coming to terms with the unpleasant social, economic 
and political conditions of the present times:

“Merely by listening to a myth, man [sic] forgets his profane conditions, his 
‘historical situation’ as we have accustomed to call it today... [A]n Australian, ... a 
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Chinese, ... or a Hindu, or a peasant of some European country, when he is listening 
to a myth, forgets, as it were, his particular situation and is projected into another 
world, into a Universe which is no longer his poor little universe of every day... The 
myth continually reactualises the Great Time, and in so doing raises the listener to 
a superhuman and suprahistorical plane; which, among other things, enables him 
to approach a Reality that is inaccessible at the level of profane, individual 
existence (Eliade, 1991, pp. 58-59).”

Myths and heritage become resurgent in times of crisis when the reality hits at least 
some members of the larger society. Heritage is a discursive practice (Hall, 2008, p. 
221) to be used by the members of a community as an alternative way of doing 
politics (MacIntyre, 1971), or as a tactic (De Certeau, 1984) to struggle against the 
hegemonic strategies of the leading political authority. It is one of the ways in which 
the community constructs for itself a sort of collective social memory. National 
heritage provides the members of a prescribed nation with a powerful habitat of 
meanings what they could use in constructing, reconstructing, their ‘imagined 
community’ (Anderson, 1983), or ‘community of sentiments’ (Appadurai, 1997). For 
instance, German interlocutors’ interventions during our interviews in Dresden mostly 
indicated that former East Germans and their descendants have a yearning for the 
notorious might of Germany prior to the World War II. The depiction of their’ 
imagined community’ is based on the strength of the German state during the 
interbellum period, which was not appreciated by the counter European forces such as 
the British and the Americans. There is often a longing for the past, the national 
heritage, and the myths when the interlocutors try to find a comfort zone away from 
the hardships of the present. Apparently, what our interlocutors in Dresden 
commemorate in the name of heritage is not the same with heritage discourse 
authorised by the contemporary German state. The discrepancy between what 
Laurajane Smith (2006) calls the ‘authorised heritage discourse’ and the 
counter-hegemonic populist heritage discourse needs to be problematised. Following 
on the British Victorian Shadow Minister for Planning in 1980 Evan Walker’s 
assumption that “Heritage belongs to the people, not to the owners” (cited in Davison, 
2008, p. 36), this one could see that heritage often provides populist politicians with a 
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very resourceful repertoire of images, symbols, figures, stories, and myths. Turkish 
President Recep Tayyip Erdoğan has such a repertoire of Ottoman and Sunni Muslim 
heritage to mobilise his supporters (Kaya, 2015a).

Laurajane Smith (2006, p. 44) defines heritage as a cultural process that engages with 
acts of remembering that work to create ways to understand and engage with the 
present. In this sense, heritage may serve for the legitimization of the acts of populist 
politicians (Harvey, 2001). To put it differently, heritage may serve as the self-defence 
of individual agents to rearticulate and recover a sense of the past and to affirm or 
renegotiate a sense of habitus against different modes of modernization and 
globalization, which erode customs and traditions (Brett, 1996, p. 9). Resorting to 
what is monumental, the heroic, the grand, rare or aesthetically impressive, in the 
practices of heritage, is often identified as being quintessentially representative of 
national identity (Smith, 2006, p. 49). Such practices of heritage may even become 
banal if constantly practiced, reenacted, and experienced in everyday life in a way that 
reproduced what Michael Billig (1995) calls ‘banal nationalism’. 

Islamophobia as an ideology and a tactic
These populist outbreaks contribute to the securitisation and stigmatisation of 
migration in general, and Islam in particular. In the meantime, they deflect attention 
from constructive solutions and policies widely thought to promote integration, 
including language-learning and increased labour market access, which are already 
suffering due to austerity measures across Council of Europe member states. 
Islamophobic discourse has recently become the mainstream in the west (Kaya, 2011: 
and Kaya, 2015b). It seems that social groups belonging to the majority nation in a 
given territory are more inclined to express their distress resulting from insecurity and 
social-economic deprivation through the language of Islamophobia; even in those 
cases that are not related to the actual threat of Islam. Several decades ago it was 
Seymour Martin Lipset (1960) who stated that social-political discontent of people is 
likely to lead them to anti-Semitism, xenophobia, racism, regionalism, 
supernationalism, fascism and anti-cosmopolitanism. If Lipset’s timely intervention in 
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the 1950s is transposed to the contemporary age, then one could argue that 
Islamophobia has also become one of the paths taken by those who are in a state of 

social-economic and political dismay. Islamophobic discourse has certainly resonated 
very much in the last decade, and its users have been heard by both local and 
international communities, although their distress has not resulted from really 
anything related to Muslims in general. In other words, Muslims have become the 
most popular scapegoats in many parts of the world to blame for any troubled 
situation. For almost more than a decade, Muslim-origin migrants and their 
descendants are primarily seen by European societies as a financial burden, and 
virtually never as an opportunity for the country. They tend to be associated with 
illegality, crime, violence, drug abuse, radicalism, fundamentalism, conflict, and in 
many other respects are represented in negative ways (Kaya, 2015b). In what follows, 
referring to Michel De Certeau’s path-breaking book, The Practice of Everyday Life 
(1984), I will address two different uses of Islamophobia in the west among right-wing 
circles: Islamophobia as an ideology, and Islamophobia as a tactic (picture 4).
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Picture 4: Islamophobia (Der anti-islamische Protest in Polen) By Silar - Own 
work, CC BY-SA 4.0, 
https://commons.wikimedia.org/w/index.php?curid=44037859



The construction of a contemporary European identity is built in part on anti-Muslim 
racism, just as other forms of racist ideology played a role in constructing European 
identity during the late nineteenth and early twentieth centuries. Use of the term 
‘Islamophobia’ assumes that fear of Islam is natural and can be taken for granted, 
whereas use of the term ‘Islamophobism’ presumes that this fear has been fabricated 
by those with a vested interest in producing and reproducing such a state of fear, or 
phobia. By describing Islamophobia as a form of ideology, I argue that Islamophobia 
operates as a form of cultural racism in Europe which has become apparent along 
with the process of securitising and stigmatising migration and migrants in the age of 
neoliberalism (Kaya, 2015b). One could thus argue that Islamophobism as an ideology 
is being constructed by ruling political groups to foster a kind of false consciousness, 
or delusion, within the majority society, as a way of covering up their own failure to 
manage social, political, economic, and legal forces and consequently the rise of 
inequality, injustice, poverty, unemployment, insecurity, and alienation. In other 
words, Islamophobism turns out to be a practical instrument of social control used by 
the conservative political elite to ensure compliance and subordination in this age of 
neoliberalism, essentialising ethnocultural and religious boundaries. Muslims have 
become global ‘scapegoats’, blamed for all negative social phenomena. One could also 
argue that Muslims are now being perceived by some individuals and communities in 
the West as having greater social power. There is a growing fear in the United States, 
Europe, and even in Russia and the post-Soviet countries that Muslims will eventually 
take over demographically.

A PEW survey held in 2006 indicated that opinions of Muslims in almost all of the 
western European countries are quite negative. While one in four in the USA and the 
UK displayed Islamophobic sentiments, more than half of Spaniards and half of 
Germans said that they disliked Muslims; and the figures for Poland and France for 
those holding unfavourable opinions of Muslims were 46 per cent and 38 per cent. The 
survey revealed that prejudice was mainly marked among older generations and 
appeared to be class-based. People over 50 and of low education were more likely to be 
prejudiced.  Similarly, the Gallup Organization Survey of Population Perceptions and 
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Attitudes undertaken for the World Economic Forum in 2007 indicated that three in 
four US residents believe that the Muslim world is not committed to improving 
relations with the West. The same survey finds out that half of respondents in Italy (58 
per cent), Denmark (52 per cent), and Spain (50 per cent) agree with this view. 
Israelis, on the other hand, represent a remarkable exception with almost two-thirds 
(64 per cent) believing that the Muslim world is committed to improving relations. 
The image on the other side of the coin is not very different. Among the 
majority-Muslim nations surveyed, it was found that majorities in every Middle 
Eastern country believe that the West is not committed to bettering relations with the 
Muslim World, while respondents in majority-Muslim Asian countries are about 
evenly split (WEF, 2008, p. 21).

Islamophobic discourse has recently been legalised and thus further normalised 
through the laws against the hijab (2004) and the burqa (2011) and the recent debates 
around the state of emergency in France in the wake of the 2015 Charlie Hebdo 
attacks. In the meantime, Pegida and other political groups have attempted to exploit 
the New Year’s Eve 2016 assaults in Cologne, which were blamed on male Muslim 
refugees (Ingulfsen, 2016). Islamophobia was previously more prevalent among male 
populations (Kaya and Kayaoğlu, 2017). However, in the last few years, the use of 
gender rights has also been particularly prevalent in the stigmatization of 
Islamophobia. Some features and manifestations of mainstream Islamophobia relate 
to what has been defined as “homonationalism” (Puar, 2007) and “femonationalism” 
(Farris, 2012). Gert Wilder’s Party, PVV, in the Netherlands and the AfD in Germany, 
whose current co-leader (Alice Weidel) is openly gay, have recently attracted many 
women as well as members of the LGBTI community who are becoming more and 
more vocal in their attacks against Islam on the basis of its supposed inherent 
illiberalism against the position of women and gays in everyday life (Mondon and 
Winter, 2017).

The role of Islam and refugees in Europe is a common trope in the interviews. During 
the interviews conducted with our interlocutors, they often expressed their concern 
and fear over the “infiltration” of Islam and its potential effects on their own countries 
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and on Europe. In their imaginaries, Muslim-origin immigrants are often constructed 
as “extremists”, “terrorists”, and “criminals” who allegedly cannot understand 
European values. A 28-year-old male interlocutor, office worker, in Dresden, 
expressed his concerns about the Islamist threat that he has recently observed in 
Germany and Europe:

“German culture is all about punctuality, diligence, strong work-ethic, and not so 
much rambling as it is the case in other countries.  The AfD says that Islam does not 
belong to Germany. That's right. There can be a few who believe in it, but please not 
the extremists and also not so many. The AfD also rightly says, that we should not 
always stick with our history, Second World War and so on. Am I responsible for 
what happened then? No, and neither are my parents. We should be allowed to be 
proud to be Germans”. 

Islamophobia is one of the common tropes that we have observed in most of the 
interviews we conducted with the supporters of the right-wing populist parties in 
Europe. The quotation above does not only display the Islamophobic, or anti-Muslim, 
sentiments, but it is more than that. It shows that local and historical elements play an 
important role in the growing appeal to riht-wing populist parties. For instance, such 
interventions coming from the public in the former East German provinces and cities 
are translated to, or rather, reinforced by the AfD leadership in the following way 
which has its roots back in the famous Historikerstreit (Historians’ Debate) of the 
1980s.  Alexander Gauland, the co-leader of the AfD, publicly made the following 
statement on 2 October 2017): 

“If the French are, quite rightly, proud of their emperor and the British of Churchill, 
then we [the Germans] have the right to be proud of what soldiers achieved in the 
first and second World Wars”.  

Famous Historians’ Debate (Historikerstreith) which started in the aftermath of 
American President Ronald Reagan’s visit to the cemetery of the former Nazi soliders 
in Bitburg in 1986. This visit was used by the conservative historians such as Ernst 
Nolte to normalise the Nazi Past in an attempt to compare the Holocaust with the 
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other mass murders such as the attrocities expereinced by American Indians in the 
USA and the Armenians in the Ottoman Empire. Jürgen Habermas furiously 
responded to such attempts of normalization of the conservative historians within the 
framework of the German Vergangenheitsbeweltegung (coming to terms with the 
past), which became a crucial element of the post-war German political culture. 
However, the East Germans apparently did not go though the same process of coming 
to terms with the Nazi past. The quotation from our interlocutor proves that there is a 
lot to be done in the Eastern provinces of Germany with regards to the Nazi past.

Another lesson to be learned from Germany with regards to the popularity of 
right-wing populism appealing to growing number of people is the political 
resentment of various groups to the current policies of the leading political parties. A 
70-year-old-female pensioner in Dresden expressed her concerns about the fear of 
Islam in the following way:

“We should take the history as an opportunity to think about the present and the 
future. In Europe we had a bad heritage with the First and Second World War. The 
Russians then released us and Germany was divided. In Germany we still have the 
connection to Europe and also to the USA and we have feelings of guilt, we have to. 
When I think about the Marshall-Plan for example, it is all clear. That is why we 
have to help refugees in need. But you do not have to invite them, like Merkel did, or 
pin on a “Refugees Welcome” and sit around in the German Parliament like Sigmar 
Gabriel did. There is a limit to everything. And with everything the government did 
in the past years, the limit is exceeded and that is dangerous for the German and 
European heritage. When we have an Islamic caliphate in Germany one day, the 
European heritage will be gone. Maybe it sounds exaggerating, but I think we 
should be really careful. Many of the Muslim refugees have dangerous thoughts in 
their minds. Otherwise you would not think of driving a bus into a crowd.”

Apparently, recent wave of terrorist attacks in European cities has created a strong 
resentment against the liberal refugee policies of a few European states such as 
Germany and Sweden. The actual fear of terrorism committed by radical 
Salafi-Islamist terrorists triggers the anti-systemic populist resentment against the 
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mainstream political parties. Germany provides thre reader with some other lessons. 
It is not only the fear of the present but also the unresolved social-economic disparities 
of the past which trigger the right-wing populist inspirations. Majority of the 
interlocutors in Dresden expressed that they feel forgotten and that their economic 
interests are not being properly addressed. A 55-year-old female teacher in Dresden 
expressed her resentment to the reunification policies and its aftermath during the 
Kohl government in 1990s:

“It seemed to me that every government, including the German one, was busy 
trying to save all the banks. I cannot imagine that the German government would 
make so much effort when it comes to helping the middle class and the 
self-employed. In the end, already the GDR under Helmut Kohl has been mugged. 
Greece did not fulfil the criteria when it became a member back then. And now, they 
still do not fulfil them and will probably never fulfil them. You just feel bad as 
German citizen. The AfD demands that Europe should be left to its founding 
members and the whole structure should only be confined to economic 
cooperation.” 

The collective memory about the social-economic disparities of the reunification years 
seems to be kept intact by many East German inhabitants. Those who were 
disappointed by the reunification process still seem to have resentment against the 
central state actors, and they express their political resentment by engaging 
themselves in anti-systemic right-wing populist discourses. The following statement of 
a 19-year-old male trainee from Dresden affirms the social-economic and political 
drivers, which maintain the growing popularity of the AfD in Germany, especially in 
the eastern provinces:

“I do not have any money to be saved. I have no rich family or something like that. 
And the German government is always putting the money in their pockets. Who are 
they ? Well they are the banks and all the corrupt people working together with 
politics, and also poor countries like Greece, Hungary, Romania, and also for the 
"Oil-eyes" [German, Ölauge], the asylum seekers. This is what I like about the AfD, 
they are showing off the misbehaviour of these politicians.”
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These statements from the field indicate that mostly the problems expressed by the 
s u p p o r t e r s o f t h e a n t i - s y s t e m i c r i g h t - w i n g p o p u l i s t p a r t i e s a r e 
social-economic-political based structural problems. Individuals need different ways 
and channels to express their concerns in everyday life. Michel De Certeu (1984)’s 
notion of tactic is very explanatory here. 

“... A tactic is an art of the weak... The more a power grows, the less it can allow 
itself to mobilise part of its means in the service of deception. Power is bound by its 
very visibility. In contrast, trickery is possible for the weak, and often it is his only 
possibility as a last resort” (De Certeau, 1984, p. 37).

Individuals tend to generate tactics in their everyday life in order to adapt themselves 
with the regulations of the prudentialist post-social state that formulates different 
strategies (De Certeau, 1984) such as neo-liberalism, globalism, multiculturalism, 
diversity, deindustrialization etc. Those who are rather uneducated, unqualified, and 
socially, economically and politically unintegrated, are not accurately equipped to 
come to terms with the present conditions mainly shaped by global financial crisis and 
refugee crisis. Making communities becomes one of the ways for them to cope with 
uncertainty, insecurity, unemployment, exclusion and poverty in the age of 
deindustrialization. Ethno-cultural and civilizational communities refer to symbolic 
walls of protection, cohesion and solidarity for such social groups. For those who feel 
politically, socially and economically neglected it becomes handy to speak from the 
margins so that they could be heard by the political elite in the centre. Hence, it is a 
practical tactic to use an Islamophobic discourse, or a populist discourse, in order to 
be easily heard by decision makers. Hence, one should be careful about patologizing 
the right-wing populism by immediately equating it with the past events such as 
Nazism, Fascism, Francoism etc. Populist rhetoric as well as Islamophobic rhetoric 
can also be a trickery played by the weak as Michel De Certeau put it very well. 
Furthermore, there comes the risk that the mainstream parties may instrumentalise 
the fear of the past in order to conceal their failure in resolving current structural 
problems.
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The growing affiliation of the supporters of right-wing populist parties with culture, 
nativism, authenticity, ethnicity, religiosity, traditions, myths, and civilizational 
rhetoric provides them with an opportunity to establish solidarity networks against 
structural problems. The interviews we conducted show that majority of the 
supporters of right-wing populist parties are not religious by habitus, they are mostly 
secular, agnostic, or even atheist. Such individuals who are on the one hand, socially, 
economically and politically deprived, and on the other hand, are in quest for 
communities to defend themsevels against the detrimental effects of globalization are 
more likely to be appealled by right-wing populist discourses that simplify, binarise, 
culturalise, civilitionalise and religionise what is social, economic and political in 
origin. What is remarkable in our interviews goes in parallel with the observations of 
Rogers Brubaker (2017, p. 1208). 

“The growing civilizational preoccupation with Islam in European populisms has 
profoundly transformed the political semantics of self and other: the collective self 
is increasingly defined n broadly civilizational, not narrowly national terms. The 
civilizational-level semantics of self and other have internalised liberalism – along 
with secularism, philosemitism, gender equality, gay rights, and free speech – as an 
identity marker of the Christian West vis-a-vis putatively intrinsically illiberal 
Islam.”

In parallel with the Huntingtonian paradigm of “Clash of Civilizations”, the term 
civilization here is reduced to religious differences, and Christianism as a cultural 
form, but not religious form, to be celebrated by liberals, atheists, agnostics, and 
others versus the rise of radical Islam challenging the secular forms of life. The 
feelings of social-economic and political deprivation are not only expressed by means 
of resentment against multiculturalism, diversity, migration and Islam, but also by 
means of resentment against the European Union institutions, which are believed to 
be imposing a unified transnational identity challenging national sovereignty and 
nativism. Governing, controlling and mobilizing communities and individuals in the 
age of globalism by means of civilizational, cultural and religious markers has become 
a neoliberal form of governmentality. In this sense, Michel Foucault’s (1978) notion of 
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governmentality is very useful to address here in order to undeline the logic of the 
ways in which right-wing populist parties exploit the notions of heritage, past, myths, 
culture, authenticity, civilization and religion in mobilizing the enchanted groups 
alongwith their perspective.

Conclusion
The purpose of this paper has been to undertake a literature survey based on 
theoretical and empirical analysis to bear on the questions of cause and response: 
what factors are causing growing numbers of citizens to endorse populist parties of 
right or left? It is often presumed that the affiliates of such populist parties are 
political protestors, single-issue voters, “losers of globalization”, or ethno-nationalists. 
However, the picture seems to be more complex. Populist party voters are dissatisfied 
with, and distrustful of mainstream elites, and most importantly they are hostile to 
immigration and rising ethno-cultural and religious diversity. While these citizens feel 
economically insecure, their hostility springs mainly from their belief that immigrants 
and minority groups are threatening their national culture, social security, community 
and way of life. They are perceived by the followers of the populist parties as a security 
challenge threatening social, political, cultural and economic unity and homogeneity 
of their nation. The main concern of these citizens is not only the ongoing immigration 
and the refugee crisis, they are also profoundly anxious about Muslim-origin people 
who are already settled mostly in western European countries. Anti-Muslim sentiment 
has become an important driver of support for populist extremists - a sentiment that is 
based on the perception that all Muslim-origin people are ethnically, culturally, 
religiously, politically and economically homogenous. This means that appealing only 
to concerns over immigration such as calling for immigration numbers to be reduced 
or border controls to be tightened, is not enough. 

This paper has also argued that contemporary populist parties are inclined to generate 
a neo-liberal form of governmentality, capitalizing on what is presented as legitimate 
in cultural, ethnic, religious and civilizational terms. The supremacy of 
cultural-religious discourse in the West is likely to frame many of the social, political, 
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and economic conflicts within the range of societies’ religious differences as well as in 
references to heritage, culture, past, myths and authenticity. Many of the ills faced by 
migrants and their descendants, such as poverty, exclusion, unemployment, illiteracy, 
lack of political participation, and unwillingness to integrate, are attributed to their 
Islamic background, believed stereotypically to clash with Western secular norms and 
values. Accordingly, this paper has just argued that ‘Islamophobism’ is a key 
ideological form in which social and political contradictions of the neoliberal age are 
dealt with, and that this form of culturalization is embedded in migration-related 
inequalities as well as geopolitical orders. Culturalization of political, social, and 
economic conflicts has become a popular sport in a way that reduces all sorts of 
structural problems to cultural and religious factors – a simple way of knowing what is 
going on in the World for the individuals appealed to by populist rhetoric. It was also 
argued in the paper that Islamophobia is not only an ideology, or a strategy, generated 
by right-wing populist parties, but also a tactic to be used by the supporters of 
right-wing populist parties to express their social-economic and political concerns 
using the power of speaking from the margins to make more echo.
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Locality, Identities, and social differentiation in the 
field of Education 

The fact that every human activity occurs in a particular place, the existence of 
distances, the differences between geographical areas and the social 
symbolisms attributed to specific places show that the place is integral to 
almost all the social functions. In this sense, the places are nothing more than 
natural structures, which are built through human behavior and social 
collectivities. The place is ultimately a combination of natural structures and 
human contributions. It is clear that the place is not conceptually identical to 
space. The place is actually the space where there is and lives a population of 
people, intervenes and interacts with the environment. Place attaches to space 
symbolisms, meanings, collectives and culture. On the modernity era the 
national state is the keystone of a national community, as it links its historical 
experience to a specific geographical place. Nation- State implies a community 
of people tied with emotional as well as geographical bonds. In the recent years, 
the concept of nation-state and its representations, as well as the need of 
national self-determination, have been linked to the construction of 
collective/national identities, within the framework of very specific national 
ideologies operating over time and on the basis of criteria such as race, 
language, religion, common culture, customs or traditions. Thus, through 
national education a close socio-cultural control is exercised, the myth about 
national uniqueness is reproduced, the feelings of patriotism and loyalty are 
promoted; national interests are served by the collective oblivion and the 
simultaneous stereotypical projection and downgrading of the “Other”.

Identity, Diversity, Education, Social place, Nation- State 
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The notion of place on the sociological thought. The case 
of local identities.
The place as a component of society has been introduced to social theory by Georg 
Simmel since the early 1900s but it has taken about 80 years in order the social 
scientists to be able to express the thesis that a spatial view of society is now 
recognizable in sociological thinking. And it is no exaggeration to claim that the "local" 
as a realistic version of the social site has penetrated quite deeply into modern 
scientific social thinking both as an "example" and as a research starting point. E. 
Casey (1993) states that there is nothing to interest sociologists and not to be 
anywhere. Indeed, everything that interests a sociologist or any social scientist in 
general, is somewhere. It occupies a space, and most often identifies its entity using, 
among other things, the place where it is located, acts or interacts with other 
environmental elements. The fact that every human activity occurs in a particular 
place, the existence of distances, the differences between geographical areas and the 
social symbolisms attributed to specific places show that the place is integral to almost 
all the social functions (Massey, 1984).

Sociological thought has passed from the overrun (Coleman, 1993) or the absence 
(Relph, 1976) of the place and from the cities without places (Sorkin, 1991) in its 
modern "spectacular" era (Giddens, 1990). Today, when we refer to the place, we are 
consistently referring to a geographical area, which has a name, associated with 
specific physical features – natural or anthropogenic - and with specific values and 
social meanings. For example, we cannot refer to a place without using a name or, in 
any case, a geographical description or a place name. Besides, each place is 
geographically unique (Entrikin, 1991). Places are a combination of natural and 
anthropogenic material features. So, speaking about a geographical area, we include 
both its natural environment as well as all the human intervention in it (homes, 
catastrophes, embellishments, etc.) (Goldring, et al., 1996). In the same logic the 
approaches of the place can be included as an “aggregation” or “gathering” of 
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materials (Latour, 1996). Finally, each place is being “described” by using names 
(Basso and Feld 1996), characteristics, values and social significations (Soja, 1989).

Each place, as the perceptual shape of a "certain geographical area" has the 
characteristics given by its people that are constructing the specific identity of the 
place (Rotenberg and McDonough, 1993). In this sense, the places are nothing more 
than natural structures, which are built through human behavior and social 
collectivities. The place is ultimately a combination of natural structures and human 
contributions (Steele, 1981). Moreover, at the same, place can be attributed different 
social markings such as historical, political, family, aesthetic and apparently scientific 
(Semken and Butler, 2008). And there are not many cases where a series of historical 
events, even social circumstances, shape what is called the "sense" of the place 
(Williams et al., 1992; Brandenburg and Carroll, 1995). Social symbolisms are 
attributed to specific places and in fact the places are under constant social negotiation 
(Casey, 1996).

Nowadays, the basic tendencies that dominate the sociological study of the place are 
two. On the one hand, there is the way in which social phenomena are identified 
locally. Among these phenomena are social arrangements, consumption, assimilation, 
etc. (Lamont and Molnar, 2002; Pachucki et al., 2007; Binder and Cheyne, 2010). On 
the other hand, the place is considered a component of social life and social change 
(Gieryn, 2000; Binder and Cheyne, 2010). It is clear that the place is not conceptually 
identical to space. The place is actually the space where there is and lives a population 
of people, intervenes and interacts with the environment. Place attaches to space 
symbolisms, meanings, collectives and culture (De Certeau, 1984; Hiller and Hanson, 
1984; Harvey, 1996).

The materiality of place and the social symbolisms attributed to it are the basis upon 
which the social hierarchies are produced, constructed and reproduced. Thus, we 
came from the social stratification, the distribution and reproduction of power to the 
dominant ideology. The distribution of populations in settlements -from small villages 
to big cities- has to do with hierarchies depicted on arrangements and space 
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management. In addition, Henri Lefebvre named as a social place, the place where 
production relations are reproduced and where dialectical contradictions are mainly 
spatial and less chronical (Lefebvre, 1973). Apparently, H. Lefebvre understands the 
place as a necessary condition for the existence of the social phenomenon of 
production relations. The material means of production originate and are used by and 
in a certain place. The labour comes from, and runs in some place. The capital exists 
and is activated in a very specific place. And when capital is in risk has the advantage 
-against labor-to move faster and finally change place.

The limits of human and social action can also have temporal, moral or local 
determinations. Border is one of the ways in which individuals and social collectivities 
decide to define the formal boundaries of their action. Any area included between the 
formal or informal boundaries is provided with social meanings and symbolisms. The 
connection of individuals and societies with specific spatial areas is an inherent 
tendency that arises as a need for every living organism to connect in some way its 
existence with a particular space, in which it even attributes features that are 
necessary, vital and inalienable for its existence. Borders precisely define a 
geographical area and constitute a necessary condition for the allocation and exercise 
of power. It is characteristic that every form of formal power is defined and condensed 
within a specific and strictly defined space. For each form of power, the territorial 
boundaries of its exercise are automatically determined.

Human activity either individually or collectively occurs anywhere. Every community 
has the right to be and to act somewhere. Each collectivity has its place and time of 
action. And it is this space and time that largely defines the basic characteristics of 
social action, but also, on the other hand, the forms of social actions give space and 
time morphological characteristics. Place, as a physical space and as a signifier, is a 
measurable variable that most often clearly defines the form, the range, the species 
and the impact of human activity. For these reasons, the spatial variability of social 
action has influenced the thinking of several sociologists from different perspectives 
and theoretical starting points (Lefebvre, 1973; Harvey, 1996; Castells, 1983; Soja, 
1989).
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The place is actually a three-dimensional entity, since it requires the simultaneous 
presence of three components: the location, time and culture. Every place marks a 
social world, a social microcosm full of determinations, markings, collective actions, 
changes and culture. Place as the main component of the substructure nowadays 
constitutes the main research area for most of the social sciences. Sociology, political 
science, social anthropology, history seem to have turned their attention to the local 
field.

The national state is the keystone of a national community, as it links its historical 
experience to a specific geographical place/country. It implies a community of people 
tied with emotional as well as geographical bonds. A community is defined as 
‘geographical’ when its members live in a specific area and are related with close  and 
unbroken bonds, on account of the fact that they ‘share’ the same living space whereas 
the people who are born and live in a specific geographical place establish, primarily, 
an emotional community (Tsaousis, 1985). The development of the nation-state also 
gave impetus to the study of the social and political structures that are shaped and 
developed in "populous clausus" living and operating in "territorium clausus". This is 
also the nature of the social structure developed in the nation state, the "closed 
society" (societa clausa) (Tsoukalas, 1999). For the nation – state society seemed to be 
solid, indivisible and practically and conceptually inseparable (Tsoukalas, 1999). The 
feeling of ‘belonging together’, as well as the singular emotions produced, are 
ascertained in a ‘fictitious’ conception (Anderson, 1991), that is, of a nation, which is 
metonymically reduced to homeland. In this case, the feelings that a nation enjoys are 
defined as ‘patriotic’, as a nation is transformed into a rational construct, which 
occupies a particular place, that is, a homeland (Febvre and Paul, 1996).

From now on the historical discourse is devoted to building the identity of "us" 
through a constant contradiction with the "others". In this way, the "national" 
identities are constructed on principle and the national discourse became the basis 
upon which a profound social reconstruction, both at a macro-social and a 
micro-social level took place (Demertzis, 1996). It is liberalism, which dominates not 
only as an ideological shell of the new collective entity, but also as a symbolism that 
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runs through every aspect of organised social life. Thus, the fragmented society of 
"different" individuals is symbolically integrated with the impetus of the liberal 
ideology. To sum up, the institution of nation–state and the people living in its area 
should have two basic characteristics: an inalienable identity and duration in time. 
Thus, each "national culture" will be required to shield the nation and to register it as a 
historically unique entity and as a carrier of its own national spirit (Elias, 1996). Here 
comes the role of "national" socialization and "politicization". This is the mission of 
the social and political institutions and of the ideological mechanisms of the state. This 
is the role of the school, the church, or the union: the emergence of the common 
national culture and its role as a unique unifying factor (Althusser, 1976). In this way, 
modern liberal power is established on culturally “pure” societies. The (pure) national 
societies are called to internalise their historical past in order to make it the driving 
force of their evolution (Gellner, 1992).

The theory of H. Tajfel (1978) and J. Turner (Turner et al., 1979) is the basis for 
understanding social identity. It assumes that the perception we shape for ourselves 
stems primarily from the attributes and characteristics recognised to us through our 
participation in specific social groups. In this way we are engaged in a continuous 
process of evaluation -through social comparisons- with other social groups of which 
we are not members. For example, members of a social group continuously compare 
the characteristics of social groups to which they belong with characteristics of other 
social groups, placing more emphasis on their positive characteristics and clearly less 
or no emphasis on their negative characteristics (Turner et al., 1979; Howard and 
Rothbart, 1980; Abrams and Hogg, 1990; Hunter et al., 1996; Capozza and Brown, 
2000; Reynolds et al., 2000). The construction of social identity takes place mainly 
through the social interaction and dynamics inherent in the environment of social 
action of individuals (Goffman, 1959). 

States consider the map of nations as definitive, but ethnic minorities see the same 
map under negotiation. This is the current problem of coexistence of different social 
groups under the same state power. Ethnic groups (minorities) today articulate their 
own discourse and culture; a discourse and a cultural identity similar to those that 
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articulated the existing nation states during the previous century. National sciences 
through the national educational system aim to nurture the younger nations with the 
principles and traditions that will ensure its unity. Therefore, the nation-state has 
ensured its existence as an essential scientific convention, avoiding tendencies to 
challenge or even dissolve its existence.

Educational system and national identity
In the recent years, the concept of nation-state and its representations, as well as the 
need of national self-determination, have been linked to the construction of 
collective/national identities, within the framework of very specific national ideologies 
operating over time and on the basis of criteria such as race, language, religion, 
common culture, customs, traditions, and above all, the consciousness of the existence 
of a nation and the will of the people to belong to it. The historical formation of 
national states, with the prevalence of the bourgeoisie on the basis of the above 
common archetypes, created the need for their stabilization and their viability 
(Intzesiloglou, 2000). In this effort mechanisms of ideological reproduction and 
collective formation were recruited, of which the most important was that of education 
(Althousser, 1976).

Traditionally the function of the educational mechanism was focused on preserving 
and promoting the particular characteristics of each national state, on the 
development of the nationalist morality and, thereby, on promoting social cohesion 
and national identity, on recreating the glorious past, cultivating national pride and 
vanity of citizens and contempt for everyone who does not belong to it. Curriculums 
and respective school textbooks, as well as teachers’ books of a similar style and 
content, were produced and made available to the educational systems all over the 
world, serving their propagandistic function. The curricula (formal-applied or 
informal-hidden), as a realization of a particular philosophy, goal development and 
selection of appropriate knowledge, have become the basic tool for the stabilization of 
the national state and the main exponent in the relevant educational policy.
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In this sense, the curricula were used as instruments of social, economic and cultural 
control, as well as carriers of institutions and ideology reproduction. The school 
textbooks are also an ideological tool of the school system, since they express the same 
philosophy that permeates each dominant society. Also, starting from their cognitive 
background, they transport and cultivate attitudes, ideals, and habitus. Through these, 
a close socio-cultural control is exercised, the myth about the uniqueness and a 
common fate, the culture and the identity of the nation are reproduced, the visibility of 
the national tradition and history is guaranteed, the feelings of patriotism and loyalty 
are promoted; national interests are served by the collective oblivion and the 
simultaneous stereotypical projection and downgrading of the “Other”, by rendering to 
it a number of inaccuracies and negatively charged unfamiliar to the in-group 
qualities. 

Surveys show that neither the Curricula nor the school textbooks defend the peace, 
despite of any pompous declarations. History, more than the other courses of the 
Curriculum, attracts over the time the particular care of the educational policy of each 
country. Moreover, History holds a privileged position in the process of the formation 
of the national identity and the reproduction of the representations of the so called 
“national self” and “national others”, within the school. Especially, in the framework of 
this course the pupils’ critical thinking is undermined, because of the over-projection 
of the concept of the nation (Flouris and Ivrindeli, 2000). Thus, although nationalist 
consciousness is widely perceived to be out of date, in practice however, the 
national-racial discriminations seem to be re-enacted. The modern world continues to 
be separated between “we and the others” and confined to xenophobic and racist 
views. 

Ethnocentrism is also still promoted in the mainstream mono-cultural education 
systems  as an absolute value, advocating the legalization of any distinction to 
anything foreign and aiming at its homogenization and cultural subordination to the 
dominant culture. Besides, the very choice of the term “tolerance” to the other, which 
is widely used in the official texts in the fields of education and policy internationally, 
suggests the generosity of the hierarchically superior and also the negative evaluation 
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of diversity, which we simply experience and we are called to tolerate (Flouris and 
Ivrindeli, 2000). 

The diachronic study of the educational system internationally, in the light of various 
trends of the Sociology of Education, consistently confirmed its role and function on 
the exertion of ideological and symbolic violence as well as the production and 
reproduction of the dominant capitalist relations within the process of the production. 
The national states have massively educated their citizens, through the 
institutionalization of compulsory education, demonstrating the great importance they 
have attached to the educational system in shaping a supra-class, intercultural and 
inter-ethnic national consciousness in their collective subjects (Adamou, 2002). 

A collective national consciousness that refers to what Balibar (1991) calls "an illusion 
of national identity" and consists in the belief that generations succeeding each other 
over the centuries, in a specific territory and with a common name, are carriers of a 
unique “glorious” heritage. This is the result of a national ideology that contains ideal 
signifiers (such as the "nation" and the "homeland"), which constitute the national 
identity and give to it religious characteristics, connecting it with notions and feelings 
such as sacredness, love, respect, sacrifice and fear. It’s about an ideology that treats 
the state as an expression of a pre-existing unity, believing that its historical mission is 
to service the nation, idealizing at the same time national substance and national 
politics (Balibar, 1991). 

This national consciousness is constituted within the framework of a common past 
and a single identity and obliges the collective subject to act based on the 
commitments of a supposedly stable and unchanging historical past.  The necessity to 
create national consciousness in any sovereign state, within the framework of wider 
transnational formation, arises basically from the problems of cohesion, internal 
disintegration and extermination that threaten it. Moreover, issues of administrative 
uniformity that guarantees the effectiveness of state policy advocate the cultivation of 
a single national consciousness. The term "national state" contains the socio-political 
notion of "nation" -which is defined within the actual or even imaginary borders of the 
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state- of the second concept from which nation–state is constituted. The modern 
institution of  "state" that precedes the "nation" is a pre-eminent construction, and is 
born through class conflicts and the violence of history, while it manufactures, on a 
second level, the notion of "nation" in order to replace the convenient until recently 
racial idea, in the context of the more effective service of the values and interests of the 
new bourgeoisie that dominated the public sphere, without, however, the legal and 
moral outcry that would bring about an unexpected attachment to the ideology of 
racial racism. Of course, within the nation and the respective sovereign state, one can 
distinguish individual national groups on which the current workforce is formed. 

National groups deriving from the capitalist hierarchy of labor, in the context of a 
gradual and unequivocal exploitation of the surplus value they produce, which is a 
constitutive principle of the capitalist system and in which those national groups must 
be socialised. Thus, the socialization of labor power is accomplished by learning the 
skills that are specific to it. The culture of a national group embodies all the rules 
incumbent upon the younger generations from the older ones and in this process of 
engraving, the state plays a leading and protagonist role with its mechanisms, 
especially with its educational system (Wallerstein, 1991). The dominant ideological 
mechanism of the state makes use of the school institution, assisted by other 
ideological mechanism based on the common basis of the hegemony of nationalism, in 
order to ensure the perpetuation of its own interests and the service of its own 
purposes. Thus, the more the bourgeois classes are trained, the more the individual 
differences determine individual’s different social destinies, perpetuating the carefully 
covered class divisions, in the name of a nationalised culture operating on the 
boundaries between raciality and nationalism (Balibar, 1991).

Thus, within the framework of the national educational system, the conditions for the 
preservation and reproduction of dominant production relations are formed. Any 
particular cultural, national and social variations from the predominant norm are 
employed as a danger, a threat to social cohesion and peace, and are related to 
inequalities in the context of the national states' monocultural educational systems 
based on ethnic and racial criteria. It is about constructed inequalities, consisting of a 
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series of national socialization institutions, formal and informal, the inadequate 
participation in which is a destabilizing factor, disrupts social cohesion and solidarity 
and produce phenomena of marginalization and social exclusion. In any case, ignoring 
the local or national values raises retaliation from the nation state. It is also worth 
noting the uniqueness of the conditions for the construction of national societies and 
hence of the dimensions of social problems such as social exclusion that end up being 
historical products strictly linked to the particular elements of the historical heritage 
and national consciousness of a specific society in which are emerging and which they 
finally concern (Papadopoulou, 2012).  

Diversity and Identity
The problem of individual and collective identity remains one of the central issues of 
social sciences. For sociology, searching for and interpreting the social characteristics 
of individuals is a matter of identifying. History, with passion, tries to trace and 
replicate identities of the past by making reductions in today's reality. S. Freud was the 
one who introduced the concept of identity in psychology, and for decades social 
anthropology has focused its dynamics on the discovery and description of individual 
and collective identities. The concept of identity acquires substance only when it 
becomes comparable to another a “strange” identity. I am a Caucasian "white" guy and 
I am different, perhaps "superior" to a black man. I am tall because there is a 
comparable shorter man than me. There are plenty of times when science simply 
reproduces and confirms with its prestige and typology the hierarchical identities 
within the social creation, just because science is nothing more than a social 
construction, which is constantly struggling to obtain a guarantee of objectivity. 
National identity is a special form of collective identity in which the element of 
community involves not only shared territory, language, religion, and customs but also 
a sense of continuity, historical memory, and common destiny, all of which relate the 
individual to his or her society (Smith, 1990). Needless to say, all national cultures 
perceive themselves as unique, sometimes pure and certainly inimitable. Invariably, 
they are products of their own particular histories (Zagkos et al., 2007).
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Several years ago -though we insist that the debate remains topical and essential- the 
opposing social identities focused on class characteristics. Nowadays, as if class 
structure does not exist, as if there are no rich and poor, cultural identity is the center 
and the foundation of a new-born social conflict, where the class characteristics of the 
members of a society seem to be inexcusable or non-existent in front of a shaped by 
cultural terms "we" and a culturally hostile "other". The new scientific sociological 
discourse was disengaged from his obsession with class domination and devoted to 
build the cultural "we" through an endless contradiction with the "others". In this way, 
the "national" identities are constructed in order to establish and substantiate a new 
ideological power and hegemony; a power that will unite the culturally similar 
individuals and will be formed through cultural hierarchies and fake rivalries.

Today, a series of key questions arise concerning the social status of the "other" 
-mainly of the national- and the postmodern version of diversity: What is the role of 
national identity in social life? What approaches exist in the different versions of 
diversity and what are their strengths and weaknesses? There is no general theory of 
national identity in the social sciences, and any theoretical debate emphasises and 
takes into account only a few aspects of the problem. There is a broad and complex set 
of phenomena related to the concept of national identity and which have led many 
scientists (Liebkind, 1989) to the assumption that the attempt to create a single theory 
for national identity should be abandoned. The most appropriate approach to national 
identity should be developed according to each time specific socio-historical contexts 
(Weinreich, 1973). Difficulties with the universal theories of national identity are 
caused not by the weaknesses of contemporary approaches of social sciences but by 
the complex and multidimensional nature of national identity itself. Despite the 
widespread use of the term national identity in the bibliography, it is very difficult to 
distinguish it from other relevant concepts, and is often used simply as a synonym for 
the nation. Indeed, identity is often taken as a given term that should not be defined, 
and it is used to identify ethnicity. The definition of Schildkrout (1978) is 
characteristic: "The nation is a set of conscious or unconscious beliefs. There are" 
national us "and" national others ". National identity is treated as a single 
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characteristic of a member of a national group. The nation is regarded as a primitive 
bond that means unity and solidarity above and beyond each internal division. 
National ideology is more or less a "false conscience" manipulation that is adopted and 
evolves as a strategy for the political and economic goals of national groups’ 
(Okamura, 1981). Citizenship and nationality are two basic components of individual 
and social identity. Particular emphasis has been placed on linking the two above 
elements to the social behavior of individuals (Hofstede, 1991; Trompenaars, 1993).  
The traditional model of national citizenship is based on a “structure” of a state as a 
representation of a single “pure” national team (Breuilly, 1982; Hobsbawm, 1990). 
This particular form of state self-determination required the construction of a nation 
in the sense of the diffusion of a common culture, history, language and religion. 
Finally, the interpretation of national identity in the light of social psychology is not 
significantly different from the sociological approach of interaction, and especially 
from the version of the processual interactionism, according to which identities are 
established and maintained on the basis of a framework of social action. Social 
phenomena are the basic tool for interpreting the process of identity formation (Gecas, 
1982).

Concluding Remarks
Today, in the age of international communication and supranational blocks, 
nationalism cannot really believe in itself anymore and must exaggerate itself to the 
extreme in order to persuade itself and others that it is still substantial (Adorno, 2017). 
So, in the concrete framework, expanding the thought of Balibar (1991), we could say 
that in the new unified European reality, functions and symbols of the national state 
seem to be transferred to a community level, while it is also observed an orientation to 
an idealization of the European demographical identity as opposed to the populations 
of the South, rather than keeping a direction to a European lingual or cultural 
co-function. In other words, the European coalition has been transformed to a kind of 
“euro-fortress” with explicit characteristics of isolation and extreme repression, due to 
a general external and internal xenophobic and psychotic political paralysis 
respectively. In this sense, the nationalisms of the individual nation states are 
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transferred to a supranational and transnational level, emerging an impressive 
absurdity, according to which any “national” nationalism, surpassing itself, 
presupposes its supranational dimension.

Regarding the role of education as a “weapon” of the people against nationalistic 
stereotypes and xenophobic attitudes we support the well – known thesis that 
“ignorance causes prejudice”. A higher level of education increases insight into the 
complexity of society, refuting simplifications inherent in ethnic stereotypes. 
Education, finally increases the knowledge and understanding of different norms and 
values other than those common in one’s own social group and raises awareness of the 
subjective and particularistic character of individual beliefs (Coenders & Scheepers, 
2003).
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“Education is what breaks 
down cycles of poverty 
and oppression.”

– Sinead Burke,Irish activist

Geo-literacy and Formal 
Education

2



In the era of an economic and migration crisis that many European countries 
are confronting, along with a general disaffection towards the EU, concerning 
questions, such as the construction of a European identity, arise. Europeans’ 
poor, sometimes negative feeling about European identity, coupled with the 
lack of knowledge about European cultural heritage, aggravate the European 
crisis. Education plays a significant role in the shaping of identities – including 
a European one - while it prepares students for future decision-making 
concerning local, national, regional, continental and universal issues. 
Geography as a school subject plays an important role in the construction of 
identity. The role of the geography curricula in national and European identity 
formation, the acquaintance with European cultural heritage, the attitude 
towards the “European Other”, the construction of the “sense of place” in 
European countries is particularly important to be examined. This study aims 
to record and analyse the approach of the aforementioned elements through the 
key themes of geography in Greek, British and Spanish geography curricula. 
Inferences are drawn on the way that national and European identities are 
constructed, and the way European cultural heritage is recorded, as well as the 
extent to which the key themes of geography are used towards this purpose. 
The findings and their implications are discussed. 

European identity, European cultural heritage, “European Other”, key themes 
of geography, geo–literacy
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Introduction
Euro(pe) is in crisis which as a part of socioeconomic ecosystem affects various aspects 
of the life of Europeans. The multiple faces of the crisis along with the dissatisfaction 
towards the “European Project” has raised Euroscepticism and lack of trust in 
European values. Europeans’ poor, sometimes negative feelings about European 
identity and the lack of a psychological connection to Europe, coupled with the 
European multidimensional crisis, has already caused changes in the EU (e.g. Brexit, 
the rise of extreme right leanings, etc.). This results in more distrust towards Europe, 
leading to an even greater European crisis, while the whole process repeats itself 
creating a vicious circle.

Identities are often created and developed through cultural heritage (Tsaliki, 2007). 
Both collective identities (such as European) and heritage are closely related to space: 
identities emerge through socio–spatial interactions (Recchi, 2014) while heritage is 
able to create a “sense of place” and enhance the identity construction (Davis, 2011, 
p.3).

Education prepares pupils, equipping them with knowledge and skills, so that they are 
able to make crucial decisions in the future on local, national, regional, continental 
and universal issues. At the same time, it shapes identities, including a European one 
on the European continent.

Geography is a discipline through which space is studied, while identities are formed 
within a spatial context. A geographical approach to European identity and heritage 
through the themes of geography - location, place, human–environment interaction, 
region, movement (Joint Committee on Geographic Education, 1984) - is important 
for the understanding of the world’s interactions and interconnections. Hence, it can 
be used for the overall formation of the Europeans addressing the needs of both the 
society and the contemporary geography education for geo–literate citizens.

This chapter examines the extent to which national and European identities appear 
and the way they are constructed, the extent to which European cultural heritage 
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appears and the way it is recorded, as well as the existence of references to the 
“European Other” in Greek, British and Spanish geography curricula. The existence of 
a “sense of place” for Europe, meaning the psychological connection of a person with 
it, is also examined.

In the theoretical framework that follows, the existing literature on identities 
(national, European) and cultural heritage is discussed. The aims of the study, along 
with the selection of the three countries that will be examined are explained. The 
methodology, which includes the research questions, the sample, the tools of data 
collection and the data analysis, follows. Subsequently, the representations of Europe 
in the curricula studied are presented. In the discussion that follows both comparisons 
between the three countries’ curricula and correlations to other studies are made. The 
study’s limitations are discussed as well. Finally, a brief summary of the literature and 
the results is presented, while recommendations are proposed.

Theoretical framework
Identities (national and European) and the cultural heritage that often founds and 
develops them are important for discussion.

Identity’s multidimensional facets and processes of identity 
formation

The issue of identity and identity construction processes during the life of individuals 
enjoys significant attention. Achkovska-Leshkovska & Davchev (2013) state that “the 
identity is a set of characteristics that makes someone recognizable. It refers to the 
image that someone has about himself/herself”.

An identity may be either personal/individual, referring to the characteristics related 
to one person only (Achkovska-Leshkovska & Davchev, 2013), or group/collective, 
referring to the feeling of identification with others. Identity is related to nurture and 
defined under the influence of the society and culture (Papaeconomou, 2014, p.2). 
UNESCO defines cultural identity as the “correspondence between a community 
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(national, ethnic, linguistic) and its cultural life, as well as the right of each community 
to its own culture (Davis, 2011).

The identity formation includes the processes of belonging, of comparison and of self–
categorisation as a member of a group, and categorisation of those who differ as 
“Others” (Papaeconomou, 2014, p.2). Staszak (2008, p.1) states that the “Other” is a 
“member of a dominated out–group, whose identity is considered lacking and who 
may be subject to discrimination by the in–group”. The existence of the “Other” to 
which a group compares itself is essential for an identity to exist.

Identity is not a fixed, intrinsic element. It is imagined, constructed, dynamic, 
learnable and changeable (Smith, 1995), while it often contains contradictions 
(Prutsch, 2017, p.10). Identities are also context-dependent. A person during his/her 
life may obtain multidimensional (e.g. social, ethnic, religious, etc.) and multi–levelled 
(e.g. local, regional, national, continental) identities, which are not mutually exclusive 
or competing. They exist simultaneously and, depending on the context, an identity 
prevails (Papaeconomou, 2014, p.3; European Commission, 2012, p.10). 

From the National to the European Identity

National identity is a form of social identity. It derives from the knowledge of a 
person’s belonging in a nation to which he/she is emotionally attached. A nation’s 
people share common features (e.g. substance, purpose of the collective identity) 
(Prutsch, 2017, pp.12-13). Smith (1991, p.14) argues that there are five elements that 
constitute the substance of a national identity: a historical territory or homeland, 
common myths and historical memories, a common mass, public culture, common 
legal rights and duties and a common economy. The historical memories of a nation 
are promoted through textbooks, museums, historical monuments, national holidays, 
artistic expression etc. (Prutsch, 2017, pp.27-28).

The issue of a European (collective) identity, its components, its foundation and its 
further development has also gained significant attention. Europe presents multiple 
facets of internal diversity (e.g. cultural, historical, linguistic, religious etc.), due to its 
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ancient civilisation and the 
historic features of the European 
e x p e r i e n c e . T h i s 
mul t id imensional d ivers i ty 
though does not forbid the 
co-existence of common elements 
(Pinxten et al., 2007).

Moreover, it is accepted that 
“European identity” complements 
the identities (e.g. national, 
regional, religious) that citizens 
already possess without replacing 
them (Tsaliki, 2007, p.178).

Literature presents two dominant models of European (collective) identity formation: 
the culturalist and the structuralist. According to the first (dominant until recently), 
the construction of identity is possible through the internalisation of European values 
(top–down formation), which happens through exposure to elements (that are 
transmitted through discourse and symbols) and persuasion. According to the 
structuralist model, identity is formed through socio–spatial interactions and relations 
to others (bottom–up process). These two models are not “mutually exclusive” and 
could support identification with the EU (Recchi, 2014, pp.120-123; European 
Commission, 2012, p.5). 

Two components of European identity have been found crucial for European identity 
formation: the cultural and the political.

According to Prutsch (2017, pp.15-18) European cultural identity is comprised of 
“Europe as a cultural community of shared values” (human dignity, tolerance, freedom 
and equality, solidarity and democracy, “culture of remembering” - how to remember 
not what) and originates from “common (cultural) legacies and (historical) 
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experiences”. A community has a cultural foundation and its collective identity 
originates from a common language, history and culture. Cultural identity is 
strengthened by history, which is the cultural basis for the sense of belonging (Prutsch, 
2017, p.27). Symbolic markers (flag, motto, anthem, Europe Day, common currency) 
are also used in order to create a sense of common belonging (Resninc Planinc, 2012).

Prutsch (2017, pp.15-18) states that the European political identity is composed of 
“Europe as a political community of shared democratic practices”, through political 
structures, such as EU, the Council of Europe, OSCE and EU institutions. Political 
identity is enhanced by constitutional patriotism (active citizenship), through the 
democratic structures and institutions. Both these components of European identity 
serve the process of European identity formation (Prutsch, 2017, p.29).

Since the end of the 70’s, European organisations have intended to promote the 
European idea in the educational systems of the member-states. The elaboration of the 
“European Dimension in Education” has contributed to the creation of new 
institutions and a series of measures for the development of European integration 
(Papaeconomou, 2014, p.3).

The “European Other”: The “other” side of the same coin

The aforementioned “Other”, in the case of Europe, either originates from inside or 
outside Europe (Palacios, 2009) – e.g. migrants, refugees. The “European Other” 
presents differences in various sectors when compared to the “dominant” group - e.g. 
racial differences - (El-Tayeb, 2011; Palacios, 2009), cultural and religious differences 
(El-Tayeb, 2011), or even historical–geographical/geopolitical (Ramović, 2016; 
Sidorov, 2009) and socioeconomic differences (Ibrahim & Howarth, 2016; Sidorov, 
2009).

Kaya (2013) states that “migrants” and “Others” are stigmatised and accused of 
problems (e.g. unemployment, violence), often used as an excuse for the strengthening 
of borders. Racist terms are also used to describe migrants (e.g. “invasion”, “flood”), 
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while immigrants are often seen as “foreigners”, “dangerous aliens” or the “enemy 
within”.

Migrants face certain difficulties in everyday life, such as discrimination, racism, 
xenophobia and anti-immigrant policies, among others. The lack of empathy towards 
them and the citizenry’s incapability of understanding the problems they have to 
confront, leads to their demarcation, to intolerance, to lack of respect, to their 
identifying as “guests” and as an economic burden (Kaya, 2017; 2010).

Cultural heritage for the foundation and construction of 
identities
Another element closely related to identity is heritage. Heritage began to draw 
increasing attention during the 1960s – 1970s leading to the World Heritage 
Convention in 1972. Heritage is a broad term, which may be used to describe anything 
solid or ethereal, natural or manmade. It both relates a nation to its history as well as 
encompasses elements that produce the past in the present. Items defined as heritage 
need to be preserved (Harrison, 2013).

The term cultural heritage encompasses several main categories of heritage according 
to UNESCO (www.unesco.org) and Harrison (2013, pp. 5-6):

• Cultural heritage, which is distinguished as tangible and intangible. The first one 
contains the movable cultural heritage (paintings, sculptures, manuscripts etc.), 
the immovable cultural heritage (monuments, archaeological sites, museums, 
ruins, historic buildings etc.) and the underwater cultural heritage (e.g. 
shipwrecks). The intangible cultural heritage consists of oral traditions (stories, 
histories, languages, literature, culinary traditions etc.).

• Natural heritage, which refers to  natural sites with cultural aspects such as 
cultural landscapes, physical, biological or geological formations.

• Heritage in the event of armed conflict.
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The concept of heritage is continuously evolving, referring to a growing number and 
range of things (Harrison, 2013, p.6). Moreover, it connects people, objects, places and 
practices (Harrison, 2013, p. 226). 

Heritage is space and time related. A devastation of an element of cultural heritage 
implies a deterioration for the heritages of the entire world (Harrison, 2013, p.63). By 
heritage being the reflection of the past in the present, the values associated with it 
accompany people and enable them to take an active role in the production of their 
future (Harrison, 2013, pp. 7, 229).

Cultural heritage creates a sense of identity and may serve as the foundation for 
identity formation, development and enhancement (Tsaliki, 2007), while the 
destruction of heritage means the destruction of identity (Albert & Ringbeck, 2015, 
p.48).

Another important notion strongly connected to these of identity and heritage is the 
“sense of place”, which expresses the psychological connection of a person to a place 
(not the place itself, or its external form) and it enables students to recognise the 
unique identity of a place (Casey, 2001). The “sense of place” refers to the beliefs of 
people about a place, either good or bad (a place might be unfriendly), providing “a 
world of meaning” (Davis, 2011, p. 21).

Heritage, both tangible and intangible, along with other factors, influences the aspect 
of a surrounding, creating a “sense of place”, which makes an environment special for 
individuals and communities (Davis, 2011, pp. 3, 28). 

Aims of the study
This study deals with issues concerning the national and European identity and 
heritage. National identities through formal education (Pöllmann, 2007), as well as 
the existence of national, European, multicultural and global dimensions in education 
have been broadly studied (Faas, 2011b). Philippou et al. (2008) have investigated the 
representations of “Europe” in geography and social studies across the divide in 
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Cyprus, defining categories (“Europe” as a geographic, economic, political, historical, 
cultural entity). Philippou (2007) has examined the European dimension that could be 
used to decrease ethnocentrism in curricula. Resninc Planinc (2012) has also studied 
the European dimension in geography education among others. Faas (2011b) 
investigates the coexistence of cultural diversity and Europe in geography, history and 
citizenship curricula in 3 countries. 

So far, no study has attempted to explore how the notion of European identity is 
constructed and how knowledge about European heritage is transmitted and 
represented in geography curricula through the key themes of geography.

Therefore, this study intends to address this gap. The role of the geography curricula 
in national and European identity formation, the acquaintance with European cultural 
heritage, the attitude towards the “European Other”, the construction of the “sense of 
place” in European countries is particularly important to be analysed.

The criteria of selection of the three countries lie in common characteristics they have 
from one point of view in the existing socioeconomic situation. The aforementioned 
countries have undergone a series of significant changes due to globalisation, 
immigration and multiculturalism, among others.

Greece, Spain and the UK are destination countries either for non–European or for 
European immigrants. In Spain there are noticeably more non-European immigrants 
than European ones, while the immigrants to the UK originate equally both from 
non-European and European countries (Europa, 2017b). Greece received a total 
arrival of more than 160.000 immigrants in 2016. A large number of well-educated 
people chose the “immigration path” in search of a better standard of living and 
quality of life, higher salaries, access to advanced technology and more stable political 
conditions (the brain drain phenomenon). 

Moreover, the European financial crisis and austerity, taking place since 2009, has 
affected several member-states, Greece and Spain being two of the most influenced 
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ones, presenting the largest unemployment rates (20,6% in Greece and 16,7% in Spain 
in 2017) (Europa, 2017d).

The United Kingdom, on 29 March 2017, after holding a referendum, “notified the 
European Council of its intention to leave the European Union” (Europa, 2017c). 
Findings indicate that immigration concerns played a significant role in the Brexit 
decision, since it was believed that immigration threatens on the one hand British 
culture and identity with dilution and assimilation and on the other, public services 
and the economy (Henderson et al, 2017; NatCen, 2017b). 

The financial and migration crisis in Spain and Greece, along with Brexit in the UK, 
have brought about criticism towards the EU, sharpening the Euroscepticism (NatCen, 
2017a), while questions concerning the relationship with Europe, the European 
identity and the “European Other” arise. 

Methodology
Research questions

In order to serve the aims of the research the following research questions have been 
formulated: 

• To what extent does national identity appear in Greek, British and Spanish 
geography curricula? How is it represented and constructed?

• To what extent does European identity appear in each of the three curricula? How 
is it represented and constructed?

• To what extent does European cultural heritage exist in the Greek, British and 
Spanish geography curricula? How is it recorded? 

• Does the “European Other” appear in the Greek, British and Spanish geography 
curricula?

• Are there references in Greek, British and Spanish geography curricula which 
may help students to build the “sense of place” concerning Europe?
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Research sample

The criteria of the age and compulsory schooling were applied to the curricula analysis 
so that problems of equivalence were minimised (Faas, 2011b). In Greece, the UK and 
Spain school is compulsory until 16 years old. In all countries of the sample, Primary 
Education lasts 6 years, while Lower Secondary Education lasts 3 years in Greece, 5 in 
the UK and 4 in Spain (European Commission, 2016).

In Greece, while the reformed curricula of 2011 for the “New School” have been 
published in a Government Gazette, the textbooks taught in school are the ones 
compatible to the 2003 curricula. Thus, the 2003 curricula, formulated and approved 
by the Pedagogical Institute and approved by the Ministry of National Education and 
Religious Affairs were analysed. 

Students’ age spectrum studying geography is quite different among the three 
countries. Geography education is mandatory in Greece from the 5th grade of primary 
school until the 2nd grade of High School (10 – 14 years old), in the UK during Key 
Stages 1, 2 and 3 (5 – 14 years old) and in Spain during the “Obligatory Secondary 
Education” (12 – 16 years old), where geography is taught along with the subject of 
history. However, their “content blocks” are distinct and thus the ones teaching history 
were not analysed.

To maintain the equivalence in the curricula analysis, the under study geographical 
concepts found in the discipline of “socio-environmental studies” taught between the 
1st and the 4th grade of Greek primary school, as well as the aforementioned concepts 
deriving from “social sciences”, taught in all grades of Spanish primary school, were 
also examined and included in the research.

The Greek curricula analysed extend to 74 pages, the British to 4 pages and the 
Spanish to 44.

The documents collected and analysed in this paper are presented in Table 1.
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Table 1: Curricula examined for each country.Table 1: Curricula examined for each country.

Countries Curricula examined

Greece Socio-environmental Studies, Geography (Pedagogical 
Institute, 2003)

United 
Kingdom Geography (Department of Education, 2013)

Spain
Social Sciences (Ministry of Education, Culture and 
Sports, 2014), Geography and History (Ministry of 

Education, Culture and Sports, 2015)

Data collection tools and data analysis 

In order to answer the research questions, content analysis has been conducted. As the 
structure of the curricula differs among the three countries (ie. the UK has an open 
curriculum while the curricula of Greece and Spain are more detailed) the content 
analysis was based on the aims. In the case of Spain, the specific measurable aims 
used to assess the students’ performance are the “assessable learning standards” 
(Europa, 2017a).

To analyse the data, both qualitative (construction of the aforementioned terms 
through a geographical perspective in order to draw inferences on the manner through 
which students construct and develop their identities, and contact with the European 
cultural heritage) and quantitative approaches (counting of the references in the aims 
that were related to identities and heritage in Greek, British and Spanish Curricula in 
order to define the extent to which they appear) have been used. 

References to the concepts within the curricula aims have been recorded. In our 
analysis elements for both the EU and the European continent have been recorded, 
since in the curricula the term “Europe” is used in an indistinct way for both the 
continent and the Union. The codes shown in Table 2 have been used in order to 
categorise the elements that compose each concept.
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The references counted have also been categorised according to the key themes of 
geography they are related to: location, place, region, human–environment interaction 
and movement (Joint Committee on Geographic Education, 1984).

Table 2: Codes used for each concept examinedTable 2: Codes used for each concept examined

Concepts Codes

European identity

Political identity (e.g. political democratic 
structures, such as EU institutions and other 

bodies).
Cultural identity (e.g. common cultural legacies - 
historical experiences and symbolic markers of 

the EU).

National identity

Common myths and historical memories, 
historical territory or homeland (e.g. historical 
continuity, expatriates) common mass culture, 

common legal rights and duties, common 
economy.

European cultural 
heritage

Tangible, intangible heritage, attitudes towards 
European heritage (e.g. preservation).

“European Other”
Differences between people (e.g. racial, cultural, 

religious, historical–geographical/geopolitical, 
socioeconomic), migrants.

Location (absolute, relative) is a fundamental theme and refers to the unique position 
on the Earth's surface. Place refers to the physical and human aspects of a location 
(Boehm & Petersen, 1994). Places are essential for comparing and contrasting spatial 
elements (Natoli, 1994). The human-environmental interaction refers to the 
relationships within places, between humans and their physical environments. The 
behaviour of humans can greatly affect a landscape, while a landscape may affect the 
lifestyle of humans. Movement is about humans’ interaction on Earth. Movement may 
refer to movement of goods, services and ideas. A region may be composed of areas 
which are homogeneous in specified criteria - e.g. same religion. Regions are mental 
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constructs that enhance the understanding and organisation of the spatial 
characteristics (Boehm & Petersen, 1994).

There are also some additional fundamental concepts, such as the space (“totality of 
landscape elements”) and the scale (representation of any area from the smallest unit 
to the largest) that are used in geography (Campbell, 2016).

The location, the place and the region (based upon many criteria) found the 
preliminary construction of collective identities, since the understanding of the 
position of a place and its characteristics is the first knowledge someone acquires. 
References within the aims that were structured upon other disciplines (e.g. history, 
civics) instead of the key themes of geography, have been counted for the respective 
subjects. 

Representations of Europe in geography curricula
Some of the remarks we can make before presenting the representations of Europe in 
curricula are very important in understanding the framework of the research:  

The disciplines analysed were not the same for the three countries which is reasonable 
as the system of education is different in the three countries: numbers of students and 
schools, student makeup (in terms of language, culture and socioeconomic profile), 
values, ethics, etc. 

In Greek and Spanish curricula, researchers counted references (geographical context) 
that can be found in the program of study of other lessons (ie. geography in the first 
four classes of Greek elementary schools lies in the field of the lesson “socio-
environmental studies” (Pedagogical Institute, 2003, p. 311) while in the Spanish 
program of studies it lies in “social sciences” (Ministry of Education, Culture and 
Sports, 2014, p.19372). 

In addition, the structure of the curricula in Greece, the UK and Spain differs. In 
Greece and Spain, the aims are specific and defined while no further adjustments can 
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be made. The British curricula, on the other hand, leave considerably more room 
(Faas, 2011b) for associations, writers of the textbooks, schools and teachers to 
develop their own approaches and adjust the aims according to the needs of students. 

Therefore, one reason for the count of more references in the Greek and Spanish 
curricula compared to the British curricula is their different structure.

Moreover, the “themes of geography”, mentioned in the Greek (P.I., 2003, p. 16510) 
and British geography curricula, are absent in the Spanish ones. In fact, in the British 
curricula the “themes of geography” are used as units for the organisation of the aims 
along with the geographical skills that need to be acquired. However, the findings are 
important since they present the construction of European identity and heritage 
through a geographical perspective, in an attempt to recognise possible weaknesses of 
the curricula and recommend solutions that create geo–literate citizens.

European identity

In Greek curricula 25 references to the European place, location and regions (based 
upon climate, urban centers and industries) have been counted. Subsequently, 11 
references were in total recorded regarding European identity. Five references 
involved its political component (e.g. products coming from the EU, EU member – 
states, EU objectives, reasons that led to its creation etc.) – ie. students should “get to 
know the products coming from the European Union, along with ours” - and five 
references involved the cultural one (European values and the evolution of the EU 
population) - ie. in the unit “Greece and the EU” students should “adopt positive 
attitudes and corresponding behaviours regarding the tolerance of the cultural 
peculiarities of other peoples”. One reference was also related to the construction of 
European mental maps. 

European political identity was constructed through concepts originally studied in 
civics (three references, one of which also referred to historical facts – reasons of the 
creation of the EU), the theme of movement of goods (one reference) and the 
human-environment interaction within Europe (one reference). European cultural 
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identity was approached through the human – environment interaction (four 
references) and historical information (one reference). European identity was also 
formed through the space, the place and the location of the EU (mental maps).

As regards British curricula, five references were about the European place, location 
and environmental regions. There were no references building either the political or 
the cultural European identity. 

Table 3: References concerning European identity in Greek, 
British and Spanish curricula.

Table 3: References concerning European identity in Greek, 
British and Spanish curricula.

Table 3: References concerning European identity in Greek, 
British and Spanish curricula.

Table 3: References concerning European identity in Greek, 
British and Spanish curricula.

Table 3: References concerning European identity in Greek, 
British and Spanish curricula.

Concepts Codes
Number of referencesNumber of referencesNumber of references

Concepts Codes Greek 
curricula

British 
curricula

Spanish 
curricula

Preliminary 
European 
identity

Place 15 2 10

Preliminary 
European 
identity

Location 7 2 7Preliminary 
European 
identity Region 3 1 -

Preliminary 
European 
identity

Total 25 5 17

European 
identity

Political 5 - 4

European 
identity

Cultural 5 - 1European 
identity Mental Maps 1 - -

European 
identity

Total 11 0 5

Total 
references

36 5 22

Concerning the Spanish curricula, 17 references were about the European place and 
location. Five references were further constructing the European identity. More 
specifically, four references developed its political component (e.g. member-states, EU 
objectives and institutions) – ie. students “explain what the European Union is and 
which are its political and economic objectives and locate the member-states and their 
capitals on the map”. In one reference the cultural component of the European 
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identity was also constructed (ie. students “identify the principal institutions and their 
bodies of government in the European Union,” - political component - “recognizing 
their symbols and explaining what constitutes the united market and the eurozone” – 
cultural component). These five references that construct the European identity were 
developed through concepts originally related to civics, thus no themes of geography 
were used (Table 3).

National identity

As regards the foundation of national identity, in Greek curricula 51 references were in 
total recorded referring to Greece as space, place, location and regions (e.g. 
geographical regions, administrative units and prefectures). Apart from the above, 19 
references were strengthening the national identity. Twelve of them were examining 
the national heritage and the environmental influence on Greeks’ lifestyle, four 
references referred to the historical continuity of the Greek people (ie. pupils “explain 
the historical continuity of the Greeks in Cyprus”) and two references were about the 
Greek diaspora. One reference was also recorded about the prospects of Greece within 
the EU. 

The 12 references dealing with the national heritage were structured upon the 
human-environment interaction, while the two references concerning the Greek 
diaspora made use of the movement of people. However, the five references that 
remain were not based on the themes of geography, since they were related to content 
originally examined in history (four references) or civics (one reference).

Regarding the British curricula, seven references in total were about the British place, 
its location and its geographical regions. No more references were enhancing the 
British identity. 

In Spanish curricula, 18 references were about the Spanish place, location and regions 
(autonomous communities). As for the further construction of the Spanish identity, 18 
references were recorded. Thirteen of the 18 references were about the historical 
elements of Spain (historical continuity, historical processes and heritage) and two 
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references were focusing on the Spanish Institutions. References regarding the legal 
rights and duties of Spanish people, the value of the diversity within the Spanish State 
and its democratic nature were also counted (ie. students “describe the characteristic 
features of current Spanish society and value its democratic and plural nature, as well 
as its membership in the European Union”).

Nine of the 13 references (to the historical continuity and processes) dealt with 
historical information.  The four references remaining (national heritage) along with 
the reference related to the value of the diversity within Spain were based upon the 
human–environment interaction. The rest of the references (two references) were 
originally studied through the subject of civics (Table 4).

Table 4: References concerning national identity in Greek, 
British and Spanish curricula.

Table 4: References concerning national identity in Greek, 
British and Spanish curricula.
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Table 4: References concerning national identity in Greek, 
British and Spanish curricula.

Concepts
Number of referencesNumber of referencesNumber of references

Concepts Greek 
curricula

British 
curricula

Spanish 
curricula

Preliminary national 
identity (space, place, 

location, regions)
51 7 18

National identity 19 0 18

Total references 70 7 36

European Cultural Heritage

Regarding the Greek curricula, 12 references about European heritage were counted. 
Nine of them dealt with its intangible aspect (language, culture, tradition, religion) 
and the role of the European environment in shaping the lifestyle of its inhabitants (ie. 
students “record and use information about the peoples of the continent and their 
cultural characteristics - language, religion”). Some other references dealt with 
heritage in general, its preservation, or the recognition of common cultural elements 
among European inhabitants. All the aforementioned references were structured upon 
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the human–environment interaction except for the one that studied the religions and 
languages, which focused on the human characteristics of the European place (Table 
5).

Table 5: References regarding European cultural heritage in 
Greek curricula.

Table 5: References regarding European cultural heritage in 
Greek curricula.

Greek curriculaGreek curricula

Content of references regarding European 
cultural heritage

Number of 
references

Common cultural elements 1

Intangible heritage 
(language, culture, tradition, religion, life and activities)

9

Heritage (in general) 1

Heritage as wealth to be preserved 1

Total references 12

In British curricula on the other hand, there were no references relevant to European 
heritage. As for the Spanish curricula, only one reference in primary school was 
related to European heritage and more specifically to its tangible aspect (e.g. 
monuments) (the general “evaluation criterion” states that students should “value the 
importance of museums, sites and historical monuments as places where people teach 
and learn by showing an attitude of respect for their environment and culture, 
appreciating the cultural heritage”. In the relevant “assessable learning standards” it is 
stated that students should “appreciate the cultural heritage at local, national and 
European level as a shared wealth that must be known, preserved and taken care of”). 
This reference was based upon the human-environment interaction.

The “European Other”

In Greek curricula, 11 references were related to the “European Other”, through which 
cultural diversity was studied (ie. students should “adopt positive attitudes and 
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corresponding behaviours regarding the tolerance of the cultural peculiarities of other 
peoples”). Furthermore, the grouping of the geographic units of Europe (northern, 
southern, central etc.) according to criteria defined by the teacher was also examined.

Only the latter reference used the theme of region in order to study the “European 
Other” whilst the others were based on the human–environment interaction. As for 
the British curricula, no references were recorded dealing with the “European Other”.  
Concerning the Spanish curricula, four references were recorded referring to the 
“European Other”. 

Students examine the migratory movements originating from or directing to Spain, 
the intra-European migrations and the migrations worldwide (i.e. pupils “explain the 
impact of migratory waves in countries of origin and in host countries”) (Table 6).

All the aforementioned references made use of the theme of the movement of people 
in order to approach the “European Other”. No references that could create “sense of 
place” for Europe were recorded in any of the curricula studied.

Table 6: References regarding the “European Other” in 
Greek, British and Spanish curricula.

Table 6: References regarding the “European Other” in 
Greek, British and Spanish curricula.

Table 6: References regarding the “European Other” in 
Greek, British and Spanish curricula.

Table 6: References regarding the “European Other” in 
Greek, British and Spanish curricula.

Concepts
Number of referencesNumber of referencesNumber of references

Concepts Greek 
curricula

British 
curricula

Spanish 
curricula

“European Other” 11 0 4

Discussion
The development of national and European identities as well as the manner through 
which European cultural heritage is recorded in Greek, British and Spanish curricula 
was examined through the themes of geography.
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Identities: Europeanness or Nationness?

From the analysis of the results many inferences can be drawn. Firstly, Greek curricula 
are mainly ethnocentric, focusing on the national identity formation, while the 
Europeanness (in the sense of the European identity) is less promoted (70 references 
build the Greek identity, 36 construct the European one). The same occurs with the 
Spanish curricula (36 references build the Spanish identity, 22 develop the European 
one). 

The majority of the references concerning the construction of both the national 
(Greek, Spanish) and the European identity focus on elements that are preliminary for 
the process of the identity formation (place, location, regions). Thus, the further 
construction of the identities is marginalised.

Regarding the British curricula, a small number of references is recorded concerning 
preliminary British and European identity, while the further construction of either the 
British or the European identity is missing. Emphasis is put on neither the national, 
nor the European dimension, since a more global approach is attempted (Faas, 2011b). 

In Greek curricula, European space is studied almost exclusively during the second 
grade of Junior High School and thus the majority of references concerning Europe 
occur in this grade. There is also a unit during the 6th grade of primary school, in 
which students study the continents, emphasising Europe. According to Faas (2011a) a 
sense of Europeanism is created this way which is “added onto the prevailing 
ethnocentrism”. In addition, in Greek curricula, in order to enhance Greek identity, 
four references refer to either the Greek diaspora or Greeks’ presence in the place of 
Greece and Cyprus. Ιt appears that the concept of Greek identity is more expanded in 
order to include Cypriots as well (imperialism). The reason lies in politics and the 
relationships between Greece and Cyprus as well as in practical reasons; Cyprus, until 
recently (2010), used the Greek curricula and textbooks in education (probably due to 
the common language), thus the Cypriot identity should be included in geography 
curricula and textbooks as well.
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The further construction of European identity is developed mostly through the 
political component in Spanish curricula and through the cultural one in Greek 
curricula. The political component in both curricula is mainly studied through 
concepts originally studied in civics, while the cultural component within the Greek 
curricula is based on the human–environment interactions. 

Greek identity is mainly developed through references to the national heritage, which 
is studied through human–environment interactions. Spanish heritage is also based 
on human–environment interactions. The majority of the references developing the 
Spanish identity though, refer to historical facts, since they are studied through the 
unit “The traces of time” in social sciences of primary school. The British identity is 
not further developed.

In the three countries’ curricula studied, there were no references concerning the 
symbolic markers of the European Union (flag, anthem, motto, common currency and 
Europe Day). An exception is made in one reference in the Spanish curricula, 
according to which students learn about the eurozone and the symbols of the bodies of 
the EU. No references on the common historical experiences of the European people 
are used in the curricula studied. Therefore, the aforementioned elements are not used 
to enhance the European (cultural) identity. In Greek and British curricula no 
concrete European institutions were mentioned, nor their role in developing the 
European (political) identity. 

Geography is an interdisciplinary subject, thus the historical and civic (expected 
especially for the European political identity) knowledge contained is, in fact, 
necessary for an overall understanding of the world. The geographical themes mostly 
used (place, location) in the curricula studied offer a preliminary foundation both for 
the understanding of the worlds’ interactions and the building of European identity. 
The further construction of European identity however is underdeveloped, since a 
small number of themes (e.g. human–environment interaction) is used, while the 
themes of region (e.g. cultural) and movement are not used to promote Europeanness. 
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Thus, the development of European identity through the perspective of the themes of 
geography is not developed overall.

European cultural heritage 

From the analysis, it is deduced that little emphasis is put on the European cultural 
heritage in the three curricula. Greek curricula present the majority of the relevant 
references (12 references study the intangible heritage; no references are made to its 
tangible aspect). The Spanish curricula include one relevant reference (tangible 
heritage, no references are related to its intangible aspect), while heritage references 
are absent in the British curriculum.

European heritage and its preservation is mainly studied through human–
environment interactions in the Greek and Spanish curricula (in British curriculum 
heritage is not studied). However, the locations, the place, the regions and the 
movement of people, goods and ideas are not used for knowledge enhancement 
concerning European heritage.

The absence of heritage references (both tangible and intangible) through the themes 
of geography prevents European identity formation since heritage has the ability to 
create a “sense of place”. 

It is therefore expected that by the end of compulsory education, Greek, British and 
Spanish students will have received only minimum information concerning both the 
European identity and its cultural heritage through the geography curricula, in 
addition to only a basic understanding of the European place. Moreover, students will 
be incapable of understanding the interactions and the interconnections between 
European places, since the themes of geography are not fully used. This may result in a 
lack of identification with Europe which may influence social facts, such as the 
unwillingness to form part of the EU. 
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The “European Other”

In the curricula of all three countries little emphasis is put on the study of immigrants. 
The “European Other” is not studied at all in British curricula. The term is mainly 
examined through the study of cultural diversity, which is based on the human–
environment interactions in Greek curricula. In an attempt to put an emphasis on the 
state and Europe, topics such as migration (movement of people) and the “Others” are 
not approached (Faas, 2011a).

In Spanish curricula, students study migration (in Spain, in Europe and the world), 
thus, the “European Other” is approached through the movement of people. The 
interactions between the immigrants and the environment (human–environment 
interactions) remain unexplored.

Direct references to non–European people with racial, cultural, religious, 
socioeconomic differences are missing from the curricula studied. References to intra–
European “Others” (defined this way due to e.g. historical–geographical/geopolitical 
differences) and the attitude that should be adopted towards them are also absent. In 
Greek geography curricula, the regionalisation of Europe into geographic units is 
based upon criteria defined by the teacher, making no further clarifications. Thus, 
cultural criteria could also be applied. As a result, the inhabitants of each region could 
be attributed with specific characteristics (e.g. “the advanced people of northern 
Europe”, or “the lazy people of southern Europe”) and be converted into internal 
“European Others”.

The themes of location, place and region are not sufficiently used in any of the 
curricula for the study of the “European Other”.

Thus, a large amount of European population is not mentioned at all or is approached 
insufficiently (in Spanish and Greek curricula). As a result, Greek, British and Spanish 
students are not acquiring an overall understanding of the “European Others”, in 
order to be able to support decisions such as the “Other’s” social inclusion and to 
comprehend the benefits deriving from it.
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Concerning the lack of references and approaches that create a “sense of place” for the 
European students, it is expected that this lack results in poor psychological 
connections with Europe, which could lead to even lower levels of identification with 
it.

Going a step further

In the middle of a refugee crisis and an economic crisis on the one hand and the fact of 
Brexit on the other, the European Union is faced with a host of questions and looks 
unstabilised. The curricula seem to present weaknesses in the addressing of important 
issues. The construction of national and European identities and heritage, as well as 

the notion of “European 
O t h e r ” t h r o u g h t h e 
G r e e k , B r i t i s h a n d 
S p a n i s h g e o g r a p h y 
curricula was studied. A 
geographical perspective 
was used since identities 
( R e c c h i , 2 0 1 4 ) a n d 
heritage both influence 
and are influenced by 
space (Davis, 2011, p.3).

According to the findings 
of the research, European 
identity formation and 
acquaintance with its 
cultural heritage is not 
being developed overall, 
while the “European 
Other” remains largely 
u n e x p l o r e d . M o r e 
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Picture 2: The “themes of Geography” should play a major role in 
the development of the heritage concepts. 



emphasis is put on the national identity in Greek and Spanish curricula, while the 
British curricula follow a more global perspective. 

The “themes of geography”, that offer a multi–dimensional spatial approach, are not 
adequately used to the concepts studied. More emphasis is put on the European 
location (position) and the place (natural and human characteristics), which are 
important but only preliminary elements for the construction of European identity. 
European cultural heritage is mainly based on the human–environment interaction in 
Greek and Spanish curricula. The “European Other” is approached through human–
environment interaction in Greek curricula and through the movement of people in 
Spanish curricula.

From the analysis it is expected that after completion of compulsory schooling, 
students will have been exposed to few - or inadequately approached - aspects of 
European identity and cultural heritage. 

The “five themes of geography” do not play a major part in the development of the 
concepts examined. This leads to poor understanding of the systemic interactions (e.g. 
European economic, political, cultural and social systems) and the interconnections 
between places (e.g. a country and Europe). This results in lack of critical thinking and 
decision making and, therefore, in low geo–literacy levels. 

Moreover, the overall lack of a “sense of the place” of Europe causes even lower levels 
of identification with Europe, which may cause considerable effects and changes in 
modern societies (e.g. exit from the EU).

The inclusion of the elements that were found to be absent in the curricula is 
recommended for the acquisition of citizenship engagement, the obtainment of 
European values, the knowledge about European cultural heritage and the social 
inclusion of the “European Other”.

Symbolic markers, the common European past and the institutions and bodies of the 
EU should be studied for the development of a European identity. Contact with 
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specific elements of European cultural heritage (tangible, intangible) could also 
enhance European identity formation, since heritage is able to give psychological 
substance to space (Davis, 2011, p.3). Moreover, direct references to people with 
racial, cultural, religious, historic-geographic/geopolitical, socioeconomic differences 
should be made so that they stop being a “minority” that “does not exist”.

Nonetheless, the mere exposure to the above is not sufficient for European identity to 
be formed. Identity formation is not space-independent, since it also emerges through 
socio–spatial interactions (associative relations in shared spaces), following a 
bottom-up process (Recchi, 2014). This process of identity formation should be 
enhanced, especially since students build their understandings through their personal 
experiences. The contact, both with places and with people of Europe might have 
positive effects on the construction of European identity. 

This contact could prevent the lack of a psychological connection of European 
inhabitants with the continent (sense of place), which results in poor feelings of a 
European identity. People who have travelled to or lived in a country often relate it to 
their personal experience. The acquisition of such “experiences” could be realised 
through either the direct interaction of students with other places and people or 
through an indirect interaction, taking advantage of Information Technology (IT). A 
more interactive contact with European cultural heritage or even the exchange of 
views and thoughts among European peoples (e.g. through a web platform or a game 
designed for such purpose) might develop a discourse, a personal “experience”, that 
could possibly increase the self-correlation of the student to Europe. It would also 
enhance EU values (e.g. tolerance) and social inclusion since communication with 
other people promotes multiculturalism regardless of country of origin (Faas, 2011a).

Citizens of modern societies have to acquire geo–literacy (Galani, 2016, p.17). 
Although geographical knowledge is important, geo-literacy requires a person’s ability 
to comprehend not only the world’s systematic interactions (how the world works), 
but also the historical, geographical and social interconnections between places, 
regions and continents, in order for a person to make systematic, well-reasoned 
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decisions (Edelson, 2014). To that end, an overall foundation of the identity and 
heritage on the themes of geography is of great importance.

The themes of location, place, region and movement (of people, goods and ideas) 
should also be used to approach European heritage. Location (positions of specific 
cultural heritage elements, concrete archaeological sites etc.) and place (natural and 
human characteristics connected to heritage) help students comprehend the 
components of the heritage that should be preserved. Students could be taught about 
similarities and differences between the customs and traditions (intangible heritage) 
of different European countries through the theme of region (based upon cultural 
elements). Moreover, people move in space transmitting their own culture and as a 
result they influence (and are influenced by) people and places through the interaction 
with them. Cultural elements of a place (e.g. books) and ideas (e.g. scientific 
knowledge) also “move” through the European space and influence people and their 
heritage.

It is also recommended that Greek, British and Spanish students are taught about the 
immigrants’ countries of origin (location, place) their specific characteristics (human 
characteristics), the cultural regions they form (region), the reasons for their 
emigration (human–environment interaction, movement of people), the difficulties 
they face due to xenophobia and social exclusion, the immigrants’ perspective of the 
world and the exchange of culture with the Others (interactions). The above could lead 
to geo–literate citizens able to think critically and make decisions based on the 
understanding of the interactions and the interconnections between people and 
places. 

More research should be conducted in order to draw conclusions over the identity that 
prevails among the students of the three countries and the extent to which they feel 
“Europeans”. The corresponding textbooks should also be examined in order to draw 
inferences on the way that writers comprehend and transmit the knowledge of the 
aims studied.
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Food as part of heritage in European school textbooks

School textbooks from Greece, UK, France and Germany (Science and 
Language in all school grades) were analysed following thematic analysis in 
order to find the way that European identities are presented through food and 
culinary traditions. The most important results were that there are still gender 
representations present in the Greek textbooks. The Mediterranean diet is 
more evident in the Greek textbooks in contrast to the German ones, which 
constantly use sausages as an alternative for red meat. Religion feasts are 
presented in several parts of the Greek textbooks and those are accompanied by 
traditional foods, which we attribute to the fact that the Greek Orthodox 
Church is very much embodied in the Greek Ministry of Education. People 
hanging out in coffeehouses are seen in most of the textbooks. In Greek 
textbooks old "kaffeneia" are presented. There, people are shown drinking 
coffee, which in the past was called "Turkish" but nowadays is called "Greek", in 
an attempt to “patent” it. Another coffee that became common in Greece since 
the 60s, an instant iced coffee called "frappe", is also presented giving the 
stigma of modern times regarding coffee, whereas UK's textbooks reveal the 
importance of tea to Britons, a beverage that is tightly connected to Briton's 
culture ever since its entrance to Europe.

Gender stereotypes, Mediterranean diet, kaffeneio, thematic analysis, frappe
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Introduction
Food is never just food. Its significance can never be purely nutritional. It is intimately 
bound up with social relations, including those of power, of inclusion and exclusion, as 
well as with cultural ideas about classification (including food and non-food, the edible 
and the inedible), the human body and the meaning of health. Anthropologists were 
the ones that started examining the cultural meanings of food. Famous is the analysis 
by Levi-Strauss (1970) about the "raw" and the "cooked" that considered food as a 
cultural system and saw food as analogous to language. Roland Barthes (2013, p. 25) 
also suggested that “substances, techniques of preparation, habits, all become part of a 
system of differences in signification; and as soon as this happens, we have 
communication by way of food". However, sociologists in the 80s suggested that a 
study of food and eating should involve political economy (Goody, 2013) and saw in 
certain foods the metaphor for social relations e.g. sugar as a metaphor for social 
relations (Mintz, 2013). Nevertheless, they all agree that food is one of the primary 
ways in which notions of “otherness” are articulated. In parlour games and pub 
quizzes we are asked to affirm that lasagne comes from Italy, souvlaki from Greece and 
goulash from Hungary: a seemingly fixed culinary order sustains and stakes out fixed 
cultural identities. “Diet and identity are not ‘given’ or just ‘out there’ ready to grab, 
but both are interpreted, adapted or rejected according to one’s needs, means and 
intentions” (Scholliers, 2001, p. 4). 

The importance of food choices and culinary traditions as cultural heritage has 
officially been recognised by UNESCO who since 2003 established the Intangible 
Cultural Heritage of Humanity that is trying to include and protect the human cultural 
heritage. UNESCO is cooperating with several agencies, scientific and not, in order to 
safeguard cultural heritage.  For example, IEHCA, the European Institute for the 
History and Cultures of Food, set up in 2001 by the French Ministry of National 
Education, Higher Education and Research in partnership with the Centre-Val de 
Loire region and Université François-Rabelais in Tours, is a centre devoted to 
gastronomy and food heritage and succeeded in inscribing the Gastronomic Meal of 
the French on the list of intangible cultural heritage by UNESCO.
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Research on "food culture" is a field in which historians, sociologists, anthropologists 
are working as well as people engaged in the field of education. Children, since a very 
young age get in touch with food and culinary traditions of their culture through their 
family's habits. When they go to school they spend lots of hours in a different 
environment where they get in touch with other children's food habits or with a food 
"protocol" that their school has adopted. Meanwhile, they are exposed to the 
curriculum's goals and they use the school textbooks as their major learning tool - a 
reason why textbooks are considered to be the dominant forms of a curriculum 
(Goodlad, 1984). 

Textbooks "in their interpretation and presentation of knowledge... are (more or less 
consciously and deliberately) a vehicle for norms, values and models of social 
behaviour through the representations that they contain." (Brugeilles & Cromer, 2009, 
p. 16). Thus, textbooks have been the subject of various studies (Wade, 1993; Minh Thi 
Thuy Nguyen, 2011; Opoku-Amankwa, Brew-Hammond and Kofigah, 2011; Van 
Craeynest, 2015) and results have revealed that they are "powerful levers of social 
change in propagating universal values" (Brugeilles, Carole, Cromer, 2009). Therefore, 
messages regarding dietary preferences, culinary traditions and health matters can 
easily be transmitted through school textbooks (Hochbaum, 1981). Even religious 
aspects are often approached by dietary matters in order to examine the way that 
people live or practice their religion and how they illustrate their religious ideologies 
and systems (Harvey, 2014, p. 34). 

Therefore, it would be interesting to analyse the representations of food and culinary 
traditions in European school textbooks in order to find out how European identities 
are presented and how elements of cultural heritage of Europe are emphasised. 

Methodology - Collection of Data
Qualitative analysis was considered the best way to approach our data. More 
specifically we chose thematic analysis as it is considered as a method appropriate for 
identifying, analysing and reporting patterns (themes) within data and “provides a 
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purely qualitative, detailed, and nuanced account of data” (Braun & Clarke, 2006, p. 
79). 

Data in our case were text, pictures, photos etc. that referred to or represented food or 
culinary traditions and were included in the school textbooks of Greece, France, 
Germany and the United Kingdom. Specifically, we chose to analyse the textbooks 
used in the subjects of Language and Science (Biology, Physics, Chemistry, and 
Environmental Education) in Primary and Secondary Education as the most possible 
ones to include references to food and/or cuisine. In Greece teachers do not have a 
choice regarding textbooks. There is only one school textbook available for the teacher 
to use, which is provided for free to students of public schools – students of private 
schools have to buy these textbooks. However, in the rest European countries under 
study teachers may choose from a wide range of textbooks that have been written 
according to the relevant Curriculum. As long as each textbook presents the authors’ 
views to some point, our choice of a specific textbook to represent the country under 
study entailed some risks of bias. In order to avoid such risks we decided to study 
textbooks suggested by the country’s official school in Greece (Athens) in 2017.  

The steps we followed for the thematic analysis of the textbooks were the ones 
proposed by Bryman (2017) and (Braun & Clarke, 2006, p. 87):

• Generation of the initial codes

Coding interesting features of the data systematically across the entire data set, 
collating data relevant to each code.

• Searching for themes 

Collating codes into potential themes, gathering all data relevant to each 
potential theme.

• Reviewing themes

Checking if the themes work in relation to the coded extracts and the entire 
data set, generating a thematic map

• Defining and naming themes
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Refining the specifics of each theme and the overall story that the analysis tells, 
generating clear definitions and names for each theme

• Producing the report

Results & Discussion
The thematic analysis of the textbooks resulted in several categories; here we present 
some of the most important ones. 

Gender representations and stereotypes

School textbooks contribute to the shaping and reforming of gender identities. As 
Weiner points out (1994) in accordance with the values that guide the Curriculum 
textbooks act as a vehicle for the messages of the dominant ideology. Textbook 
publishers tend to associate gender to certain issues based on gender bias, reflecting 
on the materials being selected and included in the textbooks. (Chung, 2014). The 
representations and the roles of each gender, as they are promoted in the school 
textbooks, affect the perceptions and expectations of children about their gender and 
their relations (Maragkoudaki et al., 2007) and the presence or absence of one gender 
in the school textbooks may affect their gender perception both consciously and 
unconsciously (Chung, 2014). Food and culinary traditions as they are represented in 
the European school textbooks consist a way to track gender representations in each 
country.  

In our case if people were present in a representation of food, then this representation 
was examined regarding the roles that it attributed to genders. Either by what a man 
or a woman was supposed to be doing in a picture or text or by the way that he/she 
was presented and the interaction with other characters, if any, or the set that he/she 
was put in. Among the countries' textbooks that we analysed the Greek ones were the 
more gender-biased, depicting women and men in more traditional family roles. 
Anywhere there was a picture or text referring to the preparation of the family meal a 
woman was presented as the cook and men were almost absent from the scene. A 
finding that is in accordance to the ones that Floriotis, Mpalampekou and Mavrikaki 
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(2012) were led to, when examining Greek Science textbooks in general. This was not 
the case for the German school textbooks. They were the least biased and the least 
stereotypical among the rest, and through texts, but mainly through pictures, they 
seem to try to overturn gender stereotyping. For example, a man ironing with the one 
hand and cooking pancakes with the other, whereas at the same page his wife is shown 
working as an executive in a big firm giving a presentation [(German school textbook 
of the 3rd grade), Reberg & Bloch, 2014, p. 25: "Mr Quan is the housekeeper" (text and 
picture)]. This is not a picture you usually see in the school textbooks, surely not in the 
Greek ones. In another example, in a picture in the German textbooks representing a 
family meal, both father and mother were occupied with the preparation and feeding 
of their two children (Eberlein et al., 2014, p. 37). However, there are still some gender 
stereotypes, as a female is presented as the school's cook (Eberlein, Ferber, Krull, & 
Messelken, 2014, p. 15).

French textbooks were also not as stereotyping as the Greek ones regarding the family 
roles - both father and mother took part in the preparation of the family meal [Lizeaux 
and Baude, 2012 p. 203 (French textbook for Earth and Life Sciences)] or in some 
cases only the father [Grumel, 2017, p. 85. & p. 106, picture and text (French first 
classes language book)]. As for the UK textbooks, the presentation of the two genders 
was balanced and our results agree with the ones by Lewandowski (2014) that during 
the last ten years there has been an improvement in the representation of both 
genders in Britain’s textbooks.

However, an interesting finding was that the representations of people consuming 
addictive substances, such as alcohol, were men in all countries’ textbooks [e.g. 
Burrows, Falkner and Stayte, 2014, p. 29 (UK: Key Stage Two Science - The study 
book) and Mavrikaki, Gouvra, Kampouri, 2007, p. 88 (Greece: Biology 9th grade)]. 
This may be due to the fact that men are exceeding women in drinking and 
high-volume drinking (Wilsnack et al., 2009).
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The Mediterranean diet and the German sausages

The health benefits of the Mediterranean diet have been widely recognised (Sofi, 
Abbate, Gensini, & Casini, 2010; Zubaida 1992:23 as mentioned in James (1997), but 
the Mediterranean diet is not only about the types of food we choose. It’s about the 
“values of hospitality, neighbourliness, intercultural dialogue and creativity, and a way 
of life guided by respect for diversity…Eating together is the foundation of the cultural 
identity and continuity of communities throughout the Mediterranean basin. It is a 
moment of social exchange and communication, an affirmation and renewal of family, 
group or community identity” (UNESCO, 2013). That is why it has been recognised as 
an Intangible Cultural Heritage by UNESCO (2013). 

Greece is one of the countries where a lot of communities consented for the 
recognition of the Mediterranean diet as an Intangible Cultural Heritage. Hence, the 
fact that lots of representations regarding the Mediterranean diet were present in the 
Greek school textbooks was more or less expected. The Mediterranean diet is 
presented and promoted wherever it is possible with pictures and texts referring to its 
various aspects and covering an era from the antiquity till today, showing that the 
Greek culture and the Mediterranean diet are tightly connected and that women play 
an important role in the transmission of knowledge about the Mediterranean diet.

The olive culture is an integral part of the Mediterranean diet, interconnected with the 
Greek culture and a major theme in the Greek textbooks: "learning the meaning of 
olive and olive oil in our diet, our culture, our life"(Language Greek school textbook, 
4th grade, p. 27).  Even in the German school textbooks Greece is presented with a 
connection to foods that are part of the Mediterranean diet such as vegetables and 
olives (Eberlein, Krull, Messelken & Riesberg, 2014, p. 85), but the Mediterranean diet 
is not promoted that much in Germany. Instead, foods common in Germany, such as 
potato with mayonnaise or sausages are often presented. 

It is noticeable that in the German school textbooks wherever there is a mention about 
meat or foods rich in proteins, most of the times sausages are present. This does not 
happen, at least to such an extent, in any of the other three countries under study (see 
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for example Gardom Hulme, Locke & Reynolds, 2014, p.5 and Mavrikaki, Gouvra, 
Kampouri, p. 51). This is an interesting finding as sausages were never considered as a 
healthy choice; something that became widely recognised when WHO (2015) edited a 
report about the "carcinogenicity of the consumption of red meat and processed meat" 
(WHO, 2015).  Therefore, one would expect that sausages should not be presented to 
students to such an extent as a choice of red meat. 

The reason that this is not happening in the case of German school textbooks in 
contrast to the rest of the countries under study has its roots in the history and 
symbolism of German sausages. Sausages were a means of survival for the German 
ancestors during the winter months when nothing should be wasted, so precious meat 
scraps were used and consumed. Most civilizations came up with the idea for a 
sausage but Germany was a great place to cure sausage as it is a cold and dry country 
and because food was not so easily available during the cooler months as it was in the 
countries of the Mediterranean. As years went by, the German sausages had started to 
be eaten outside Germany and by "the mid-19th century, clear connections were made 
between the German nation and a diet that reflected the importance of food for 
German immigrant communities, the visibility of the sausage in German diets, and the 
role of German immigrants in the meat trade" (Waddington, 2013, p.1024). "By 1914, 
the German sausage had come to be loaded with meanings to represent an easily 
understood symbol of Germany" (Waddington, 2013, p. 1030). Later on, in Germany 
in the 50s, sausages were considered the food of the poor as “proper” meat was served 
only on Sundays:  “Bread and butter with lean minced pork and liver sausages, cheese 
or jam were eaten on weekdays…On Sundays meat and dessert (particularly chocolate) 
were bought. Oranges, bananas and other luxury foods were purchased only seldom at 
this time” (Wildt, 2001, p. 66).

Food and religion

Religion is one of the main factors that affect our food choices (the major others being 
class and ethnicity). People according to their religion eat or avoid eating certain foods 
and by doing this they establish an interconnection. As Harvey mentions (2014, p. 32) 
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"foodways are so frequently central to religious acts (even if they are insufficiently 
recognised as such) that they may define ‘religion’ as much as they differentiate 
between religions". Besides the exclusion or inclusion of certain foods in the diet of its 
believers, in each religion there are feasts that are commonly accompanied by certain 
culinary traditions. Even by merely attending the meals of the believers, feasting or 
fasting one can recognise the religion they have faith in (Harvey, 2014), although 
feasting's and fasting's presence in today's believers' habits is not always easily 
explained. For example, “Quadragesima” ("Sarakosti" in Greek), was instituted in 
remembrance of Christ’s 40-day fast in the desert, however, there is little in the 
biblical account of Christ and his followers that would warrant either regular fasting or 
placing restrictions on which foods can be consumed. In fact, the Gospels consciously 
reject the dietary legalism of the Old Testament and assert that all foods are clean. 
Furthermore, Christ celebrated numerous feasts – the marriage at Cana, supper at 
Emmaus, the “Last Supper.” Most of these feasts are today considered as an 
inseparable part of each religion's traditions. 

Fasting, or a denial of bodily urges to achieve spiritual purity, seems to be more 
directly rooted in Greek and Eastern ideas about the dualism of body and soul. If the 
body is merely a temporary corruptible prison for the eternal soul, then suppressing 
its sinful demands will cleanse the spirit in anticipation of its release from bodily 
constraint. Rejecting the appetites for food, sex, and sleep becomes a path to 
righteousness. Maybe that is why feasts that are celebrated after a long period of 
fasting are so prominent in Greek school textbooks.

In some cultures, religion is a dominant institution that determines all other aspects of 
social life. Greek culture and the Orthodox dogma constitute such an example. The 
Greek school textbooks that we analysed represented this relationship in many ways. 
Relevant representations were not found in such an extent, in the other European 
textbooks that we studied. This may be due to the fact that the Orthodox Church in 
Greece is tightly connected to the State - what better evidence for this than the fact 
that the Educational Ministry is called “Ministry of Education, Research and Religion”. 
Hence, elements of religious originality penetrate the Greek school life: 
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• the choice of certain foods in certain fasting periods, 

• the morning prays, 

• the Christian icons decorating most of the classrooms, 

• the religious school course (mostly about Christianity and the speech of God) 

• the elements of religious beliefs in various school subjects etc.

In societies where the religious institutions systematically affect social life it is 
common ground that morals, customs and traditions are prominent in various aspects. 
Of course, as it is mentioned in the Greek language book of the 9th grade (Katsarou, et 
al. 2012, p. 14) quoting an abstract from the book of Edmund Keely (1997). Inventing 
Paradise - The Greek Journey, 1937-47, "it's often difficult for the Anglo-Saxon 
traveller to understand how a country that looks like it is embedded to the bone in the 
byzantine tradition of the orthodox church... can be left with such an abandonment to 
the earthy pleasures: to food, to wine, to the games of love... Besides with its numerous 
feasts the church openly glorifies the rich mercies of God, especially during the Easter, 
a period that the smell of the spit lamb smells good outdoors and the totally white 
tables sink by the traditional delicacies". And the text is accompanied by a colourful 
sketch where a priest is shown enjoying himself drinking wine and having fun with the 
company of a citizen who is roasting a lamb on a spit (a Greek custom that takes place 
during Easter Day).

Compared to the other countries under study, religion – at least in the 
abovementioned forms – does not seem to have invaded in such an extent to the 
schools’ curriculum; as such representations were not present in their textbooks. Of 
course, Protestantism - the more common religion in Germany (Picture 1, Table 1) - 
has intruded the general way of German thinking, its economic growth and more.... 
(See Weber (2009) “The Protestant Ethic and the Spirit of Capitalism”) but its 
presence in the school textbooks is not as evident as Orthodoxy is in Greece.
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Picture 1: The religious landscape of Central and Eastern Europe. 
Source: Cooperman, Sahgal, & Schiller, 2017, p. 5)



Coffeehouse and "kafeneio" 

Coffeehouses (cafes), pubs and bars are present in European school textbooks giving a 
stigma of the place where people meet and drink, discuss and have fun. However, the 
Greek coffeehouse, called «Kafenes» or «Kafeneio» in Greek, differs from the rest as it 
is a place where only men meet, eat & drink, play cards or backgammon, socialise and 
have fun, and often have intense political controversies (Pittas, 2013). Even though 
today some women may hang out in kafeneia - mainly in the big cities - kafenes in the 
Greek province is still a place where only men hang out and the gender of the 
customers is important in defining the place. The same was not true for French 
coffehouses and a painting by Hopper (1927) named "Automat" presents a beautiful 
woman drinking her coffee in a coffehouse (Bertagna & Carrier, 2016, p. 317). 

In the past, when no TV or internet was available to the people, it was the place where 
people exchanged information and values, and of course, it was the connection of the 
community to the outside world. In periods of political changes kafeneia became “hot” 
places with intense discussions about politics. Whoever wanted to get to know a place 
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Source: Forschungsgruppe Wahlen, Mannheim (2017): Politbarometer 2016 
(Cumulated Data Set). GESIS Data Archive, Cologne. ZA6888 Data file Version 
1.0.0, doi:10.4232/1.12824

Table 1: The religious landscape in Germany (2016). Table 1: The religious landscape in Germany (2016). Table 1: The religious landscape in Germany (2016). Table 1: The religious landscape in Germany (2016). Table 1: The religious landscape in Germany (2016). 

Religion Code Frequency % of all % of valid

Catholic 1 12,209,788,054.0 31.9 32.2

Protestants 2 13,066,894,078.0 34.2 34.5

Muslims 3 950,040,825 2.5 2.5

Jewish 4 7,186,664 0.0 0.0

Other 5 671,656,344.0 1.8 1.8

None 6 11,013,486,304.0 28.8 29.0

NA 9 343,969,020.0 0.9 -

Total 38,263,021,289.0



better had to go to the kafeneio of this place. Usually traditional food is served in a 
kafeneio, such as "ouzo, atherina (small fried fish), loukoum (sweet of Turkish origin), 
cognac, “submarine” (sugar paste submerged in cold water)" [Iordanidou et al. w.y., 
(Greek language textbook of 6th grade, vol. II, p. 15)]. Most of them keep the old 
furniture and even use old utensils "he called it a kafeneio because he wanted to use 
the older method of making coffee and fix the place in the older style" (Malaby, 2003, 
p. 173) that is why kafeneia have gathered such an attention by folklorists, architects 
and sociologists (Taylor, 1996; Krasberg, 1989). The Greek textbooks make use of 
kafeneio both in pictures and texts as it is a place familiar to students and it is often 
used for connections between the past and the present either by representing it in 
pictures or by narratives, and emphasis is given on its representation as cultural 
heritage [e.g. Tsolakis et al. w.y., (Language, 10th grade, p. 154-155) and Iordanidou et 
al. w.y. (Language, 6th grade, vol. ii, p.15)]. 

Coffee and tea as symbols of heritage – Frappe, Turkish or French?

Coffee and tea since their discovery and introduction to Europe have affected its 
markets and society and have been loaded with lots of symbolisms (Manetas, 2014). 
Their consumption has become part of Europeans’ everyday lives and has affected 
their rhythms (Gustad & Nyqvist, 2014). School textbooks refer to coffee and tea in 
various ways:

a. in the case of tea by showing its importance for the Britons (Bonney, 
Broadbent and Robinson (2008, p. 51) "...I ran home so I wasn't late for tea").

b. by using them as a means to speak about mixtures and extraction in Science 
textbooks (Dulaurans, Calafell & Giacino, 2016, p. 202 and Avramiotis, et al. 
2012, p. 31-32).

c. by using them to present peoples’ break from their routine [Gavriilidou et al. 
w.y., p. 38]. 

In the last example [Gavriilidou et al. w.y., p. 38] Santa Claus is presented in a sketch 
taking a break from his "responsibilities" drinking "frappe". Frappe is a coffee 
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considered Greek regarding its preparation (Brien, 2012). It is an ice-cold instant 
coffee, where cooled strong black coffee is poured into iced-filled glasses (depending 
on the tastes of the consumer it can be dressed with a touch of sugar and milk). It is so 
much connected to Greece and especially Thessaloniki, where the first frappe was 
prepared, that in 2017, during the Thessaloniki International Fair, there was even a 
"frappe museum". 

In the Greek textbooks two types of coffee are prominent: the frappe and the «Greek». 
Both of them relate to the rhythm of our daily lives and their representations in the 
textbooks relate to “taking a break and indulging” and “socializing” (Gustad & Nyqvist, 
2014, p. 34). The "Greek" coffee has been a reason for dispute between Greece and 
Turkey as both countries claim its originality. However, the kind of coffee that Turkish 
people are calling “Turkish” (Karaosmanoğlu, 2007; Zaimeche, 2004) and Greeks 
after the ‘70s are calling “Greek” (Panopoulos, 2001) is in fact prepared following the 
Arabic method (Ukers, 2012). By ordering a Greek or a Turkish coffee one makes a 
declaration. The French textbooks recognise this coffee as Turkish as they call it "turc" 
(Turkish) in a caption of a picture describing the preparation of this coffee [Dulaurans, 
Calafell and Giacino, 2016, p. 202.]

Conclusions
The analysis revealed that there still are gender representations in the Greek textbooks 
in contrast to the other countries that their textbooks were not so stereotyping 
regarding gender roles. The Mediterranean diet was more evident in the Greek 
textbooks; however French and UK textbooks also recognised its value, in contrast to 
the German ones. German textbooks constantly use sausages as one of the alternatives 
for red meat disregarding the WHO's suggestions to diminish them from our diet in 
order to protect our health. 

Religion issues seem to have invaded through the whole school curriculum in Greece, 
as several religious feasts are presented in several parts of the textbooks and those 
were accompanied by traditional foods. A theme that was more or less expected since 
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the Greek Orthodox Church is very much embodied in the Greek Ministry of 
Education. This was not the case in any other country. 

People hanging out in coffeehouses were seen in most of the textbooks we analysed. In 
Greece's textbooks old "kaffeneia", where men hang out and exchanged ideas and 
opinions, are seen in various pictures giving us a glimpse of the past. There, people 
also drank coffee, which in the past was called "Turkish" but nowadays is called 
"Greek". Greek textbooks also present the coffee that became common in Greece since 
the 60s, an instant iced coffee called "frappe". On the other hand UK's textbooks 
reveal the importance of tea to Britons, a beverage that is tightly connected to Briton's 
culture ever since its entrance to Europe. Cultural heritage is present through food 
representations in the school textbooks we analysed. In this paper we presented only 
some of the elements of Europeans' cultural identity giving priority to the Greek 
cultural heritage.

Study limitations

In this study we attempt a presentation of some of the most prominent categories that 
emerged through the thematic analysis of the school textbooks of four European 
countries (Greece, France, United Kingdom, and Germany). As in three of these 
countries there is not a one and only textbook that each teacher may use, but the 
teacher has the freedom to use any textbook he/she considers appropriate for his/her 
class among a wide range of books, it is easily understood that the thematic categories 
that we were led to regarding the cultural identities by our analysis maybe would not 
be the same if we had chosen some other textbooks. However, this doesn't diminish 
our research as our goal was to identify some of the cultural identities promoted in the 
school textbooks using food and culinary traditions as the means. 
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This paper discusses the place of Classical heritage in Danish education and 
heritage through the lens of the concept of “imagined geography”, referring to 
the creative ability of a given nation – as well as sub-groups and individuals 
within that nation – to construct geography-driven discourses of identity. It 
focuses on the particular imagined geography that equates the heritage of 
Classical antiquity with the territory and identity of modern Europe. Through 
two case studies, the Danish upper secondary school subject of 
“Oldtidskundskab” (Classical Studies) and the architecture of a 
nineteenth-century assembly hall in Aarhus, it is argued that the discourses of 
Classical heritage – often referred to as classicism – can be defined as an 
imagined geography that is central to Denmark’s definition and representation 
of itself as a European country.

Classical antiquity, Denmark, cultural heritage, education, imagined 
geography, Classical reception
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Introduction
In spite of the fact that the territory of present-day Denmark never belonged to the 
ancient Greek or Roman world, the heritage of Classical antiquity plays a central role 
in the country’s definition and representation of itself in cultural terms. This is 
especially apparent within the educational sector, where the teaching of Homer and 
Classical Greek art is mandatory in Danish upper secondary schools as part of the 
subject of “Oldtidskundskab” (Classical Studies), as well as more broadly in the 
prevalence of public monuments and buildings that evoke or imitate Classical 
architecture and art (e.g., Nielsen, 1990; Raabyemagle and Smidt, 1998). This paper 
discusses some selected examples of how Danish discourse within the sectors of 
education and heritage from the nineteenth century onwards has addressed this 
geographical “paradox”.

The rationale for Danish investment in Classical heritage marks an interesting 
contrast to the countries of Mediterranean Europe that can often lay claim to a “direct” 
connection with the Classical past through ruins, monuments and landscapes. The 
modern histories of Greece and Italy do indeed include numerous episodes when these 
links to the Classical past were exploited for the purposes of nation-building or other 
ideological aims, even if there are also numerous complexities in this seemingly direct 
relationship with antiquity (Hamilakis, 2007; Arthurs, 2012). Like other Northern 
European countries situated outside the Roman limes and even further away from the 
pinnacles of Mount Olympus, Denmark developed a narrative that linked itself with 
Classical antiquity, not through some sense of spatial continuity, but through its 
incorporation into a shared European heritage. This discourse is now several centuries 
old but continues to shape important aspects of how the Danish nation defines itself. 
For instance, as we were writing this paper, Mette Bock, the current Danish Minister 
of Culture, declared in an interview with a major newspaper that Danes would benefit 
from reading more Plato (Kassebeer, 2017).

As an analytical tool, we suggest that the concept of “imagined geography” presents a 
useful way of approaching the different uses of Classical antiquity observed both in the 
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Danish educational system and more broadly in cultural heritage through architecture 
and art. We begin with a discussion of the concept of imagined geography, building on 
work by cultural studies scholar Edward Said and political scientist Benedict 
Anderson, and how it can be identified in some key discourses that relate to Classical 
heritage as found in Danish educational literature, both current and “historical”. We 
then turn to two case studies. The first investigates the “birth” of the subject of 
“Oldtidskundskab”, whereas the second analyses a nineteenth-century building in 
Aarhus, discussing the political, economic, and social meanings of this use of 
classicism in the architectural landscape of a provincial Danish city. These two cases 
are paradigmatic of the way in which the Danish nation-state imagined, and indeed 
continues to imagine, itself as belonging to a larger European cultural sphere that, 
while borrowing heavily from Classical antiquity, at the same time also builds on a 
distinctive, Danish/Nordic sense of national identity.

Imagined Geography as Framework and Discourse 
This section discusses the concept of imagined geography, building on the works of 
Said and Anderson. Subsequently it looks at some examples of how the concept 
applies to the Danish relationship with Classical antiquity. “Imaginative geography” – 
a close variant of the term – is used on several occasions in Said’s highly influential 
Orientalism (Said, 1978), although he refrains from defining the concept explicitly. 
Said uses “imaginative geography” to refer to a particular way of ascribing meaning to 
geography on the basis of cultural tropes and in terms of binary oppositions, for 
example the loaded antithesis of East and West. Such tropes contain numerous layers 
of ideological baggage, and constitute ways of naturalizing a particular worldview 
based on factoids (Said, 1978, p. 71). Through imaginative geography, European 
scholars and artists have for centuries described the Near East as undeveloped and 
eternally “Other”. Orientalism is an exploration of what Said calls the “essential motifs 
of European imaginative geography” (Said, 1978, p. 57). He traces such motifs in a 
range of different contexts that in effect constitute a highly toxic form of geographical 
determinism. Said’s work has been criticised for its focus on textual constructions of 
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Orientalism, but it serves as a starting point for this discussion of the relationship 
between power and knowledge.

In Imagined Communities, Benedict Anderson’s equally influential study of the 
origins of nationalism in the late eighteenth century, the nation is characterised as “an 
imagined political community” (Anderson, 2016, p. 6; on its influence on Danish 
historiography, see Mentz, 2004). Anderson continues: “It is imagined because the 
members of even the smallest nation will never know most of their fellow-members, 
meet them, or even hear of them, yet in the minds of each lives the image of their 
communion” (Anderson, 2016, p. 6). The communities of the nation-state are thus 
bound together through shared narratives, images, and indeed myths. One particularly 
useful aspect of Anderson’s work in this context is the power with which the act of 
“imagining” is imbued: it is seemingly able to justify colossal sacrifices, notably in the 
service of state-sponsored violence. Although Anderson did not write his work from a 
postmodernist perspective, a pertinent influence of his concept in later work has been 
the study of the nation as a set of discourses that can be deconstructed (Smith, 1998, p. 
142). Anderson has been rightly criticised for paying little attention to materializations 
of the imagined community, for example, those monuments that tie the nation 
together. As we shall see in the second case study, the material aspects of imagined 
geography are indeed important.

Imagined geography, as used here, refers to the creative ability of a given nation – as 
well as sub-groups and individuals within that nation – to construct geography-driven 
discourses of identity. This sense of imagined geography acknowledges that there are 
always omissions and interruptions in the way that history is written and the way that 
identity is forged. An imagined geography can be based on “here” – that is, a 
place-based imagining of identity – as in the case of the Athenian Acropolis, which is 
fundamental in representations of the modern Greek nation and which remains one of 
the country’s most important “theatres of memory” (Yalouri, 2001; Hamilakis, 2007, 
pp. 85–98). At the same time, through a whole range of imagined geographies 
constructed on European essentialising discourses, such as the “West” and “the 
birthplace of democracy”, the Acropolis is claimed as world heritage and a global 
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brand. This example also shows how the imagined geographies of a place connect 
several different scales of heritage, from the local to the global. Imagined geography 
thus becomes particularly layered when it operates with a “there” by transferring 
claims of a particular place or memory to somewhere else, as in the case of the 
Bavarian Walhalla, built as a copy of the Parthenon, but which served as a hall of 
memory for the German state and its heroes. In both the Athenian and the German 
cases, imagined geography is frequently tied to nationalistic or imperialist discourses, 
sometimes juxtaposed in a seemingly contradictory fashion.

The particular imagined geography that we explore in this paper is that which equates 
the heritage of Classical antiquity with the territory and identity of modern Europe. 
This geography is imagined because in both geographical and cultural terms, ancient 
Greece and Rome did not extend to Northern Europe beyond the limes. In contrast, 
the ancient Greek and Roman world included large parts of what is now North Africa 
and Asia. This form of imagined geography is not unique to Denmark (on the case of 
Sweden, see Siapkas, 2017), but its vitality makes the Danish case particularly 
revelatory.

We argue that the discourses of Classical heritage – often referred to as classicism 
(Settis, 2006) – can be defined as an imagined geography through a series of cultural 
practices, constructed narratives and discourses that extend beyond national borders. 
In the Danish context, the story can be traced back to the Renaissance (Jensen, 2007; 
Horster and Funder 2017), but it grew in importance particularly with the processes of 
the Enlightenment. From this period onwards, the Classical past was constructed as an 
imagined geography with the “Orient” as its contrast, even if Greek (and later Roman) 
culture borrowed extensively from Egypt and the Near East (Said 1994, pp. 18; Morris 
1994, pp. 20–23). The heritage of Greek antiquity especially became enshrined in the 
concept of the Classical past as a universal ideal expressed through language, 
literature, philosophy, and art (Lowenthal, 1988, pp. 727–730).

Whereas the term antiquity in English may refer to any period before the Middle Ages, 
in Danish the equivalent term (“antikken”) has a considerably narrower meaning, 
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defining only the cultures of ancient Greece and Rome and specifically omitting the 
prehistoric past of Denmark. This use of terminology in itself defines the Classical past 
as a special past in a Danish context. In nineteenth-century Denmark, classicism was 
thus an essential part of the discourse and negotiations of Danish identity construction 
during the development of nationalism, a fact that is reflected in contemporary art and 
architecture (Christiansen, 2000). Classicism was used as a way of connecting 
Denmark to European/Western culture – and thus a core ingredient in the country’s 
imagined geography.

However, our use of imagined geography is not limited to the top-down perspective of 
the nation, although that plays an important role in our first case study, of the 
educational sector. The second case points to the importance of individuals in 
particular imagined geographies in the provincial setting of Aarhus. This is but one 
example of how individual voices were also important in the way in which the Danish 
imaginary geography of Classical heritage was constructed. The case of the brewer Carl 
Jacobsen, who was responsible for the collections in and the construction of the Ny 
Carlsberg Glyptotek in Copenhagen, is another, perhaps better-known voice in this 
aspect (Glamann, 1995).

The Danish evocation of Classical antiquity as an imagined geography is traceable in a 
very wide range of cases. A few will suffice here, all taken from literature aimed at 
students at all levels, from primary school to university. These repeatedly conjure up 
“debt” or “inheritance” as two dominant motifs in the country’s imagined geography. 
The first, a volume entitled Arven fra Antikken (Bach, 1946: the title means “the 
inheritance from antiquity”), is particularly telling, since it was published in the 
shadow of the Second World War. The book was published as part of a series 
published by the Danish Student Union called Studenterforeningens danske Bibliotek 
(The Student Union’s Danish Library). Publications in this series had until then been 
limited almost exclusively to Danish (although in one case Nordic) history, literature, 
and culture. During the war, it even published a collection of poems by the Danish 
priest Kaj Munk, who was assassinated by the Nazis in 1944. Arven fra Antikken, 
written in the first half of 1945, was aimed at the general public and consisted of short 
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introductions to Classical philology, politics, language, literature, philosophy and 
science, as well as art. Both title and contents characterise Classical heritage as a 
particularly European inheritance or debt – a notion that is not, of course, unique to 
Denmark (see, most recently, Hanink, 2017).

In the introduction to Arven fra Antikken (dated to October 1945), Hartvig Frisch – 
who was trained as a Classical philologist and who two years later would become 
minister of education – explained why the volume should be of interest to a very large 
audience:

Interest in [Classical] antiquity is going through a renaissance in contemporary 
Denmark. Numerous books on ancient topics have appeared, and students 
increasingly flock to the disciplines [Classical Philology and Ancient History]. This 
is gratifying, since the cultures of antiquity really offer something that is worth 
learning in the wake of the European catastrophe. In no other culture has the 
demand for humanity – humanitas – reached such a clear formulation, as in 
antiquity. It is the greatest heritage that the ancients have given us, and 
deliberation on this fact in a time filled with hate will honourably serve Danish 
culture (Frisch in Bach, 1946, pp. 8–9).

While Frisch is quite vague on geography in this passage, he explicitly refers to the 
European catastrophe, emphasizing that Denmark can move on, if it learns lessons 
from the Classical past. In contrast to Germany and Italy, where the Classical past had 
been used in wartime propaganda, the legacy of Classical antiquity was not tainted to 
the same degree in Denmark. Frisch thus argued for a return to humanitas, which he 
perceived as the core legacy of antiquity.

The second example shows how Frisch’s line of reasoning continues to be emphasised 
in Danish education. This is taken from a more recent book of a rather different 
format, a reading book for children ages 7–11 on Det gamle Grækenland (“Ancient 
Greece”) that makes a similar point to its readers in rather simpler language:
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The Greeks were talented people, and we benefit greatly from many of their ideas 
today (Larsen, 2003, back cover).

A third and final example of the motif of imagined geography is found in a textbook for 
upper secondary school students, written by the ancient historian Peter Ørsted and 
entitled Arven fra Rom (“the inheritance from Rome”). In his preface Ørsted directly 
addresses the geographical paradox that we outlined above, providing an apologetic 
take (with plenty of distinctively earthy, archaeological metaphors):

It is common Danish thinking that we perceive Denmark as part of Europe. 
Admittedly, we are situated – in strictly geographical terms – on the periphery of 
the European continent, but our roots have in many periods stretched far to the 
south... The objective [of this book] is to dig below the topsoil and look deeper at the 
underground, the shared European foundation (Ørsted, 2000, p. 6).

Ørsted here explicitly frames Classical antiquity as the foundation of the European 
culture in which Denmark finds its roots, against other historians who have argued 
that Denmark did not culturally become part of Europe until the period between 1150 
and 1250 (Tamm, 2006). It is obvious that the discourses of imagined geography are 
often contested and depend on constant repetition and confirmation in order to be 
effective, as seen for example on the back cover of Det gamle Grækenland (Larsen 
2003) and other educational materials aimed for all levels of the Danish educational 
system. It is also clear that one of the recurrent motifs of the Danish imagined 
geography is that of “inheritance” (in Danish, arv). Again, such discourses are not 
unique to Denmark. A small sample of recent Anglophone literature demonstrates 
related discourses of inheritance at work, such as Edith Hall’s The Ancient Greeks: 
Ten Ways They Shaped the Modern World (Hall, 2015) and Simon Goldhill’s Love, 
Sex & Tragedy: Why Classics Matters (Goldhill, 2004).

Although we have emphasised the notion of discourse here, imagined geography can 
also have profound impact on policy and on how a given society is structured. Indeed, 
we may paraphrase the geographer Tim Cresswell and say that imagined geography is 
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not only part of the world of ideas, it is in fact also an active participant in the world of 
action (Cresswell, 2006, p. 21). This will be clear in the following two case studies.

Imagined Geography in the Danish Classroom 
In this section, the concept of imagined geography will be analysed in the upper 
secondary school subject of “Oldtidskundskab”, a term that means “knowledge of 
antiquity” but which is officially translated to Classical Studies. The subject was 
introduced in the late nineteenth century (Nørskov, 2017). As part of a larger 
educational reform, it has since 1903 been mandatory for all students in upper 
secondary school (“gymnasium”), where it succeeded ancient Greek as a language 
subject for students of modern languages. The discussions about this development 
provide insights into the importance of Greek language and heritage in Danish 
education, and the arguments used at the time mirror arguments used since then 
whenever the legitimacy of the subject has been called into question.

The reform of the Danish upper secondary school in the late nineteenth century was 
stimulated by industrialism and by democracy. Changing needs in society and an 
increase in the number of students influenced the school system, and fierce 
discussions about the role of secondary school teaching reveal conflicting interests and 
ideologies at play. Already in 1871, the secondary school education had been divided 
into a linguistic–historical programme, with a large component of Greek and Latin, 
and a mathematical–scientific programme, with no Greek. The reform in 1903 greatly 
reduced the teaching of Greek and Latin, also for language students (Krarup, 1953). 
The reform followed several years of debate in which the aim of secondary school 
education in general and the role of certain subjects in particular had been extensively 
discussed. Instruction in the Greek language was especially debated. Critical voices 
had increased in number during the last decades of the nineteenth century, with some 
discussants arguing that too many hours were spent on Classical languages and that 
there was not enough time for modern languages, mathematics, and science (Kirke-og 
Undervisningsministeriet, 1889).
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The discussions in Denmark mirror discussions about the role of Classical languages 
in other European countries (Adams, 2015). Those discussions were part of the 
development or state of mind of modernity in which the relationship between the past 
and the present experienced a clear break: the present was nothing like the past. Thus 
the role of ancient Greek and Latin was obviously questioned as part of this discourse: 
society needed skills, not knowledge of dead languages and dead cultures. The 
arguments came from parts of society that traditionally had no access to the 
educational system – farmers, who were gaining more and more political importance 
in Danish society where democracy had been introduced in 1849, as well as the new 
industrialists, who wanted students educated to further progress and development in 
production. It was argued that the traditional disciplines of Greek and Latin created a 
barrier to entry into higher education for the new groups in society, resulting in the 
social exclusion of, for instance, students from the countryside and girls, who were 
seen as not capable of learning ancient languages to the extent of being able to read 
the texts.

The role and importance of Greek is well illustrated through a lecture in 1889 by the 
philologist Johan Ludwig Heiberg to the Philological–Historical Society about the 
future role of the subject in the Danish educational system (Heiberg, 1889). Heiberg 
discusses the importance and meaning of studying the Greek language. Above all, he 
defines the aim of teaching Greek as giving the students “first-hand knowledge of the 
culture from which our own derives” (Heiberg, 1889, p. 2) – thus pursuing the 
argument that has since been repeated by Ørsted and many others. As a secondary 
contribution, the study of Greek would have a positive influence on the students’ 
aesthetic taste, and would prevent the superficial approach to art and literature they 
might acquire through the study of modern languages alone.

Heiberg, also importantly, emphasised how this could only be achieved through the 
study of Greek, and not through the study of Latin. His arguments derive from the 
tradition of Hellenism developed during the nineteenth century, which emphasised 
Greek and reduced Latin to a faint reflection of Greek culture, a view that can be 
traced back to German philhellenism (Marchand, 1996). The debate focused on the 
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question whether it was possible to provide students with the necessary knowledge of 
the art and literature of Greek culture if they had to study it in translation because they 
were unable to read the original language. According to Heiberg, this was impossible: 
students would never take Greek language seriously if they were not forced to read 
about it in Greek. It was the involvement with the original language that opened the 
door to understanding the culture. It was, however, not questioned whether the 
students should gain knowledge of Greek culture. This was considered absolutely 
necessary. It was a question of how, not what.

The debate during these years opened the path for new approaches in teaching. In 
some classes in the 1890s, the teaching of Greek culture through translations was 
tested in science classes that did not learn Greek (Nørskov, 2017). This meant that the 
focus moved from form to content. When the reform was at last decided in 1903, it 
changed the upper secondary school structure from two to three programmes: 
Classics, modern languages, and natural science (Krarup, 1953, p. 11). Greek language 
became mandatory only in the Classics programme, but in order to secure knowledge 
of Greek culture, Classical Studies (“Oldtidskundskab”) was now made mandatory for 
all programmes, including natural science. This secured all students’ insights into 
Greek culture and art. The emphasis on Greek heritage as the roots of European and 
thus Danish culture was paramount, and illustrates how the imagined geography that 
we described above was instrumentalised in the educational system.

And this has not changed during the development of the educational sector since 1903. 
The subject Classical Studies has had its number of hours reduced, but it has survived 
a number of restructuring processes during the last hundred years (see Høeg 2003 for 
some of the perceived threats to the subject). There is in fact no change in the 
arguments and legitimation of the subject as used today and when it was introduced. 
In a 1987 announcement, the aim of the subject is described in the following terms: 
“through the knowledge of Greek culture the student acquires a common European 
conception of ideas and idioms and through this achieves the possibility of 
understanding and reflecting upon their own time” (Undervisningsministeriet 1988, p. 
407) .  The subject is thus understood not as a historical subject, but as a cultural 
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subject that is essential for the understanding of the present and of Denmark’s 
imagined geography as a European country and one with roots in Classical antiquity.

This is also clear in the most recent ministerial definition of 2017 – even though the 
scale has been expanded from European to global:

Classical Studies is a knowledge, information and cultural discipline about 
antiquity as the foundation of culture and history of ideas of later periods, both 
European as well as global. The discipline is central in the general education of the 
students because it engages with ancient texts and monuments in which values, 
concepts and idioms are expressed that became normative in the art, literature, 
thinking and values of later periods.

Even if the subject area is described as antiquity, the emphasis is placed more 
narrowly on Classical Greece. More than half the texts have to be from the Classical 
period, and besides this, the students must read Homer, with a comparably lighter 
load of Latin literature. In discussion of what kind of Latin literature to choose, it is 
emphasised that Roman authors built on Greek heritage, thus knowledge of this is 
necessary to understand Roman culture. Likewise, Roman art and architecture is 
described as the first classicism:

The Romans take over fully developed Greek idioms both in architecture and art, 
and Roman art and architecture in the Republican Age is part of Hellenism. From 
the age of Augustus, Roman art can profitably be seen as the first in a long row of 
classicisms in later art, interchanging with periods of Roman baroque.

It is clear from these extracts that ancient Greece has a special role in the definition of 
Danish culture; and equally that through the means of the educational system, the 
mandatory discipline of Classical Studies (“Oldtidskundskab”) creates a connection to 
a shared European history based on the imagined geography of Hellenism, developed 
during the nineteenth century and instrumentalised in the Danish educational system. 
The concept of ancient Greece, with a special emphasis on Classical Athens, is here 
constructed as the basis on which all later European ideas rest. This imagined 
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geography of Hellenism was further emphasised in a change in the curriculum in 2005 
whereby it became mandatory to include texts and monuments that illustrate the 
connection to the present (through so-called “reception of antiquity” modules). Thus 
the students were now also to study later Danish and European uses of Classical 
heritage in literature and art. The politics of the imagined geography are thus made 
explicit.

Classicism as Imagined Geography: The case of 
Østergades Hotel, Aarhus
We turn now to a case study of one particular instance of adaptation of carefully 
chosen elements of Classical architecture and iconography into nineteenth-century 
Danish contexts. Walking around most cities in Europe, references to Classical 
heritage are recurrent components of the urban landscape. Architectural elements can 
be followed like pearls on a string travelling from the south to the north, creating 
connections between villages, cities, and countries even though these architectural 
elements derive from the ancient past. During the nineteenth century, urban design 
and architecture were key instruments in defining and redefining identity in European 
cities. For example, when Athens became capital of the new Greek nation state, a 
specific aim behind the construction of new civic architecture was to materialise the 
sense of belonging to Europe and the West (Bastéa, 2000, p. 1). In particular the 
historicist architecture of the nineteenth century was filled with references to the 
Classical past (Settis, 2006, pp. 23–24). Through the case study of Aarhus, it will be 
illustrated how the Classical visual language had strong affordances across the 
European cultural landscape. The architectural language of ancient Greek and Roman 
architecture was a strong visual tool in shaping imagined geographies even in the 
smallest towns in many parts of Europe. The analysis builds on cultural geography and 
iconography, as captured by Yvonne Whelan: “The cultural landscape, together with 
the signs and symbols that comprise it, plays a crucial role in legitimating particular 
political and social orders and in contributing to narratives of group identity” 
(Whelan, 2005, p. 63).
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In Denmark, Classical art and architecture have been fundamental in the artistic and 
architectural language since the eighteenth century (Raabyemagle and Schmidt, 1998). 
Every small market town has buildings with architectural elements that can be traced 
back to the celebrated architecture of Athens or Rome. Most attention has been paid to 
the manifestation of Classical heritage in buildings related to power and knowledge 
institutions in capitals and larger cities, such as the parliament in Vienna or the 
museums of Berlin and London. Less attention has been devoted to how Classical 
elements became part of an architectural language used in everyday architecture 
during the nineteenth century (but per contra see, for example, the Classicizing 
Chicago website).

The development and visual perception of the town of Aarhus in Denmark is a case in 
point. Aarhus is quite a small city with today approximately 400,000 inhabitants, 
making it the second largest in Denmark. Like many European cities of this size, it 
grew during the second part of the nineteenth century. Prior to 1850 the town had a 
population of barely 5,000. Industrialization, the extension of the harbour and the 
building of the railway, activities that were advanced by an ambitious bourgeoisie, 
triggered intense and rapid growth in the late nineteenth and early twentieth 
centuries. The architectural language of the growing town was imbued with Classical 
architectural elements as well as several Classicizing statues in prominent public 
locations (Hannestad, 2008).

The earliest examples of Classical architecture were built in the early part of the 
nineteenth century as the first fully brick houses substituted the half-timber 
construction traditional to the city (Nørskov, 2008, pp. 22–39). The city’s merchants 
hired master builders who could give them houses that were the equal of those of 
Copenhagen. These new buildings changed the space of the city, creating a visual 
connection to the capital and at the same time expressing the wish of wealthy 
inhabitants to be recognised as part of the intellectual elite in Denmark. With the 
boom in the city’s growth in the later part of the century, this changed. By 1849, from a 
monarchy, Denmark had become a democracy, with a new constitution and a change 

185



in the political landscape that particularly transformed the self-esteem and the 
confidence of the smaller towns of the country.

In this process, the manifestation of a European connectedness became evident in a 
number of important new buildings in Aarhus – a new theatre in 1901 and a new 
railway station in the 1920s evoking the architecture of a Greek temple (Nørskov, 
2008, pp. 84–93; Pedersen, 2008). It is significant, however, that in nearly all of the 
new structures, this language is evident in the architectural elements used on 
decorated façades, roofs, doors or windows. Specialization in the building industry 
meant that catalogues of building elements were now available to the architects, who 
could choose from a large number of different decorative elements, many of them 
deriving from ancient Greek and Roman architecture. Apartment blocks built in the 
1870s at a time when new housing was needed for the growing population were 
embellished with numerous fine references to ancient architecture, such as cornices 
and capitals (Nørskov, 2008, pp. 62–73). The historicist style in the architectural 
language took its inspiration from the whole canon of architectural language, but 
Classical elements clearly predominate. In Aarhus, the importance of the symbolic 
power of architecture reveals itself in discussions held at the city council over the 
planning of a new main street connecting the old city centre with the railway station. 
The speakers emphasised the desire for impressive buildings and beautiful façades in 
order to stand out from the other new streets in the city (Nørskov, 2008, p. 66).

One of the most significant buildings in this context – Østergade’s Hotel in central 
Aarhus – was constructed in 1872 by the architect Vilhelm Carl Puck (1844-1926), on 
the initiative of the teacher and politician Lars Bjørnbak (1824–1878) (Aagaard and 
Christensen, 2008). Bjørnbak was part of the farmers’ political movement; he had 
stood several times as an opposition parliamentary candidate but was never elected. In 
1866, he founded a newspaper for “defending all citizens on the country side and in 
the cities” (Aagaard, 1965, pp. 15–16). He opposed the conservatives and was strongly 
antimilitaristic and polemical, and on account of his reputedly rather savage temper 
he was denied access to many of the assembly halls in the city. On being given leave by 
the mayor to use the meeting room in the town hall, he suggested at a meeting there 
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that his supporters set up a committee tasked with planning a public community hall 
that would be available for meetings of associations and political parties (Aagaard, 
1965, pp. 20–23). Bjørnbak was not part of the committee that decided to fund this 
building through shares (Picture 
1); but it was Bjørnbak who went 
from village to village, farm to 
farm, offering those shares to the 
rural population in the area and 
thus securing the finances for the 
new construction. Names of the 
investors were published in the 
newspaper, thus contributing to a 
sense of community. In half a year 
the necessary funding was 
secured, in January 1874 the 
constituent general meeting was 
held, and within a year the 
building was finished, complete 
with meeting halls, a restaurant, 
and twenty-four hotel rooms. It 
was inaugurated on 27 December 
1875: “This monument, which is 
our own, will contribute to assert 
our self-esteem and this beautiful 
hall will raise our thought to 
something higher” (Aagaard, 
1965, p. 27).

The building was built in the style of historicism, but with clear political statements 
expressed through Classical symbolism. The windows on the second floor are framed 
by herm-shaped caryatids (Picture 2). These specific caryatids belong to the catalogue 
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Picture 1: The shares sold to finance the construction 
of the new community assembly hall were printed with 
a drawing showing the impressive building complex. 
Photo: (Danish National Archives)



of architectural elements 
available to order just 
mentioned, but they are 
n o t a m o n g t h e m o s t 
c o m m o n a n d c l e a r l y 
c o n s t i t u t e d a m o r e 
advanced visual element 
i n t h e a r c h i t e c t u r a l 
language of the building. 
They are references to the 
free-standing caryatids of 
the Erechtheion, which 
had been copied first in 
the Forum of Augustus in 
Rome, inaugurated in AD 
6, and reused in modern 
times in the Church of 
Saint Pancras in London.

At the top of the façade, 
Ø s t e r g a d e ’ s H o t e l i s 

crowned by two seated sphinxes, which mirror the sphinx on the top of the University 
of Athens, built between 1839 and 1860 by another Danish architect, Christian 
Hansen, and that on the top of the Austrian parliament built by his brother Theophil 
between 1874 and 1878. No other building in Aarhus at this time had such an 
elaborate façade as the new assembly hall. The inspiration from the architecture of 
Vienna has been demonstrated by architectural historians of Aarhus, who have shown 
how architectural magazines with drawings of other buildings in Vienna – for 
instance, Hansen’s palace for the Greek banker Ritter von Ephrussi, constructed 
1872–74 – could have inspired Puck’s layout of the building with the caryatids framing 
the windows on the second floor (Aagaard & Christensen 2008, p. 82). The sphinx, 
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Picture 2: The community assembly hall by the architect 
Vilhelm Carl Puck 1874, showing the façade with herm-shaped 
caryatids and sphinxes placed on the roof. Photo: Iben Bølling 
Kaufmann / Museum of Ancient Art, Aarhus University.



however, is a statement that clearly moves beyond the solely decorative. It is related to 
two important concepts – wisdom and power – but in the shape of democratic 
knowledge and power to the people. Bjørnbak was agitating for the improvement of 
education, especially for farmers, because he was convinced that this was essential for 
their participation in the new democracy. His placement of the sphinxes on the top of 
the facade is by no means coincidental: it stands as a strong political statement that 
situates the actions of these citizens in a new political context in the city. This was 
directly articulated in his address at the inauguration by the insurance agent and 
politician J. N. C. Wistoft: “This fabulous building in which we are gathered stands as 
a speaking proof that we were able to do something” (Westphall and Gierlev, 1925, pp. 
18–19). Wistoft continues by comparing the joint voluntary effort that produced a 
building for all with the castles of the past, built with the money of the people for the 
few and leaving the people living in poverty, misery and servitude. Thus, the building 
becomes a very strong symbol of the freedom of the people to create their own present, 
and the symbols of the Greek past are used here to articulate this.

By contrast, the editor of the competing newspaper, Aarhus Stifts-tidende, described 
the building in a derogatory fashion: “a building adorned with sphinxes and the 
extensive hotchpotch that now stands on Østergade, Søndergade and Pistolstræde” 
(Aarhus Stifts-tidende 9 June 1877, p. 1). The symbolic language of the building was 
clearly provocative for the town’s conservative faction, thus underlining the potency of 
this ancient Greek metaphor in a Danish context.

The case of Østergade’s Hotel illustrates how Classical antiquity could be used in 
privately commissioned architecture, marking a concrete link to the imagined 
geography of a shared European past, although here with very local ramifications. 
Situating sphinxes on the top of the facade of the first political building in the city – 
financed by voluntary contributions from citizens mobilizing for the right and forum 
to meet and organise politically – was not coincidental. It was a consequence of the 
appropriation of Hellenism as a particularly evocative imagined geography in 
Denmark. In 2010, the building changed hands and was sold to a new owner who 
decided to build a new and modern hotel. Everything but the façade was torn down. 
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Today, the historicist façade is all that remains of this important assembly hall in the 
history of the city. Yet the façade still reminds us of the ways in which imagined 
geography – revolving around a specific transfer of the iconicity of Classical 
architecture – influenced the urban image of a provincial Danish city.

Conclusion
This paper has investigated some Danish discourses of imagined geography in 
educational literature, in the upper secondary school subject of “Oldtidskundskab” 
(Classical Studies), and, finally, in the visual language of the nineteenth-century 
architectural landscape of Aarhus. In all cases, a strong connectedness to Classical 
heritage is visible both in the educational system and in the symbolic urban landscape. 
The case of Classical Studies in particular shows the ongoing subscription to the 
Hellenism invented by European intellectuals during the nineteenth century, defining 
Classical Greece as the birthplace of a special European shared heritage seen as 
essential to Western culture. The imagined geography evident in these cases rarely 
acknowledges developments in classical scholarship during the twentieth century, that 
for instance has emphasised the role of Rome in the development of European 
political institutions, and the complexities and varieties of ancient Greek societies. The 
case of the assembly hall illustrates how the concept of ancient Greece as the 
birthplace of freedom for the people was appropriated by citizens seeking to advance 
their rights in a politically static environment. That this particular appropriation of 
Classical Greece is such a potent trope was made clear by President Barack Obama’s 
visit to the Athenian Acropolis on his last state visit. On that occasion, he praised 
Greece as the main inspiration for the development of Western values and democracy 
– when in fact the democracy of Classical Athens was the last model the Founding 
Fathers of the eighteenth century wished to follow as they drew up the constitution of 
the United States.
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The third cholera pandemic (1852-1860), the most severe one, left its imprint in 
Europe. In this chapter we present the cholera outbreaks in London and in 
Athens during 1854. The cultural heritage that was left behind the cholera 
outbreaks in the two different countries is examined as it constitutes a part of 
the European cultural heritage. We suggest that those incidents could serve as 
the main content of an interdisciplinary approach in school science, so that 
different concepts from biology, geography, history and civic education could be 
introduced. We propose storytelling as the most appropriate educational tool 
for such an interdisciplinary approach, as it promotes meaningful 
understanding and critical thinking, essential skills for making connections 
between the different disciplines. Through such an approach science is 
introduced into its cultural, historical, social and political context. 

History of science, interdisciplinarity, learning in context, cultural heritage, 
history of epidemiology, geography
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Introduction
In this chapter we present an interdisciplinary approach in school science, with 
reference to the cholera outbreaks in London and in Athens during 1854, and the 
cultural heritage that was left behind those outbreaks in England and in Greece 
respectively. When referring to cultural heritage, we follow the scope of heritage as it 
has been clarified by UNESCO that includes tangible heritage (monuments, groups of 
buildings and sites), intangible heritage (practices, representations, expressions, 
knowledge, skills, e.tc.) and environments (Ahmand, 2006). The cultural heritage that 
was left behind the cholera outbreaks in the two different countries differs and 
includes monuments, a pub, a word, historical novels, stories, etc. Our proposal 
consists of an interdisciplinary approach that combines the disciplines of biology, 
geography, history and civic education.

Interdisciplinarity

Working on school interdisciplinarity in the secondary school context we adopt the 
definition of Lenoir and Hasni (2016) according to whom:

“School interdisciplinarity is the action of putting two or more school disciplines 
into relation on the curricular, cognitive, and operational levels, leading to the 
establishment of complementarity or cooperative links, interpenetration, or 
reciprocal action from various standpoints (the aims, objects of study, concepts and 
notions, learning approaches, technical abilities, etc.). These interactions are aimed 
at promoting human beings’ integration of processes and knowledge. ... To draw on 
interdisciplinarity at school is to introduce conditions that are normally favourable 
to human beings’ implementation of integrating processes by mobilizing various 
and interrelated disciplinary angles.” (p. 2451)

An interdisciplinary approach in the school curricula gives students the chance to 
realise the continuity of knowledge and to apprehend the world and how it works in a 
more holistic and authentic way. Such an approach can help students see connections 
between different disciplines they would otherwise consider as distant. Moreover, 
through such approaches students may comprehend the applications of knowledge in 
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real-world settings, giving knowledge a meaning, and making it transferable to other 
learning situations. That way content can be viewed deeply and from multiple 
perspectives, enforcing students’ critical thinking and their ability to solve complex 
problems (Andersson, 2010; McComas, 2009).

Putting Science in Context

Scientific knowledge is considered as a culture. Under this perspective the scientific 
content knowledge according to Galili (2015, 2018) turns into cultural content 
knowledge which consists of three hierarchical levels: the nucleus that contains the 
fundamental scientific knowledge, like scientific laws and definitions; the body 
knowledge which is supplemented with applications and explanations; and the 
periphery which includes alternatives, epistemology, history and philosophy of 
science. Integrating elements of the periphery into science teaching results into 
presenting “the big picture” of science; this can appeal to the broad population of 
learners of different interests and preferences (Galili, 2015, 2018). This “periphery” in 
other words is the context of science. When considering learning as the process of 
sense making, during which the student attempts to integrate new information into 
the existing mental structures, according to their conceptual affinity, the context of 
science gains a major significant role. Putting science into context is what makes 
scientific knowledge meaningful (Klassen, 2006).

An interdisciplinary approach allows the introduction of history, philosophy and 
sociology of science into science teaching. Through the perspectives of history, 
philosophy and sociology of science, science gets humanised and associated with more 
personal, moral, cultural and political concerns, giving meaning to the subject matter 
and putting it into context (Mathews, 1992). The introduction of science teaching into 
the wider historical, social and cultural context of science involves learning not only 
about the content of science but also about science itself, extending learning, socially - 
spatially, temporally - historically, morally – politically (Engeström, 2014). That way 
links are made to the socio-cultural elements that affect science (Klassen, 2006), and 
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there emerges the scientific dialogue that contributed to the collective scientific 
knowledge (Galili, 2012).

Such an extension of the science teaching into historical, social and cultural pathways 
results in the creation of links between the historical/social conditions, the events 
caused by them, and the scientific theories developed during those events. By making 
such connections, and by understanding the analogies of today, students have the 
opportunity to become more awaken, mobilised, and willing to act for the benefit of 
the wider society (Engeström, 2014; Lankshear & Mclaren, 1993) approaching the 
goals of Critical Pedagogy. History of science can provide the materials that promote 
the development of the sceptical skills which are necessary for the critical analysis of 
ideas and their comparison with observations from the real world. It has been shown 
that the use of subjects from the history of science can contribute to the development 
of students' critical thinking (Malamitsa et al., 2009; Malamitsa et al., 2005).

Storytelling as an Educational tool to introduce context

Storytelling is the act of using voice and body language to communicate a narrative 
directly from one person to another. Storytelling is an ancient, timeless educational 
method that even today is still modern. In oral societies knowledge and experiences 
were passed from one generation to another through storytelling (Egan, 1989). Stories 
as mental constructs and storytelling are fundamental characteristics of the human 
species and have played an important role in our evolution (Boyd, 2009; Cron, 2012). 
Stories work as a strong mnemonic tool, as they organise the information contained in 
them in a strictly defined structure (beginning-middle-end) defined by cause-effect 
relationships which reflects the way in which human thinking is organised (Bruner, 
2003; Klassen, 2006). Moreover, stories cause strong feelings; and since anything 
connected to emotions is stored more easily in the long-term memory, we can safely 
conclude that stories are an effective memo technique (Egan, 1989). They do help in 
organizing and storing information in the human memory (Mott et al., 1999).

In science education storytelling represents a way to communicate scientific 
knowledge in order to make it easier to understand and learn. “One way to transform 
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knowledge is to turn it into a narrative. Stories, whether that of the discovery of 
penicillin or a personal experience - say finding food having gone bad – can act as 
effective “knowledge carriers”. The narrative relations in the story match the 
conceptual relations to be understood, and make them memorable and easily 
recoverable” (Ogborn et al., 1996, p. 15). As Hoffmann (2005, p. 308) points out 
“Science and stories are not only compatible, they’re inseparable”.

Science educators strongly suggest the use of anecdotes, fables, jokes or real life stories 
in οrder to communicate science to students. While listening to a story, mental images 
are being formed (Hadzigeorgiou et al., 2011), and the imagination gets activated, 
which is essential for effective thought, interpretation, innovation, symbolic function, 
and the comprehension of abstract scientific concepts (Vygotsky, 1987). The brain 
reacts as if it is living and experiencing the story rather than just listening to it. The 
areas of the central nervous system that get involved in understanding storytelling are 
the language decoding centre, the motor cortex and the sensory cortex; the last two get 
activated through the function of mirror neurons (Cheetham et al., 2014; 
Ramachandran, 2012; Speer et al., 2009). Moreover, during listening to a story, 
especially at turning points, crises and reversals, certain hormones are produced by 
the endocrine system, which affect our brains in certain ways. Cortisol keeps the 
listener alert; oxytocin provokes empathy; and dopamine causes pleasure to the 
listener while listening to a well told story (Zak, 2015).

As the story unfolds, facts are collected, and hypotheses are being formed and as the 
details of the story get revealed the formed hypotheses get examined (Kokkotas et al., 
2010). Knowledge is incorporated into previous knowledge and gets connected with 
each student’s personal values. That way personal understanding is constructed (Clair, 
2008) and conceptual learning is promoted (Klassen, 2006). Furthermore, it has been 
supported that storytelling may be the only way to achieve “experiential learning” 
when hands-on learning comes to be too dangerous, or even impossible 
(Hadzigeorgiou et al., 2011).
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When teacher and students share the experience of storytelling, they get the feeling of 
common creation (Peck, 1989), whereas classroom climate improves and there builds 
an atmosphere of consistency (Wills, 1992). Understanding is created and trustfulness 
between teacher and students is strengthened (Abrahamson, 1998). Thus there is 
cultivated the ground for meaningful discussions and constructive dialogue between 
teacher and students, about important socio-scientific, political, and other issues.

Combining Geography, Biology, History and Civic 
Education
We suggest that a project in the fields of Geography Education and Health Education, 
namely Health Geography in education, may help students to study disease and health 
care through geographical information. The disease we study in this project is known 
as Asiatic cholera because the great pandemic followed a path from Asian countries to 
European ones. The stories of London and Piraeus are well known stories, studied 
from different disciplines - physicians, epidemiologists, cartographers, lawyers, etc. 
We hypothesised that such a popular theme has the potential to be used in the field of 
Health Geography both in primary and secondary education. 

Our proposal is to combine storytelling with conversation. The axons of the 
conversation may differ, depending on which concepts the intervention aims. The 
concepts of each discipline that can be approached through our proposal are presented 
in Table 1. 

The Stories
JOHN SNOW AND THE BROAD STREET PUMP

Back in 1850s, in London (as in all big European cities in the era of industrial 
revolution), houses did not have running water. There were public pumps, which were 
supplied with water from the Thames River, by private companies. People would take 
the water they needed from those pumps. Such a pump was the one in Broad Street, 
and it was one with many visitors. Moreover, houses and the whole London had no 
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drainage system either. People would dig in the soil under the planks of their 
basements, creating cesspools where they would empty their sewage pots every night. 
When the cesspools got full, there were companies that would empty them into the 
Thames. The whole London stank with methane and other decomposition gases 
(picture 1).

Table 1: Concepts of different disciplines that can be introduced 
through the two cholera stories.
Table 1: Concepts of different disciplines that can be introduced 
through the two cholera stories.
Table 1: Concepts of different disciplines that can be introduced 
through the two cholera stories.

Discipline Concepts

Geography

− places and conditions

Geography
− networks (i.e. in the city, commercial roads) 

Geography − mapsGeography

− collecting and representing data via a map, voronoi 
diagram

Biology

− infection

Biology
− infectious diseases

Biology − epidemic, pandemicBiology

−
modes of transmission of cholera, and other 
infectious diseases

Health 
Geography

− space and health

Health 
Geography

− epidemics, spread and places
Health 
Geography

− conditions favouring transmission of infectious 
diseases

Health 
Geography

− pattern identified in countries where cholera 
outbreaks

History − the Crimean War

Civic 
education

− principle of precaution

Civic 
education

− public health systemCivic 
education − economy and health
Civic 
education

− sustainable metropolitan life
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On the 31st of August 1854 cholera broke out in Soho, in central London. In just three 
days 127 people died. Residents, who were still healthy, abandoned the area, believing 
that “miasmata”, the dirty particles in the air of London would contaminate them as 
well. That was how people and doctors believed that cholera was transmitted at that 
time, through the “bad air”. All except for one: John Snow. John Snow (Picture 2) was 
a doctor who had already studied a few cholera epidemics in London. John Snow was 
convinced that the air had nothing to do with the transmission of cholera. He knew it 
was the water that transmitted it. As soon as he learned about the cholera outbreak, 
and as soon as he got to know that most of the recorded deaths were around Broad 
Street in Soho, he suspected a contamination of the Broad Street water pump, which 
was a much frequented one.

202

Picture 1: Ford Madox Brown’s Work, 1852-1863, was inspired by the construction of the sewer 
system. Ford Madox Brown [Public domain], via Wikimedia Commons.



John Snow went to the area, straight to the pump. He reached the crossroad where 
Cambridge Street meets Broad Street. There was the Golden Square, and there was the 
large water pump. Around, there were shops, cafes, bars and restaurants. People were 
passing by and every once in a while someone stopped in front of the pump and drank 
some water. John Snow approached the pump. He moved the handle up and down 
three times and the water started to run. He took a small glass bottle out of his pocket, 
place it under the running water, and filled it up. He would never drink of it; he only 
drank boiled water. But he wanted to examine it.

He arrived at the hospital's lab with the bottle of the 
pump’s water in his pocket. He took it out and 
looked at it. In the water, there were floating small 
white pieces like flakes. He opened the bottle and 
brought it to his nose. It smelled bad. He ran all the 
biochemical tests. He found so little dirt of organic 
nature that he could not draw a conclusion. Other 
pumps in London had far more dirty water, but 
they did not have such a cholera epidemic around 
them. A friend of his, accepted to control the water 
and these little white chunks in the microscope. He 
saw that they did not have any organised structure, 
as if they were matter of decay. Among them and 
throughout the water sample, he also saw many 
small oval bugs. It could not have be significant, 
they thought. But it was evidence that the water had 
organic matter that the bugs fed on. The water 
control had showed nothing. But Snow could find 
no other way for all those people to have been infected by the disease.

On the 3rd day of the outbreak, he requested from the authorities a list of the deaths 
from cholera that had occurred until then. He got the list and went back to the spot. 
Most of the deaths had occurred in the area around the Broad Street pump. A few 
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Picture 2: John Snow. Source: 
https://en.wikipedia.org/wiki/John
_Snow



deaths had occurred in more distant areas, ones that should be water-supplied by 
other pumps. He went from door to door to all those houses to check if the departed 
ones used to drink water from the Broad Street.

He went to the first house. Knocked on the door. A woman dressed in black opened 
the door. She accepted him in the house, and offered him a piece of meat pie, "No 
thank you, I am a vegetarian" he replied. He did not drink any water either, only 
well-boiled tea. The woman had lost her son. He was a ten years old kid, going to 
school, and his school was close by to the Broad Street. "Did he ever drink of the Broad 
Street’s pump water?", Snow asked. "Of course he did, he was always so thirsty after 
school that he could not wait until arriving at home", the woman replied.

At the second house he visited, he found a young man, gathering his dead mother’s 
clothes. “She used to live close to the Broad Street”, he said to Snow, “It has been a few 
months that she moved here. She couldn’t forget her old neighbourhood though. Every 
week she had me send her a big bottle of water of the Broad Street pump. She said it 
tastes better than the water from the local pump. I brought her a bottle last Thursday. 
On Friday she was sick, and next day she left us”, the man burst out in tears. 

At the next house, a woman dressed in black opened the door. She had lost her 
husband. “Did he ever visit the Broad Street?” Snow asked. “The Broad Street?” the 
woman replied, “Well, of course he did, he worked at the manufactory there. God bless 
his boss for this job. He was a really kind one, he never delayed his paydays. Oh I have 
no idea, how I will make it from now on. Yes, his boss was really kind and thoughtful 
as well; the manufactory had no well of its own, so he always kept two barrels filled 
with water from the broad street pump. He let the workers to drink for free. Well, 
sometimes water got a funny smell in the barrel but you can’t have it all, can you?”

Snow visited all the houses were death from cholera had occurred and they were 
distant from the Broad Street Pump. He found out that almost all the departed ones 
had had water from the pump before getting sick. He visited the Broad Street again. 
He also had to investigate the places close by, where no cholera had appeared.
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There was a brewery, Snow entered and talked to the owner, asked him about his 
workers, and whether they drank water from the Broad Street Pump. The brewery’s 
owner laughed “Water? Ha! My men never drink water, why should they? They can 
have liquor, and if they get really thirsty, well we make the best beer in England, who 
would prefer water to it?”. Snow also visited a poorhouse near Broad Street 
surrounded by houses that had suffered from cholera, but the poorhouse had no 
cholera incidents. As Snow expected, there was a well at the backyard of the 
workhouse, and the inmates were never sent to Broad Street for water.

His investigation was over. The conclusion was obvious to him. There had been no 
particular outbreak or increase of cholera in other parts of London, except among the 
persons who were in the habit of drinking the water of Broad Street pump-well. The 
water of the pump was contaminated and whoever drank it got sick. He had to 
convince the authorities as well though. People around Broad Street continued to get 
sick from cholera and die. Within five days, five hundred people had died. The city 
emptied. The houses emptied, others had died, and others had left. Something had to 
be done.

He made a map (Picture 3), a very first type of voronoi diagram. On the map he 
depicted the pumps of London, as well as the cholera deaths within the last days. It 
was clear that most of the deaths were concentrated around Broad Street pump. And 
for the rest of the cases he had proof that the departed ones had drank water from the 
pump. On the evening of Thursday, 7th September, Snow went to the Board of 
Guardians of St. James's parish for an interview. He showed them the data. "You have 
to understand that no bad air brings cholera. Water is to blame. Dirt from the sick 
came to the pump and now the water is contaminated. Nobody got sick accidentally. 
All those who got sick and died of cholera had drunk water from the Broad Street 
pump a couple of days before they had the symptoms. The pump water is dangerous." 
Snow showed them the map. Indeed, most deaths were concentrated around the 
pump. They did not totally believe him but they listened to him. It was all they could 
do to confront the terrible disease that was decimating the people. Next day, the 
guardsmen arrived to Broad Street. They went to the pump and removed the handle. 
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Now no one could take water from it. The cholera outbreaks stopped. That was the 
first time in history, that the principle of precaution was applied.

John Snow wrote a book about the case, describing his theory about the 
communication of cholera. According to him the pump water was contaminated by a 
neighbouring cesspit that might have overflowed. He published the book. But the 

Picture 3: Original map by John Snow showing the clusters of cholera cases (indicated by stacked 
rectangles) in the London epidemic of 1854, drawn and lithographed by Charles Cheffins. Source: 
https://en.wikipedia.org/wiki/1854_Broad_Street_cholera_outbreak
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scientists of his time strongly rejected it. How could water be contaminated by a 
neighbouring cesspit? It was believed that air is carrying the disease. His view was so 
uncomfortable and sad. If people were told that they were getting sick because there 
might be sewage in the water, they would rebel. And very dangerous things might 
follow.

It wasn’t until many years later that Snow was proven to be right. In 1883 Robert Koch 
found that cholera is being transmitted by microorganisms, bacteria, that when they 
end up in sewages, they can pass into the water, infecting whoever might drink from it. 
When ingested through the mouth the bacteria cause the severe symptoms of cholera: 
vomiting and, diarrhoea dehydration, pain, extreme anxiety, and possibly death 
(Kapartziani, 2013; Tulodziecki, 2011; Koch & Denike, 2009; Stanwell-Smith, 2007; 
Hempel, 2006; Vintan-Johansen et al., 2003; Brody et al., 2000; Snow, 1855). 

Note: some historical details and persons (eg. Henry Whitehead) are intentionally 
omitted from the story, to keep it short and simple for educational purposes.

CHOLERA’S ROUTES

Cholera has been named as “Asiatic cholera” because it used to be endemic to Bengal, 
a region in Asia, in the eastern part of India. Before the 19th century it had only been 
observed by ancient Greek authors familiar with India, and by European travellers. It 
only came to Europe after the British conquest of North India. Cholera made its way to 
the west, initially following troop movements, and then following the new trade routes 
through Afghanistan and Persia (Picture 4) (Evans, 2013).

Networks played an essential role in cholera’s spread. Once in Europe, cholera spread 
first along the rivers and canals which were the main arteries of transport in the 1820s 
and 1830s. From the 1840s onwards that the railway lines began to be built across 
Europe, cholera would be spread along them even more rapidly. Population 
movements would be choleras’ means of transport in a country and from one country 
to another as well. Cholera killed millions in Asia and Europe in the 1820s and early 
1830s. It returned in 1848-9, spreading again from the east to the west. Following 
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peoples’ movement cholera has reached the United States of America by ship across 
the Atlantic, and has come back (Evans, 2013).
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Picture 4: Cholera’s way from Bengal to Europe. (Redesigned map). Source: 
https://s3-eu-west-1.amazonaws.com/content.gresham.ac.uk/data/binary/833/29janrichardevans_
bl uefunkyellowperil.pdf



In the 1850s the disease could be transmitted easily from person to person in the 
overcrowded and insanitary towns and seaports of the new industrial society, passed 
on either through contaminated water supplies and foodstuffs or through direct 
human contact. During war times cholera epidemics would grow more, as the 
insanitary conditions of the troops favoured the disease. In between the great 
pandemics though, cholera was absent from Europe; as the bacteria survive only in 
relatively warm temperatures, and a hard winter, like the European winters, is enough 
to kill it off.

Table 2: The condition disease spreading pattern for cholera and its 
compliance with London and Piraeus of 1854

Table 2: The condition disease spreading pattern for cholera and its 
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Table 2: The condition disease spreading pattern for cholera and its 
compliance with London and Piraeus of 1854

Conditions Post-industrial 
London

Pro-industrial 
Piraeus

Narrow place x x

High density of population x x

Lack of sewer infrastructure x x

Human and animal waste draining into the 
water / bad water supply

x x

Sanitary habits and conditions below 
standard

x x

Poor districts that follow no sanitation rules x x

Poverty becomes a companion to the disease 
and famine

x x

People drink and use the water from 
springs, rivers, etc.

x x

Poor medical knowledge x x
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There is a pattern of the disease spread which is based on spatial, ecological and 
socioeconomic factors. The “condition disease spreading pattern” includes the 
conditions that favour the spread of cholera (Table 2) (Galani et al. 2016). What is 
responsible for the epidemic is bad water supply and sewerage system. That is why the 
areas affected are usually slum districts where the population lives under certain 
conditions. (Kekropoulou, n.d.). Poor hygiene and malnutrition also contribute to the 
spread of the disease.

Cholera was spread from Asia to Europe and from Europe to America following either 
roads of war or trade roads and always moving from the East to the West. There has 
been only one exception to this rule. Once cholera was spread from the West to the 
East. It was the epidemic of 1854-6. Cholera had reached Europe from Russia to the 
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Picture 5: Cholera’s spread from the West to the East during the Crimean War (1854-6).
(Redesigned map . Source: Smallman-Raynor & Cliff, 2004.



West, and then it spread from the West to the East by the British and French troops 
fighting in the Crimean War (Picture 5) (Evans, 2013).

THE “FOREIGNER OF PIRAEUS”

The Crimean War and the occupation of Piraeus

By the end of 1852 France had an increased influence to the Holly Land. Russians 
more than displeased, asked for the Orthodox Church to be in charge of the Holly 
Land. They sent a prince to Constantinople (Istanbul) to assure that the Russians 
protect all the orthodox people of the Ottoman Empire, and to minimise the French 
influence. This diplomatic mission did not go well, and in late September 1853 the 
Turks declared the war to the Russians. In late February 1854 France and England 
officially allied with Turkey, declared the war to the Russia and along with Austria they 
ensured the integrity and the independence of the Ottoman state, and they were 
committed to consider any attack against Turkey as casus belli against them. 
(Christopoulos & Bostias, 1977, p. 143-144)

In the meantime the Greeks were encouraged by the Russians’ politics. They didn’t 
believe that England, France and Austria would ally with the Turks, so they rallied for 
weapons and gathered unofficial forces in the Greek regions that were still under 
Ottoman occupation planning the liberation of Thessaly, Epirus and Macedonia. The 
diplomatic relations between the Turks and the Greeks were interrupted. The Russians 
kept a neutral position though. The English and the French unsuccessfully tried to 
stop the conflicts in the Ottoman lands via diplomacy. France, with the support of 
Austria, convinced England that the military occupation of Piraeus was essential. 
French and English imposed a new Greek government, one that was named as 
“Ministry of Occupation” by the Greek people, and king Otto was obliged to commit to 
a declaration of neutrality. On the 12th of May 1854 the French ships arrived in 
Piraeus carrying the division (about 3,000 men) of the General Forey, who took over 
the city on the very next day. Shortly thereafter, the 97th English Infantry Regiment 
arrived. The command of all forces was taken over by the French Admiral Baron de 
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Tinan. (Christopoulos & Bostias, 1977, p. 144-148). Unfortunately, the foreign forces 
had not come alone.

The “foreigner” of Piraeus

In 1854 Piraeus was a great commercial, industrial and maritime centre for Greece 
and also the biggest port in the eastern Mediterranean Sea (Kooij & 
Sapounaki-Dracaki, 2003). The occupation of Piraeus by the Allied Army resulted to 
its commercial death. The grain imports from Russia and Alexandria were stopped, 
and a serious food shortage was created (Kekropoulou, n.d.). Piraeus as a pro 
industrial city attracted people who were likely to work in new factories, in the port or 
in businesses around the port. As a result, the population of Piraeus had increased 
rapidly. The people were poor, the roads unpaved and there was no sewer 
infrastructure (Galani et al., 2016).

At those times it was usual that each port had a lazaretto or else quarantine; a place 
where the ones arriving from abroad would stay for a period of time, until it was 
ascertained that they did not carry a contagious disease. Lazarettos were a mean to 
prevent epidemics; they were not successful though because of the lack of specialised 
personnel that could tell what is a contagious disease and what is not, as well as 
because of their misuse for the means of politics and diplomacy (Kekropoulou, n.d.).

Cholera first broke out in the ships of the French. The French though tried to hide it. 
They would take out the bodies of their dead only during the night, dig a big pit on the 
land and bury them there in secret. Soon enough the disease spread to the English 
troops as well. On the 26th of June, two patients were disembarked at the Quarantine. 
Since the disease first appeared to the foreigners, Greek people named this epidemic 
“the foreigner of Piraeus”. The Ministry of Internal Affairs, responsible for the Health 
Department, at the time, called for a medical conference which resulted in the 
formation of a Health Committee which would make decisions regarding the 
prevention of the spread of the disease. The advice of the Committee for addressing 
the disease included chamomile, salvia, vinegar, daring, and resistance to the 
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dangerous fear. Both the foreign forces and the Greek government underestimated the 
disease (Milesis n.d.).

It did not take long, before the first outbreaks amongst the people of Pireaus occurred. 
Soon enough cholera spread throughout Piraeus. The Health Committee decided the 
blockade of Piraeus, with the formation of a military zone. Moving from Athens to 
Piraeus and vice versa as well as the transportation of goods was forbidden. Any such 
movement would require permission granted by the non-commissioned officer 
Packmore. This displeased the Athenians so much that the newspapers of the time 
were filled with complaints about the obstruction of transportation. Anyway, this 
exclusion was not followed in absolute terms. Bellow follows an incident described by 
Anninos (1975) that depicts the climate of the time.

An English Officer entered a shop in Piraeus to buy undershirts. The merchant 
didn’t have any undershirts left, so he requested permission to go to Athens to bring 
some. The Englishman who was the client before, proved to be the one responsible 
for granting the exit licenses! So he willingly consented to violate the sanitary 
measure of exclusion for the sake of the undershirts! (Anninos, 1976) 

Deaths were multiplying. Out in the streets big fires were lit burning throughout the 
day and the whole night in order to “clean” the air from the disease. Neighbourhoods 
got deserted as the healthy residents abandoned their houses fleeing to the islands 
Aegina, Hydra, Syros and Mykonos. Unfortunately, some of them carried the disease 
with them, and soon a cholera epidemic broke out in Syros as well. When the ones who 
chose Aegina tried to disembark, they were stoned by the residents of the island, so 
they were forced to stay away from the city. Piraeus was emptied; only 60 families 
were left there (Milesis, n.d.). The French navy was relocated in Athens, opposite the 
current Archaeological Museum (in Patissia), while the English troops went to Penteli 
(Kekropoulou, n.d.).

Despite the low sanitary measures, no cholera incident had occurred in Athens until 
the end of September. By then cholera seemed to have stopped in Piraeus as well. The 
measures were neglected, the zone weakened. Residents returned to continue their 
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lives. It was then, that according to the legend, a box arrived in Athens from Syros. The 
box contained clothes of an old man who died on the island from cholera. His family 
received the box, and took the clothes to a cleaner. The cleaner washed the clothes 
with the help of a colleague. Those two women were the first victims of cholera in 
Athens. Cholera returned, even more impetuous (Milesis, n.d.).

The city of Athens was deserted. Healthy residents left their houses to move to other 
cities; more likely to be theft and killed on their way, or to be stoned and sent away 
when they reached their destination. Most shops were closed. Burglars were breaking 
into the empty houses. Prices on products grew exponentially, food was in shortage. 
People were dying. The number of dead was growing. Public service collapsed. Fear 
had paralysed the whole city. People would abandon their own people. Even most of 
the doctors were afraid for their own health and would avoid going to examine the 
patients with cholera. According to Dragoumis (1874, p.371) only the king and the 
queen along with two members of the committee would “cross the city every day 
comforting and encouraging the hopeless”. 

Nobody knew the exact number of the dead. They were so many that the burials had to 
be in groups. According to Anninos (1975, p.260) “The hardest part of it all was the 
burial of the victims... their bodies were placed in the pit naked, at numbers of 100 - 
150, and their bodies became a grotesque pyramid of cadavers, black and blue, and 
faces disfigured, and members contorted by agony. And even after death their bodies 
would shudder and spasm, so that despicable stack would suddenly shake, resulting to 
a blood curdling view". The bodies of the dead were taken into big pits and they were 
covered with lime. Bellow follows an excerpt of Lykoudis’ (1998 p.51-55) novel that 
was first published in 1920.

“The most horrible was the transport of the dead away from their houses. That’s 
when the profiteering grew. ... A poor family lived in a small house. ... The man was 
lying sick for days. Suffering from the illness he was begging his wife crying 
“please, take the kids and go away, they must live”. She consoled him telling him 
that the kids were safe. Their good neighbour had taken them to the country side. A 

214



holy lie; the kids were lying sick at the other side of the house. ... The kids were 
luckier. In a while they were both asleep. And the dying father kept asking: how do 
they do? And into his pain he would smile thinking of them running into the woods 
free of the disease.

The car was passing by. Thanks God he fell asleep when she passed by him, taking 
them out holding them in her arms, walking on her tiptoes like a thief who took 
away from the house her most valuable acquisitions. The “mortides”, the men who 
carried the dead said to her: “Ah! They are two? You have to pay us 20 drachmas 
then.” “Hush! For God’s sake, their father must not listen. Show mercy! I only have 
two rags, please take my children.” “Then you should better balsam them”. But right 
then one of them spotted her golden earrings. “Give us those and we are ok”. She 
bended carefully and placed her children on the ground. She took off her earrings, 
and gave them. “Your ring as well” “oh, my wedding ring? You can have it. I don’t 
need it any more”. “Now you can bring the children.” She picked them up, embraced 
them tightly and with no tears in her eyes, no word sounding, she put her lips on 
their lips. Not to blow life into them; but to suck death into her. 

Suddenly she left a heartbreaking cry. No, she was not mistaken. The two children 
had suddenly grabbed her tightly. Was she sending her two children to the lime 
alive? And they kept shaking and clenching her tightly as if they wanted to choke 
the mother who was sending her children away. The mortides got out of the car and 
pulled the children out from the maternal embrace. One of them pitied her. “Hush, 
poor woman. Your children are dead for good. It is one of the disease’s 
characteristics, to leave spasms to the corpses. We know, we see it happening every 
day.”

The next day, the same car took the woman and her husband. The neighbors rallied 
to collect the money. One of the mortides said “Had we left her her jewels yesterday, 
the neighbors could have used them to pay us today”.”

By the end of November the epidemic was over. This cholera epidemic in both Piraeus 
and Athens resulted in the death of the 1/3 of the city’s population (Kekropoulou, 
n.d.). 
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Cultural Heritage left behind the Cholera 
The cholera outbreaks of 1854 were not the first time cholera broke out neither in 
London nor in Athens. Neither was it the last one. But it was the most severe one for 
both London (Whitehead, 1862) and Athens (Kekropoulou, n.d.). Such harsh and 
difficult situations are expected to leave their imprint on the people and their cultures. 

Cultural Heritage of the 1854 Cholera 
Outbreak in London

According to the UNESCO definition of cultural 
heritage (Ahmand 2006), scientific knowledge 
is part of our cultural heritage. John Snow’s 
work and writings (Snow, 1855), as well as the 
scripts of other men of the time, concerning the 
Broad Street cholera outbreak, e.g. Whitehead 
(1869, 1862) are part of the British, the 
European and by extension the Human cultural 
heritage. John Snow’s story is a well-known one 
among biologists, epidemiologists, lawyers, 
geographers, doctors, teachers, etc., that has 
been told to illuminate many different scientific 
aspects, either concerning ways of disease 
transmission, or legal concepts, or map making. 
Much ink has been spilled over the story of 
John Snow, the Broad Street Pump and Henry 
Whitehead (Tulodziecki, 2011; Koch & Denike, 
2009; Stanwell-Smith, 2007; Hempel, 2006; Vintan-Johansen et al., 2003; Brody et 
al., 2000; Chave, 1958; etc.). Books, biographies scientific papers, articles have been 
written about this story that has been a source of inspiration for so many people, for so 
many years.
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Picture 6: John Snow memorial and 
public house on Broadwick Street, Soho. 
Source: 
https://en.wikipedia.org/wiki/John_Sn
ow#Legacy_and_honours



Tangible heritage has been left behind as well in London. In the place of the water 
pump on Broad Street (now Broadwick Street) there is a plaque that commemorates 
John Snow and his 1854 study; it shows a water pump with its handle removed. The 
spot where the pump stood is now covered with red granite. Moreover, a public house 
nearby was named "The John Snow" in his honour (Picture 6); quite ironic this is as 
John Snow avoided liquor throughout his life. There is also a monument in the form of 
a pump with its handle removed, a blue plaque and an interpretation board, in North 
Street Gardens, York, close to John Snow’s birthplace. Besides, a scientific society and 
a college have been named after John Snow, and many scientific foundations have 
honoured him in several ways (Ball, 2009; Fine, et al., 2013; En.wikipedia.org, 2018).

Cultural Heritage of the 1854 Cholera Outbreak in Athens

The cultural heritage of the cholera outbreak in Athens consists of the writings of 
intellectuals of the time. Nikolaos Dragoumis has written in his book Historical 
Memoirs (1874) a few pages about the cholera outbreak and the horrible condition in 
the city, as well as the authorities’ reactions. Babis Anninos has written a detailed 
diary type script named “The cholera of 1854” which is included in his Historical 
Notes (1975). His writing keeps dates and is full of vivid descriptions, depicting the 
condition in Athens and Piraeus as well as the atmosphere and the public views of the 
time. Last but not least Emmanouil Lykoudis has outlined the events of cholera in his 
novel The foreigner of 1854 (1998), a script which is considered to be a classic of the 
Greek literature.

There is something more left in Greece as a cultural heritage from the 1854 cholera. It 
is a word; the word «µόρτης» - mortis (plural: µόρτηδες, mortides), which nowadays 
means the man of the streets, the one who lives in suspicious or dishonest ways, the 
bully, the tramp. It is most likely to come from the Latin word: “mortem” which means 
death. It has been used in Smyrna before 1854 to call the ones who had been affected 
by plague and managed to survive and become immune. When Smyrna was attacked 
by a plague epidemic, they would become the rulers of the city, as they were the only 
ones circulating on the streets, guarding and taking care of those infected by the 
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terrible disease (Skiadas, n.d.). In Athens during the cholera epidemic of 1854 the 
word was used for the ones who would take the bodies of the dead to bury them, since 
the grave diggers, afraid of the disease, had left the city. It took courage to do so, and 
they did it for money, and that’s how the word was negatively coloured. After 1854 the 
use of the word was spread in Greece.

Epilogue
The 1854 cholera outbreaks in London and in Athens, both belong to the third cholera 
pandemic (1852-1860), which is generally considered the deadliest. It originated in 
India, and it spread to Asia, Europe, North America and Africa (Canadian 
Broadcasting Corporation, 2008). The way it was spread was not random though. The 
network of the political and commercial interactions between the countries is the same 
network the diseases follow. England and Greece, geographically belonging to the 
same continent interact with each other, creating a common history that produces 
cultural heritage of different kinds in the different countries. All those different, 
separate and simultaneously common stories are interwoven and together constitute 
the European cultural heritage we all share.
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In 2010, as foreseen in Turkey’s European Union Communication Strategy 
(2010), the JDP government initiated its nation branding efforts. As a part of 
foreign policy strategy, Brand Turkey has since become an integral instrument 
in Turkey’s attempts for legitimacy as a strong regional and international actor. 
While the “cradle of civilisation” discourse, and the “bridge” metaphor, which 
are the cornerstones of Brand Turkey, have been established tropes of Turkey’s 
outward image projection processes, the national self-image projected by the 
Turkish state has favoured the nation’s European characteristics. The JDP 
government’s deployment of Turkey’s cultural heritage assets, on the other 
hand, attempts to construct a non-antagonistic and non-hierarchical 
relationship between Europe and the Middle East to subvert dominant 
geopolitical knowledge on Turkey. This is also aligned with the government’s 
attempts to brand Turkey as an indispensable asset in global politics through its 
cultural hybridity. Drawing on the intellectual capital of the nation’s heritage, 
history, culture and geography, Brand Turkey discursively constructs Turkey as 
both European and Middle Eastern which then comprises the country’s 
“potential”. This paper investigates the role of culture and heritage in Brand 
Turkey by deconstructing how the JDP government constructs Turkey’s 
geographical belonging in-between Europe and the Middle East. In doing so, I 
highlight the significance of symbolic geography in Turkey’s outward-oriented 
image projection.

nation branding, Brand Turkey, geographic belonging, inbetweenness, 
hybridity
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Introduction
Nation branding is a global trend that requires countries to take charge of their brand 
identity to survive international social, cultural, political and economic competition. It 
is a complex task of reduction, because the nation brand embodies the characteristics 
of a given country in a straightforward fashion, through visual, verbal and written 
shorthands. Nation branding is an opportunity to construct a powerful political and 
economic asset in international relations. It provides each country with the 
opportunity to (re)present itself through: 1) tourism promotion; 2) promotion of the 
country’s culture and heritage; 3) export of domestic product brands (national 
commercial brands); 4) people (individuals’ interactions with people from the said 
country); 5) governance (stability of domestic and foreign policies); and 6) efforts to 
attract foreign investment and immigration (Anholt, 2007, p. 25; Dinnie, 2008). 
Nation branding presumes that because “every nation is different from all the other 
nations in the world, the demanding task nation branding imposes on itself is to 
identify the unique characteristics of a nation and to display them in a comprehensive 
way, without being reductive” (Widler, 2007, pp. 146-147). Thus, nation branding 
promotes “difference” because nation brands compete within the international 
political and economic “markets” through their images and reputations. Turkey is one 
of the countries that engage in the complex task of nation branding to pursue national 
economic and political interests. 

Ideally, the process of nation branding involves multiple stakeholders and actors; the 
government, non-governmental actors, businesses and private individuals must work 
in harmony to establish a nation brand identity. Nonetheless, it is often 
government-initiated due to their financial resources and access to extensive 
networks. In the case of Turkey, the Justice and Development Party (Adalet ve 
Kalkınma Partisi- JDP) government initiated the processes as it had access to 
funding, networks and other communication resources. 

Nation brands can target both internal (domestic), and external (foreign) audiences 
(Volcic and Andrejevic, 2011, p. 600), or exclusively external audiences, through the 
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projection of outward images that conjure up certain ideas about the branded nation 
(Van Ham, 2001). The internal audiences, the citizens of the country being branded, 
are often secondary to foreign audiences and hence often omitted in the process, and 
consequently in academic research. Internal audiences are “brand ambassadors”, 
which means that they are active participants of the brand rather than being a 
constituent of the target-audience. Nonetheless, internal audiences are as important as 
external audiences in terms of the geographical underpinnings of nation brands 
because they are also formally or informally about the brand because the branding 
process frequently follows a top-down approach. 

The government-driven nature of nation branding stems from the alignment of public 
diplomacy and by extension nation branding with national economic and political 
interests. This also presumes that the “nation itself as a body is not an active player” in 
branding since individuals’ views of the nation are not “monotonic” (Gudjonsson, 
2005, pp. 284-285). Governments formulate the interests of the public into a coherent 
“story”. Consequently, the internal audiences/the public, are educated about the 
outwardly projected image and expected to internalise it to act as a brand ambassador. 

This also illustrates that the expansion of the mediums of education from formal to 
informal settings has become a growing trend. In fact, informal education has come to 
complement the former in shaping individuals’ senses of geography, territory, space, 
and belonging. Informal mediums of geography education are not merely field trips, 
visits to heritage sites and locales, or trips to museums. The government-initiated 
nation branding process oriented to external audiences/foreign audiences is linked to 
the efforts intended for internal audiences. While these are seemingly two different 
and demarcated forms of audiences, the strategies prepared for, and conveyed to the 
outsiders, foreigners, external audiences affect the insiders, citizens, internal 
audiences. While there are separate identity promotion programs for these two 
audiences, the interpretation of geography remains unchanged. In other words, 
governments’ nation branding efforts that are communicated to citizens through 
public engagements, seminars, public service announcements, advertisements are 
significant in shaping one’s sense of geographic belonging.
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In this paper, I first discuss the relations between public diplomacy and nation 
branding to illustrate the relations between these complex notions. In doing so, I focus 
on the role of geography in constructing a country’s “story” which, along with nation 
brand identities and images, is a discursive construct. Then, I deconstruct the 
symbolic geography that has been central to Turkey’s outwardly oriented image since 
the establishment of the Turkish Republic in 1923. This illustrates the connotations of 
geographic belonging to the West, as well as geographic belonging to the East. As a 
discursive construct, Turkey’s outward image centred on the “cradle of civilization” 
discourse, which attempted to distance the country from its Ottoman past and portray 
Turkey as the “home” of ancient civilisations. As the East/Middle East and the 
West/Europe have been formulated as antagonistic binaries, “cradle of civilization” 
discourse allowed an emphasis on the distant past, which extensive focus on the 
civilizational and cultural contributions of Turkey to world cultures. Estrangement 
and isolation from the Middle East also substantiated country’s endeavours to 
Westernise and modernise. As I discuss in the last section, the JDP government has 
exploited Turkey’s uniquely ambiguous geographic location to formulate Brand 
Turkey as a strategic political instrument. Notably, this has increased the significance 
of geography for Turkey’s outward image. In doing so, I deconstruct inbetweenness 
and hybridity through a discourse analysis of the JDP’s nation branding strategy 
documents. To illustrate how the strategic messages formulated in these documents 
are implemented, I give examples from Turkey’s “Home of” tourism campaign and the 
“Discover the potential” exports campaign. These indicate that the JDP government 
has systematically exploited the cultural antagonisms between the East and the West 
through formulating and reformulating Turkey’s geographic belonging. 

Conceptualizing the Public Diplomacy and Nation 
Branding Practices in Turkey 
Public diplomacy is a means of managing the international environment (Cull, 2009, 
p. 14), because it is “a country’s effort to share a coherent and convincing account of its 
own story with the rest of the world”, which relies on a country’s soft power capacity 
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(Kalın, 2011, p. 8). It comprises of government’s’ communications with external 
audiences to convey “its nation’s ideas and ideals, its institutions and culture, as well 
as its national goals and current policies” (Tuch, 1990, p. 3). Therefore, it serves as 
“the public face’ of traditional diplomacy” (Wang, 2005, p. 91). It is a systematic and 
strategic task that merges nation branding and political marketing because it requires 
the application of marketing practices in politics (Kemming, 2006, p. 84). 

Public diplomacy practices are categorised as old/traditional or new public diplomacy. 
The emergence of new public diplomacy is a result of governments’ changing approach 
to communication, as well as the developments in information technologies (Vickers, 
2004). Traditional public diplomacy relies on the communication of ideologies, 
interests and information about the country through generalised messages that 
advance national interests. This aims to persuade foreign publics and manages their 
opinions by informing them about national ideologies (Melissen, 2005; Szondi, 2008, 
p. 11). New public diplomacy, on the other hand, communicates the values of, and 
ideas about, a country, to fulfil wider aims of collaboration and attraction through 
segmented messages. These two types of public diplomacy are not distinct in the 
Turkish case. Turkey’s Office of Public Diplomacy, established by the Office of the 
Prime Minister in 2010, implements both old/traditional and new public diplomacy. It 
simultaneously communicates and promotes national ideology and interest by 
persuading and managing public opinion, and promotes collaboration and attraction 
through the “zero problems with neighbours” to approach while relaying a positive 
story of Turkey. It also defines public diplomacy in terms of “publicity” and 
“perception management”, which explains the emphasis on branding, as it embodies 
the public relations aspect of states. Thus, Turkish public diplomacy efforts follow the 
tradition of the strong centralised state.

While public diplomacy pursues various national interests, it also seeks to create a 
positive reputation (Szondi, 2008, p. 11), which is partly achieved through nation 
branding and the successful management of the brand identity. Given these points, 
public diplomacy aims to create a memorable, appealing and identifiable image in the 
mental maps of foreign publics because “[w]e live in a day and age in which image 
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shapes reality. The image of a country and its policies, the choice of keywords used in 
their analysis and the framework in which it is placed is more important than the 
objective reality of that country” (Kalin, 2011, p. 17).

Public diplomacy utilises the appeal of a country’s “culture, values and policies” and 
“tries to attract [foreign publics and other countries] by drawing attention to these 
potential resources [culture, political values, foreign policies] through broadcasting, 
subsidizing cultural exports, arranging exchanges, and so forth” (Nye, 2008: 95). In 
this context, public diplomacy aids governments in managing the country’s soft power, 
which occurs “through persuading the other party through convincing arguments and 
rational policies. Here, credibility and the ability to persuade constitute the main 
elements of soft power. These elements also provide legitimacy to the use of power” 
(Kalin, 2010, p. 8, emphasis in the original).

As I discuss in the next section, owing to the diversification of Turkey’s foreign policy 
objectives, and a newfound activism in the Middle Eastern region, public diplomacy 
has become dominant in the discourse of the JDP. In the Turkish case, the “story” has 
both a Western and an Eastern dimension. The Eastern dimension of Turkey’s “story” 
relies on its Islamic, cultural and historical experiences rooted in its Ottoman heritage 
and geographical proximity to the East. The JDP government utilises what Turkey was 
(the successor to the Ottoman Empire), and what Turkey aims to become (a modern 
state that seeks to balance its historical and contemporary cultures). In the last 
decade, nation branding has emerged as a popular discursive asset in relaying this 
“story”.

Simon Anholt coined the concepts of “nation brands” and “nation branding” in 1998 to 
position nations as competitive brands within international economics and politics. 
According to Anholt (2007, p. 4) “[a] brand is a product or service or organization, 
considered in combination with its name, its identity and its reputation [while] 
branding is the process of designing, planning and communicating the name and the 
identity, in order to build or manage the reputation”. Peter Van Ham (2001, p. 3) 
asserts that nation brands and the process of branding are rooted in the fact that 
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globalization and the proliferation of digital technologies “have made each state more 
aware of itself, its image, its reputation, and its attitude – in short, its brand”. 
Therefore, globalisation reinforces national boundaries rather than dissolving them 
because globalised marketplaces require differentiation among actors. Politicians’ 
active brand management efforts reflect that “branding and commercial competition 
become the continuation of warfare by other means in an era of capitalist 
globalization” (Volcic and Andrejevic, 2011, p. 599); hence, having a cohesive and 
strong brand identity provides a competitive advantage for countries. In effect, nation 
brands enable states to emphasise and reinforce their differences as a competitive 
advantage in countering the homogenising effects of globalisation (Porter, 1998).

Owing to the multiplicity of areas of competition, nation branding occurs through six 
dimensions, also known as “natural channels of communication”. These dimensions 
are: 1) tourism promotion, 2) people (individuals’ interactions with people from said 
country), 3) promotion of the country’s culture and heritage, 4) campaigns to attract 
foreign investment, and immigration 5) foreign and domestic policies (which need to 
be coherent and stable), and 6) export of domestic product brands (national brands). 
Although these dimensions are separate they are interlinked, because all channels 
utilise similar visual and verbal symbols constructed through the nation brand image 
formulation process. 

The process of nation branding is comprised of two stages, the “input stage”, and the 
“output” stage. The “input” stage is the formulation of the nation brand identity and 
the identification of communication and dissemination strategies. In this stage, visual 
and verbal shorthands, which are strategically formulated cues that are associated 
with the brand, are produced and communicated to foreign audiences. The most 
conventional shorthands include logos and slogans, which complement each other. 
The visual images, logos and promotional posters are communicated to foreign 
audiences through launch events, conferences, seminars, book fair, print media 
advertisements, exported products, and other mediums of communication. 
Complementing these systematised activities are the representations of these logos 
and promotional materials in everyday lives of internal audiences. These include 
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visual cues placed on public transportation, carrying bags, domestic and international 
airports, on the sides of buildings, public service announcements, formal education 
and many others. The “output” stage follows the “input stage”, and it refers to the 
target audiences’ perception of this identity. In this stage, the nation brand identity is 
formulated to eradicate negative prejudices, amplify positive stereotypes and to 
articulate national assets rooted in the country’s geography, history and culture. 
Therefore, the output is the nation brand image, which is “the sum of beliefs and 
impressions people hold about places” (Kotler and Gertner, 2002, p. 251).

Geographic belonging plays a central role in the tourism, and culture and heritage 
dimensions of nation branding, especially during the formulation of a nation brand 
identity. To illustrate, a majority of nation brand identities draw heavily on tourism 
promotion efforts where tourism assets such as geographic location, the resulting 
climate, and the cultural significance of the region or destination. In this sense, 
physical geography, man-made assets (such as those found through archaeological 
digs), and natural assets are used to formulate a unique and appealing image. 
Regarding culture and heritage dimension of branding, the history of the location as 
well as the regional ties rooted in geography and history guide the culture brand. 
Geographic belonging is a complex subject as geographic locations have “reputations”, 
which can be positive or negative, depending on the history of region. Some examples 
of regional stereotypes include the image of instability, threat, and conflict associated 
with the Middle Eastern region, and the association of the African continent with 
famine, poverty, conflict.

In a similar vein, nation brand images do not necessarily accurately reflect the 
objective “reality of a country”. Developing countries often suffer from outdated 
outward images because rapid social and political changes cannot be incorporated into 
the image efficiently. This stems from the persistence of stereotypes and prejudices, as 
well as the difficulties in “updating” a brand during times of transition. Turkey had a 
similar predicament when it was established in 1923 because its external image was 
predominantly associated with the Ottoman Empire and its image as “the sick man of 
Europe”. This external identity did not incorporate the newly forged alliance to the 
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West or the political isolation from the Arab World, signified by the disengagement 
with the Middle Eastern region. 

Uses of Symbolic Geography in Turkey’s External Image
Mustafa Kemal Atatürk established the Republic of Turkey on 29 October 1923 as a 
secular, parliamentary representative democracy. Geographically, Turkey borders 
South-eastern Europe and Southwestern Asia, the Black Sea, the Aegean Sea and the 
Mediterranean Sea. It has a geostrategic location because it connects Europe and Asia. 
To illustrate, Edirne, Kırklareli and Tekirdağ are the Turkish provinces located entirely 
in Europe. Çanakkale and Istanbul, on the other hand, have districts in both Europe 
and Asia. The parts located in Europe are known as Thrace (Trakya) and it makes up 
3% of Turkey’s geography. The remaining 97% is located in Asia, commonly known as 
Anatolia. Consequently, Turkey is often represented as “bridge” between continents, 
which places Turkey as a literal and metaphorical bridge between the East and the 
West. 

Turkey’s geographic and metaphorical inbetweenness began in 1923 when Turkey 
underplayed its Eastern characteristics, mainly its Islamic and Eastern cultural 
heritage rooted in the Ottoman Empire era, from its national identity and its outward 
image. This was a part of the modernisation project that systematically attempted 
distance the country from its Ottoman past, and the cultural and ideological 
connotations of this history (Çolak, 2006, pp. 590-591). In order to modernise, Turkey 
initially needed to distance itself from the East, which at the time was associated with 
Orientalism (Said, 1977). This introduced symbolic geography as an asset in the 
country’s outward image projection. In this case, symbolic geography refers to the 
connotations of the East and the West and the deployment of cultural, social and 
political dynamics of these regions to articulate the country’s geographic belonging. It 
is a valuable discursive asset for Turkey as it has enabled successive governments to 
formulate different senses geographic belonging. This is a result of the changing 
political and economic objectives, as well as national characteristics, where Turkey is 
formulated as belonging to the East, the West, or both. Indeed, this oscillation is a 
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result of the ambiguous physical geography of Turkey. As it is located in both Europe 
and the Middle East, it is geographically and culturally in-between these regions, and a 
hybrid stemming from its geographic proximity and historical ties to both.

In the early days of the Turkish Republic, Turkey was promoted through the “cradle of 
civilisation” discourse, which has since become an established trope of Turkey’s 
promotion abroad. This discourse focuses on the hybridised articulation of ancient 
civilisations and cultures that preceded the Ottoman Empire. It depicts Mesopotamia, 
including South-eastern Turkey, as the home of the first settlements from which 
civilisation emerged. In this scope, Turkey is portrayed as the home of various empires 
and civilisations, ranging from the Sumerians to the Hittites, the Lydians to the 
Byzantines, and the Seljuks to the Ottomans. This promotional identity was preferred 
because Turkey’s volatile politics and economics and socio-cultural turmoil were not 
salient means of projecting a positive identity. This discourse is centred on the 
civilizational heritage of Turkey rather than its political and socio-economic realities; 
therefore, it is devoid of a clear claim of geographical belonging. Instead, it deploys the 
“bridge” metaphor extensively to articulate an ambiguous geographic space, which 
could belong to either/both the West and the East. The bridge metaphor situates the 
East and the West as reference points for the articulation of Turkey’s geography, 
politics, and socio-cultural formations. Turkey, thus, functions as a bridge with ties to 
both regions, hence giving it a unique geopolitical position. This is also contingent on 
the functioning of the broader East-West discourse, and the connotations of the East 
and the West as separate geographies as well as cultures. To illustrate, Turks have 
“signified the “West” as civilised, democratic, materialistic, capitalist, Christian, 
modern, secular, or imperial” whereas “the “East” has served as a referent for the 
traditional, Islamic, developing, communist, spiritual, colonised and superstitious” 
(Döşemeci, 2010, p. 169). The ambiguous nature of this hybrid location also endows 
the country with a function in between the two regions also constructs Turkey as a 
cultural hybrid. In turn, this formulates “Turkey’s middleman/broker function and 
implies that Turkey’s territory sits in a zone of transition, where different continents 
and pasts mix, match and overlap” (Yanık, 2011, p. 83). These meanings associated 
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with the East and the West have led to various formulations, which deploy Turkey’s 
position with the West/East, traditional/modern, and Muslim/Judeo-Christian 
identities. In turn, this formulations position Turkey in different ways depending on 
the regional and/or international ambitions of governments, and the changing 
national interests. 

On a smaller scale, Istanbul is the most significant examples of symbolic geography in 
Turkey. It has become a unique element of Turkey’s promotion due to its geographic 
location in two continents as well its cultural and social composition, along with the 
fact that it is the commercial capital of Turkey. For instance, as then-Prime Minister 
Recep Tayyip Erdoğan asserted “Istanbul means Turkey ... Istanbul means Middle 
East, Istanbul means Balkans, North Africa. Istanbul means Europe, Asia, and Africa” 
(Erdoğan, 2013). Istanbul’s bridges also have cultural connotations, which turn the 
city into a symbol for the non-antagonistic, non-hierarchical existence of the “modern” 
and the “traditional”. As a multicultural and cosmopolitan city, it was 

the symbol and practice of a new kind of politics, liberal, populist, and “global” 
[and] the city has increasingly been presented by its managers as a cosmopolitan 
melting pot, a global meeting point in which the best of Eastern and Western 
culture can flourish (Stokes, 1999: 126).

The articulation of Istanbul’s features illustrates that successive Turkish governments 
have used specific places/cities to (re)articulate Turkey’s external image. City-centred 
tourism promotion has enabled governments to circulate national images and 
representations. This type of promotion targets both external and internal audiences. 
To illustrate, in the 1940s and 1950s, the Turkish state had encouraged domestic 
tourism to Istanbul to inform its citizens about modern Turkey and what the Republic 
was striving to achieve. 

As I discuss in the next section, this image of inbetweenness, hybridity and 
togetherness signified by cosmopolitanism has since served as the cornerstone of 
JDP’s nation branding efforts. Moreover, Turkey’s dual Eastern and Western 
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socio-cultural and religious identity serves as a grounding for its inbetweenness 
(Rumelili, 2004, pp. 44, 82-97), as it is “ontological anxiety vis-à-vis Europe, i.e. its 
sense of insecurity about its Western/European identity, fuelled by the Western/ 
European perception of Turkey as an outsider” (Demirtaş Bogdonas, 2012, p. 113, 
emphasis in the original). Therefore, the reconnection with the Middle East through 
accentuating Turkey’s Muslim identity and Ottoman heritage, which I discuss in the 
next section, is not exclusive to the JDP. It has emerged several times in Turkish 
politics as a counterpart, not as a contradiction, to Turkey’s foreign policy, namely as a 
method of remaining within the international political, economic and social system, 
and to evade marginality. One of the popular examples was Turgut Özal’s foreign 
policy vision when he was the President of Turkey between 1989 and 1993. His vision 
was ostensibly eastward-oriented. Özal maintained the rhetoric of inbetweenness to 
Middle Eastern audiences while emphasizing its Europeanness to European audiences 
(Yanık, 2011, p. 83). To that end, Turkey’s Middle Eastern and Muslim identity has 
been utilised in foreign policy to highlight Turkey’s difference to other nations. 

Brand Turkey and reformulation of geographic belonging 
under the JDP government
In the context of EU-Turkey relations, the debates surrounding Turkey’s eligibility for 
EU membership after the Luxembourg Summit of 1997 led Turkey to utilise hybrid 
representations in its relations with the EU, formulating its ties to the East as a 
potential contribution to the EU. From the 2000s onward, the JDP under the 
leadership of Recep Tayyip Erdoğan reintroduced Turkey’s Ottoman culture and 
heritage to the country’s domestic and foreign policies and discourse, accompanied by 
an emphasis on Islam. This had also happened in the 1950s, 1980s and 1990s, but 
those instances of reconnection with the nation’s Ottoman past were set aside due to 
domestic political and economic instability. In the mid-2000s, however, Turkey 
experienced a weakening of the European Union (EU) “anchor” and it reconnected 
with its Middle Eastern neighbours and revitalised cultural and religious (Islamic) ties. 
This was a result of the loss of momentum in EU harmonization efforts post-2005. It 
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was accompanied by the rise of Euroscepticism among the Turkish public (Öniş, 
2008). On the European front, Turkophobia was also on the rise, which refers to the 
persistent negative European public opinion about Turkey. All of these factors resulted 
in the deterioration of ties with the EU, which was not only one of Turkey’s most 
prominent Western allies but also a benchmark for modernization. This weakening of 
ties had consequences in regards to Turkey’s belonging to the Western world. 

Against this backdrop, the JDP’s regional policy aimed to reconnect with Turkey’s 
neighbouring regions. This was dubbed “neo-Ottomanism”, which was a 
widely-discussed pejorative term used to articulate Turkey’s foreign policy strategy, 
particularly its revitalised ties with the Middle Eastern region and the Arab world 
(Murinson, 2009). This political ideology promoted political engagements with 
ex-Ottoman territories based on shared cultural and religious values. As I noted above, 
an overwhelming majority of the preceding Turkish governments had followed 
“moderate isolationism” from the Middle East to distance the country from the region 
in order to complement and reinforce its Westernisation efforts (Danforth, 2008, p. 
85). The reconnection with the region through revitalising Turkey’s Ottoman heritage 
contradicted these efforts. In turn, this approach was deemed a “shift of axis”, which 
presumed the reformulation of Turkey’s alliances and allegiances in favour of the 
Middle East. In other words, it assumes that revitalising ties with the Middle East on 
grounds of common religion and heritage contradicted Turkey’s modernisation, thus 
calling into question its Western allegiances. To reiterate, this was a result of the 
traditional use of symbolic geography, which perpetuated the dichotomy of the East 
and the West thereby deeming them mutually exclusive.  

To complement this foreign policy approach, from the early-2000s onwards, “image” 
became “a popular discursive weapon and a political catchphrase in the public debate 
on Turkey and the main political actors” (Kemming, 2006, pp. ii-iii). This was a result 
of a global “shift in political paradigms from the modern world of geopolitics and 
power to the postmodern world of images and influence” (Van Ham, 2002, p. 252). 
Therefore, Brand Turkey developed as the sum of the country’s tangible and intangible 
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assets, mainly its history and distinctively ambiguous geographic location, which led 
to its literal and metaphorical inbetweenness. 

Following the political emphasis on constructing a nation brand for Turkey, JDP 
began its efforts to articulate Turkey’s nation brand identity, which refers the 
formulation of visual and verbal cues to be conveyed to selected audiences. This stage 
began with the preparation of macro-strategies that would guide the branding efforts 
of various government agencies. Documents, namely Turkey’s Vision 2023, and 
Turkey’s EU Communications Strategy (Secretariat General for EU Affairs, 2010) are 
the main strategy documents that are produced for both external and internal 
audiences. Both documents utilise the “East meets West” trope to construct the 
inbetweenness through deploying Turkey’s geographically-grounded cultural heritage 
as both a political and tourism asset to communicate with external audiences. These 
macro strategies also serve are informal education instruments, which have been 
disseminated to internal audiences, the Turkish citizens, and to external audiences via 
the visual and verbal brand cues such as various visual images mediums, films, and 
slogans. Significantly, these documents also guide formal education, particularly, 
geography and history education as the “cradle of civilisation” discourse 
complemented by an “Anatolia-centred understanding of civilisation” has been 
incorporated into the secondary school curriculum. 

In 2007, then-Prime Minister Erdoğan announced Turkey’s Strategic Vision 2023 
(Vision 2023). Vision 2023 is an on-going programme initiated by the Turkish Asian 
Centre for Strategic Studies; a non-governmental think tank coordinated by and 
carried out under the auspices of the Presidency of the Turkish Republic. The Vision 
identifies Turkey’s objectives to be achieved by 2023, on the 100th anniversary of the 
Republic. These objectives are centred on six macro themes: international relations, 
international security, domestic politics, economy, education, science and technology, 
and culture. Vision 2023 also anticipates a set of events titled “Development of Values 
- Turkey Vision: Reference Values, Institutions and Persons”, which play “an 
important role on Turkey’s activity/reputation at regional and global level in the 21st 
century by revealing historical fundamentals and core attributes of the Anatolian 
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civilizations accumulation, constitute the third and the final stage of the project” 
(Official Website of TASAM n.d.). The Note titled “Civilisation Construction, Turkey’s 
Vision: Benchmark Values, Agencies and People” was produced in the scope of the 
“Development of Values” events. Its significance relies on its illustration of the shift 
from the cradle of civilisation discourse to an Anatolia-centred civilisation discourse. 
It states that while the West has become a civilizational benchmark for Turkey and 
other developing countries, many other civilisations have maintained their existence. 
The Note argues that these alternative civilisations have become more visible through 
globalisation. Challenging the Euro-American hegemony on the classical views of 
modernity, it implies that new centres of modernity are emerging by reinterpreting 
and reconstructing the Western model through constructing different institutional and 
ideological patterns. Against this backdrop, it positions an “Anatolia-centred 
understanding of civilisation” discourse as a solution to the alleged discontent with the 
West. To reiterate, Anatolia, also called Asia Minor, is the part of Turkey that is located 
on the Asian continent. Nonetheless, Anatolia-centred understanding of civilisation 
does not necessarily formulate Turkey as belonging in the Middle East. On the 
contrary, this discourse produces a hybrid cultural and geographic identity, which 
resembles the “cradle of civilisation” discourse. It places emphasis on the region’s 
contributions to various civilisations and cultures due to its role as a “home” to various 
ancient civilisations. 

This marks the growing emphasis on inbetweenness and hybridity through the 
positioning of Anatolia, and by extension Turkey, within the East-West, and 
North-South nexus. Many documents that were produced in the scope of Vision 2023 
allude to Turkey’s unique geographical location and the resulting cultural hybridity as 
the source of its exceptional characteristics. This formulates Turkey, more specifically 
the Anatolian region of Turkey, as the home of various ancient civilisations, which has 
yielded a civilizational model that is different from that promoted in traditional 
modernity theories. 

While Vision 2023 is the first macro strategy to highlight the general framework of 
Brand Turkey, the strategic messages were defined in Turkey’s European Union 
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Communication Strategy (EUCS- Secretariat General for EU Affairs, 2010). EUCS was 
a two-way strategy to inform the European publics about Turkey, and vice versa, to 
advance Turkey’s bid for EU membership. The EUCS governed the efforts between 
2010 and 2014. The document conceptualised Brand Turkey (ibid: 8) as a means of 
communicating with external/foreign audiences, thus a public diplomacy instrument. 
In doing so, this document explicitly deployed geography in formulating the strategic 
messages that would be conveyed through the Brand. The messages (ibid: 6) formulate 
Turkey as an economic and security-related contributor, owing to its growing 
economy, the Customs Union Agreement, Turkey’s involvement in the European 
Security and Defence Policy, and the fact that it constitutes a bridge between two 
regions. As such, the country’s geographic location is used to formulate Turkey’s 
function as a bridge and a transitional space between the Middle East and Europe. The 
EUCS also constructs Turkey’s unique, in other words, hybrid, culture and heritage, as 
contributions to the EU’s global image and reputation as evidence of its diversity. In 
doing so, the EUCS articulated Turkey as a “secular and modern” country following “a 
cradle of civilisation and religion” discourse, which is centred on Turkey’s 
shared-values with the EU. This constructs the country’s contributions to modern 
Western civilisation along with its religious, cultural and historical ties to the Middle 
East as the sources of cultural hybridity where the modern meets the traditional. In 
turn, ambiguous geographic belonging becomes a strength rather than a source of 
contestation. 

As I noted above, macro-strategies such as Vision 2023 and EUCS (2010) guide nation 
branding efforts by identifying the key strategic messages and the communications 
strategies. These are then articulated and conveyed to select foreign audiences through 
branding campaigns carried out under various channels of communication. Among 
the six “natural channels of communications”, tourism and exports are the preferred 
dimensions for the JDP government. Exploiting the tourism dimension is common 
among developing countries because such countries usually allocate a substantial 
budget to tourism in order to utilise the sector’s potential for economic growth as well 
as economic development. Tourism promotion is also a valuable venue for circulating 
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visual images and information about a country to those who are already seeking 
information on that country in general or a specific destination. Exports branding, on 
the other hand, is important for developing countries in terms of projecting an image 
of an industrialised country. Under the JDP government, both branding channels have 
their own branding campaigns, which deploy symbolic geography in varying degrees. 
It is important to reiterate that these campaigns have their own unique logos and 
slogans, which are conveyed to both internal and external audiences. As I discussed 
above, these visual and verbal shorthands explicitly or implicitly convey the messages 
defined in Vision 2023 and EUCS (2010). 

As a part of its nation branding strategy in 2014, the Turkish Ministry of Culture and 
Tourism introduced a new tourism campaign, titled “Home of” was instituted by 
Turkey’s Ministry of Culture and Tourism, and implemented by the Iconisus 
Advertising Agency. The “Home of” campaign is implemented through a website 
(http://www.hometurkey.com), thus it is primarily a digital campaign. It uses “Home 
of” as the first part of the slogan, and the second part is formulated by individuals who 
are interested in participating in the process. As such, the campaign intends to 
incorporate the Turkish public into Brand Turkey by giving them the opportunity to 
select elements of Turkey, Turkish culture, and destinations that would be used in 
promotional posters. This entails the creation of posters through the website as well 
the campaign’s mobile device application. The app, named “Turkey: Home” allows for 
the generation of posters that are linked to social media sites such as Instagram, 
Facebook, Pinterest and Twitter. It enables users to upload any picture that they 
associate with Turkey, add their own “Home of” slogan, and share it on social media. 
Therefore, since 2014 the Ministry of Culture and Tourism did not formulate the 
nation’s promotional materials but rather created a platform for the Turkish public 
and audiences to participate in the process. Posters created in the scope of the “Home 
of” project also drew on the cradle of civilisation, and the East meets West tropes while 
emphasising Turkey’s cultural traditions and civilizational history, rather than 
focusing on certain destinations/locations. The most significant aspect of this 
campaign is the slogan that overarches all the posters. As Vision 2013 anticipates, this 
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campaign was a strategic move to position Turkey as a “home” of various civilisations, 
religions and values. In turn, this diversity is the cornerstone of an Anatolia-centred 
civilisation approach.

One of the most important characteristics of this campaign was that it replaced the 
region-based promotion with a country-based promotion. To clarify, Turkey has seven 
geographical regions and these regions were promoted separately until 2014. These 
regions have different climates, locations, flora, fauna, and natural resources, which 
meant that the unique physical geography of each region appealed to different types of 
visitors. More importantly, these regions are associated with different empires, 
civilisations, cultures, and heritages. Therefore, the region-based differentiation 
enabled the formulation of hybridised representations through portraying a culturally 
diverse country. Consequently, different geographical regions in Turkey were no 
longer promoted separately. This meant that Turkey was promoted as a single entity, 
which complemented the Anatolia-centred promotion. This was publicised a new form 
of promotion, constructed as a nation branding campaign rather than a tourism 
promotion project. 

Furthermore, before this project, different visual and verbal cues were formulated to 
appeal to tourists from different regions and countries. This meant that narratives 
were diversified to appeal to the specialised interests of target audiences, leading to 
diverse campaigns. In other words, there were various promotional efforts for some of 
the most recognised destinations in Turkey. For instance, in the United States, Turkey 
was promoted as a meeting point of Europe and Asia with an emphasis on the former. 
In the Middle East, it was promoted as the home of the Ottoman Empire. The “Home 
of” campaign, on the other hand, introduced a streamlined approach to nation 
branding that went beyond tourism promotion. Instead, it aimed to relay “the 
dynamism and the potential of Turkey”, notions that have since become central to the 
construction of Brand Turkey (Republic of Turkey Ministry of Culture and Tourism, 
2015: 2). 
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Complementing the newly instituted tourism branding campaign, branding was 
further developed to enhance Turkish exports. On 28 September 2014, during the 
meeting of the Turkish Exporters Assembly in Istanbul, then-Prime Minister Erdoğan 
unveiled Turkey’s export brand logo. The new logo, “Turkey: discover the potential” 
replaced the longstanding “Made in Turkey” logo to call on the audiences to “discover” 
Turkey. The logo is composed of 8 design motifs used in traditional Turkish carpets, 
art, and architecture, to symbolise progress, synergy, world, meeting points, the West 
and the East, innovation, unity and harmony (Today’s Zaman, 2014; Official website of 
Turkey Discover the Potential). As this symbolism indicates, the logo in its entirety is a 
means of conveying Turkey as a crossroads for various cultures. The logo draws 
heavily on Vision 20203 and EUCS (2010) because it challenges the East/West 
dichotomy by presenting Turkey as the meeting point between the West and the East 
where there is unity and harmony among the people. In other words, the logo signals 
Turkey’s unique geographic location and the resulting cultural hybridity. 

The symbolism in the logo is complemented the project slogan; “Discover the 
potential”. At the unveiling the logo, Erdoğan stated that “Discover the Potential; this 
is not a brand. Turkey is the brand itself”, followed by the statement that “[f]rom now 
on, Turkey and Turkish products will better be introduced with the logo and slogan 
“‘Discover the potential’ ... These are all symbols of a new Turkey, a new strong Turkey 
having global aims. These are the symbols of Turkey’s self-confidence” (Official 
website of the JDP, 2014). This was aligned with Vision 2023, which included Turkey’s 
geographic location vis-a-vis its proximity to both Europe and the Middle East the 
main sources of its strength and potential. Strength, in this case, relies on the 
economic, political and cultural “potential” of the country arising from its 
“exceptional” geographic location. In other words, hybridity is the source of the 
country’s potential. 

Conclusion
Nation branding is a public diplomacy instrument, which constitutes an integral part 
of the state-to-public communication aspect of national images and representations. 
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Following this communications model, the process of branding is the key element of 
image and reputation building. These concepts are interlinked because of their 
dependence on representations and imagery. They merge particularly in the 
deployment of symbolic geography to link geography with culture, and cultural 
belonging. 

Leveraging geographic ambiguity, as evidenced in the long-lasting tradition of 
symbolic geography, has been an enduring practice in Turkey. This is particularly the 
case when geographic belonging is re-articulated in the light of changing national and 
international dynamics and interests. During the JDP period, both public diplomacy 
and nation branding became discursive assets in Turkey’s foreign relations, 
particularly in Turkey’s bid for EU membership as well as its attempts to become a 
more influential regional and global power through addressing regional sensitivities. 
In turn, the discursive reconstruction of Turkish geography came into play across the 
different dimensions of Brand Turkey.

As I argued above, successive Turkish government have exhibited their angst about 
“belonging” through using the connotations of the East and the West.  As it was the 
case for its predecessors, the JDP government has been positively exploiting the 
dichotomy between the East and the West, using their connotations embedded in the 
political discourse through the systematic use of symbolic geography. The strategy 
documents guiding the nation brand identity of Brand Turkey is the key to 
understanding the geographic representations used to articulate the country’s 
inbetweenness. Turkey remains a geographical “bridge” between Europe and Asia, 
which also functions as a metaphorical cultural bridge. In turn, Brand Turkey 
accentuates hybridity over inbetweenness because of the discursive construction of an 
Anatolia-centred understanding of civilisation in strategy documents. 
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A large number of words of the scientific vocabulary has been created based on 
words or roots from classical languages, Ancient Greek and Latin, and are 
common concepts in many different languages. These words form the 
International scientific vocabulary. Geography, a science with roots reaching 
back in time in many countries, has its own scientific terminology, which is 
based mainly on Greek words and roots. The name of science goes back to 
Ancient Greek geographer pioneers around 300 BC. Basic concepts of 
geography with Greek roots are, e.g. atlas, ocean, energy, meteorologist, aerial, 
ecosystem, agriculture, anemometer. The words from the Latin are, e.g. vital, 
natural, model, lava. In the present paper, we examine international words, 
with Greek origin, in geography over the concepts of culture and perceptions of 
the world, originating from antiquity with enduring value until today. The view 
presented in this paper is that these concepts could be utilised in the teaching 
approach of geography and natural sciences, so that students comprehend them 
more clearly.  Common roots of our culture are highlighted. 

loanwords, internationalisms, geography, etymological maps, word families
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Theoretical background
The language is a vehicle, an implement, through which a people’s culture and 
philosophy with particular characteristics are cultivated, developed and expressed. 
Behind each word’s history lie people’s culture, values and prospects in science and 
art. According to the linguist philosopher Wittgenstein, “the limits of my language 
signify and define the limits of my world”. Teachers should aim to create a common 
attitude towards education and training of the students. To this direction, the Greek 
students should be able to study the linguistic loans of the Greek language from other 
languages through the systematic observation of words encountered in science 
textbooks and to seek etymologically what their language of origin is. For example, in 
the etymological part, the index eng. means that the entry is etymologically related to 
the English language (Aspects of vocabulary). Similarly, students from other countries 
should be encouraged by their teachers to search the etymology of words for a better 
comprehension of the context and perceptions that each word carries. That is to say, 
through the etymological part the student can deduce the way (how) and the period 
(when) a lexical unit entries the Modern Greek and to combine this information with 
its meaning.

The teaching of Greek as a second/foreign language is associated with the contribution 
of Ancient Greek to the vocabulary of Modern European languages and to the 
international scientific terminology through teaching of Modern European languages. 
That is to say, the Ancient Greek roots in the European languages not only facilitate 
the Greek speakers who learn these languages, but can also make the study easier for 
the European language speakers who learn Modern Greek as a second/foreign 
language.

Dealing with scientific data, apart from the excellent research interest, can also benefit 
teaching and turn it into a meeting point for cultures, can enhance national confidence 
for the present and not for the glory of the past through the ascertainment of 
languages’ common characteristics on one hand and their particularities on the other, 
since "the words teach history” (Giannoulopoulou, 2000).
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Loanwords-Repatriated Loans
Borrowing words is an integral part and a natural consequence of language contact 
both in group and individually with social, cultural or ideological roots and 
ramifications (Anastasiadis-Simeonidis, 1996 Anastasiadis-Simeonidis, 2001).These 
borrowings constitute a normal fact and are found in all languages. The language 
functions with its own dynamic, integrating the words which are needed and 
discarding those which are not (Konstantinidis, 1993). 

Due to its geographical location and long history, the Greek nation has had several 
influences in its vocabulary. After all, the vocabulary of a language is where the 
phenomenon of borrowing is obvious and immediately observable (Papanastasiou, 
2001). The linguistic borrowing has many different aspects and is not identified simply 
with the adoption of a foreign word of a specific form and meaning (Aspects of 
vocabulary). 

These borrowings are distinguished in two major categories:

• in loanwords from the later European languages, in which the inherent were 
created as scientific terms based on the Ancient Greek or Latin elements (Portal 
for the Greek language). These words were transferred to Modern Greek under 
specific vocabularies with the intervention of educated speakers of the Greek 
(scholar borrowing), who imposed the necessary morphological and phonological 
adaptation. Already from the first texts of the Greek language (the texts of the 
linear B, dated in the 14th-13th century BC) we find words that are loans from the 
old Eastern Mediterranean cultures with which the Mycenaeans had established 
trading activities.

As a result, the form of these words is beyond suspicion to the average native speakers 
of the Greek for the fact that they are products of linguistic borrowing (Aspects of 
vocabulary) [e.g., though the word “hydrometer” gives the impression of Ancient 
Greek, it derives from the French word “hydromètre”, which in turn was formed based 
on the Greek words “water” and “meter” (measure). The word “abiogenetic” derives 
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from the English “abiogenetic<abiogene(sis)”, which derived from the a-privative, the 
“bio” (life) and the “genesis”] and 

• in repatriated loans, i.e. popular words (non-literary) which, while deriving from 
a foreign language, the foreign language had borrowed them from an earlier 
phase of the Greek (Babiniotis, 2011) [e.g., the word “tourism”, derives from the 
French word “tourisme”, which comes though from the Ancient Greek word 
“τόρνος” =tool used by the carpenter to make curves]. The reborrowing words are 
products of exchange between the Greek and other languages, such as the 
Turkish, the Latin, the Italian, the French and the Arabic, while there are a few 
reborrowings from the German and the English language (Aspects of vocabulary).

A borrowing product, however, can also be considered a morphological element: a 
prefix or a suffix. The prefix per- is defined as Greek by the preposition peri-, while the 
suffix -um of neutral nouns is defined as Latin, e.g. calcium (Papanastasiou, 2001).

Internationalisms
The term “internationalisms” or “Greek-originated foreign words” refers generally to 
literary words, i.e. scientific terms, which were created in a foreign language (e.g. 
Latin, English, French, German) through Greek elements. These terms are usually 
compound words (Babiniotis, 2001). According to Wexler (1969, pp. 77) in 
Giannoulopoulou (2000), “internationalism is a word encountered in a number of 
non-related languages or language families, and is characterised by similar 
orthographic or phonetic form and common semantic field partially or in total· 
internationalisms are very often of Ancient Greek or Latin origin”. Thus, lexical units 
common to the native speaker of English, such as geography, technical, antibiotic or 
limited to the scientific terminology, such as metalexicography, neologism, are called 
internationalisms or Europeanisms or even neo-classical combinations, have 
corresponding terms in other European languages and constitute the core of what the 
Webster’s Third New International Dictionary names the “International Scientific 
Vocabulary” (ISV). The International Scientific Vocabulary includes the loanwords 
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from identification, words formed in foreign languages –including English– based on 
the Ancient Greek elements then passing on to Modern Greek. This vocabulary 
interests linguists and especially adults (Papanastasiou, 2010). They are characterised 
by similar spelling and phonetics, but their morphology may vary.

They operate "in many languages that serve as mediums for education, culture, 
science, and technology." Apart from European languages, such as Russian, Swedish, 
and Spanish, ISV lexical items also function in Japanese, Philippine languages, and 
other Asian languages.

The internationalisms are characterised as lettered entries (lemmas) and are not full 
vocables but composites, prefixes and suffixes, and are connected with the English, 
French, German and Latin language (Aspects of vocabulary).

According to Skiadas (2014), the internationalisms comprise an important part of 
borrowing words. Therefore, they are lexical units found in other languages and 
appear either marked negatively or unmarked as to their ethnic origin. These words –
as to their formation– have roots in Ancient Greek and Latin. In English there is a 
variety of such terms which were later borrowed by Modern Greek and are scholar 
lexical units, which morphologically are derivative or compound words. Such lexical 
units are basically observed in Greek borrowing from English. The adjectives are 
examples of derivative terms. The word anodikos (increasing) is borrowed from the 
English term anodic<anod(e) (=increase) (=anod(os) + -ic = ikos). The learner can 
easily realise the existent correspondences between English and Greek, e.g. the 
English first component electro- corresponds to the Greek elektro-, the English second 
component -logist corresponds to the Greek -logos, the English second component 
-phone corresponds to the Greek -phono etc. Furthermore, the (adult) speaker of 
English who learns Modern Greek and already knows several of these English words, 
immediately recognises in them the Greek elements, so that the same English words 
begin to acquire a semantic transparency that they previously did not have 
(Papanastasiou, 2010). The significant number of repatriated loans and 
internationalisms can serve as a starting point in order to be understood that the 
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linguistic borrowing is a continuous exchanging process between languages that are in 
contact and mutually enriched (Aspects of vocabulary). 

In the Hellenistic period, with the further development of both science and theological 
thought, new words or old ones with a modified meaning, entered the Latin language 
and eventually became common property of the rest of the world. Some examples are: 
geography>geography, astronomy>astronomy, retrospection>astrology (in Ancient 
Greek this word had the meaning of "astronomy"). The oldest word '' theology '' has 
acquired a very special meaning and passed into Latin in the form of theology.

As was the case with the ancient words, many Hellenistic ones were directly adopted 
by modern languages without the Latin intermediate, such as biography> biography, 
insects (term created by Aristotle) > entomo- (Petrounias, 1996).

The Ancient Greeks with their rich imagination and inventive spirit were 
word-builders and pioneers in Europe, as underlined the English Linguistics Professor 
R.H.Robins in his extract at the London University (Konstantinidis, 1993). The 
Modern Greeks followed the same path, by composing lexical structures. The synthesis 
–as a highly productive process also in Modern Greek– is directly related to the 
loanwords from English. It indicates, yet demonstrates the degree of absorption and 
consolidation of borrowed lexical units in the subsystems of a language. According to 
this phenomenon, complicated morphological shapes are created by at least two stems 
(Ralli, 2005; Xydopoulos, 2008).

Α. The word type according to its formation: simple, derivational, 
compound.

The ISV contains either simple Ancient Greek words (nouns, names, verbs, 
prepositions etc.), or greek/latin stem with a derivative ending, or compound words. 
Compounding is a very productive language mechanism in most languages. 

Lexical types and their origin (table 1)
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Table 1: Word structureTable 1: Word structureTable 1: Word structureTable 1: Word structure

Word structureWord structureWord structure

simple derivative compound

Greek 
(κλίµα=climate)

climate climatic microclimate

Latin (terra=earth) terrace terrain
subterranean, 

terracotta

B. Τhe words according to the period to which they belong

Original Ancient Greek words (names of mythology, places and simple concepts) 
(table 2)

Table 2: Word comparison ITable 2: Word comparison ITable 2: Word comparison ITable 2: Word comparison ITable 2: Word comparison I

Greek English Turkish Danish Latvian

Ωκεανός Ocean Okyanus ocean okeāns

Άτλας Atlas Atlas atlas atlantes

Ηχώ Echo eko ekko atbalss

κέντρον centre merkez centrum centrs

µετεωρολόγο
ς

meteorologist
meteorolojiuzm

anı
meteorol

og
meteorol

ogs

στάδιον Stadium stadyum stadion stadions

The role of Geography in education
European University Geography is believed to have been born in Berlin in 1820 when 
Ritter took up his first university seat. Explorations funded by Geographical 
Companies that were established in the years to come, strengthen descriptive 
geography. At the same time, Ritter taught "Applied Geography", i.e. geography 
directed to the objectives of administration, politics and space management 
(Leontidou, 2005, 77).
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The position of Geography in the educational system has been the subject of research 
in recent decades both in Greece and in other countries.

 England has a long and confirmed tradition of studying and teaching the lesson of 
Geography. This thesis is based on the comparative study of the Greek and English 
Geography and Biology lessons (Gioti and Katsikis, 2007). The teaching manual is still 
considered the most important medium of teaching and learning. The reasons that 
make it so important is that it directs the course of teaching as the main source of 
information, constitutes a source of information, provides motivation, offers an 
autonomous, valid and generally accepted material collection, is directly accessible 
and performs other functions such as school work, provides exercise on theory and 
controls the success of learning, contributes to the socialization of pupils (Bonidis, 
2004).

Students should learn to use geographic language and design maps and charts to pass 
on geographic information. To achieve this, they must learn to recognise each word 
they meet and analyse it in their components so that they can at any time understand 
the exact meaning of it (Gioti and Katsikis, 2007).

An exact definition of Geography is: “Science that studies the surface of the earth as a 
human dwelling place. He talks about the ways in which space shapes human life and 
the opposite” (Tercenlis, Iosifidis and Chorianopoulos 2007).

Methodology- Sample
In order to recognise the value of analyzing the etymology of words even in natural 
science lessons, which contributes to a better understanding of syllabus, an 
experimental teaching was conducted.

Specifically, two classes of the fifth grade of a private primary school in the area of 
Attika, were chosen, each consisted of 25 Greek students. The students were boys and 
girls at the age of 10-11 years old. The researcher-teacher taught a chapter (chapter 16) 
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of the fifth grade’s geography school book, with duration of two teaching 
hours/periods on each class.

The differentiation was the following: in the first class, the researcher began the 
geography lesson by reading the texts from within the book and giving further 
information for the above chapter. She answered any question or unknown words that 
the students had. In the second class, the researcher used the first period looking for 
words from within the specific chapter’s text, along with the students. Together they 
analysed their etymology and categorised them by creating word-families, which is 
words with a common theme (abiotic, biotope, biomass, aquatic (υδρόβιος) etc.). It is 
to be noted, that the researcher did not proceed into describing the chapter, but 
actually elicited its full meaning from the students themselves. Consequently, they 
discussed about the topic they would be involved with in the present chapter, and they 
referred to the etymological dictionary to find out whether the words they gathered, 
shared the shame root in English, or if they presented a different etymology (i.e. in 
Greek /βιοσυσσώρευση/ in English /bioaccumulation).

Hence, in the first class, the meaning of the words was given straight from the 
researcher without any further analysis, utilising both periods of the geography lesson, 
while in the second class, the first period was devoted to etymological analysis of the 
words (lexical dimension), while the second was related to the content of the chapter 
(semantic dimension).

Students in the first class were divided into groups of 5, and each group was assigned 
to seek words from a chapter within both a Greek and English geography book. The 
following was prepared from the English Geography Cambridge IGCSE-page 98, 
which concerned the river basins and the water circle:

“In studying rivers, reference is made to the basin's hydrological cycle. In this, the 
drainage basin is taken as the unit of study rather than the global system. The basin 
cycle is an open system: the main input is precipitation which is regulated by 
various means of storage. The hydrological cycle refers to the movement of water 

257



between the atmosphere, the lithosphere and the biosphere. At global scale, it can be 
considered as a closed system with no losses from the system.”

The criterion of choice of words in the English textbook was to “remind” 
etymologically a Greek word, as the students were trying to translate it. Thus, the 
students, by refining the text, ended up distinguishing the words: hydrological, 
system, cycle, atmosphere, lithosphere, biosphere which in their opinion reminded 
some Greek. Then, the students recorded these words and searched for a word of the 
same etymological family in the Greek textbook. Finally, with the use of  
text2mindmap.com and inspiration9 software, they created the etymological map of 
each word (etymological maps, pictures 1,3,5,6).

Research results
The department, in which etymology was taught, understood the geographic terms it 
encountered more quickly and in a more meaningful way. We believe this is due to a 
deeper study of the etymology of words, which has contributed to their more effective 
understanding.

Also, these students have been trained to continually seek out the roots of words and 
to consult dictionary and online resources to retrieve knowledge without waiting for 
the teacher to read it. They become more participatory and active in teaching. 
Geographical terms are not an inaccessible object, but a familiar means of 
understanding the environment where they live. At the same time, the search for the 
corresponding English entry contributes to their familiarization with English and 
international terms.

Words as research result

In the present study there was a collection of words with Greek origin taken from 
English and Greek manuals of schoolbooks, which are very similar to Greek ones. 
Looking for their etymology though, it was determined that although many words 
originate from the Greek, they acquired their present meaning from words of the 
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Western world (France, Germany, Italy etc.). Therefore, the submitted words are 
divided to the following categories: ancient, subsequent and contemporary words. 
Examples of these words are: 

A. Ancient (entirely Greek stem)

✴ crisis < anc. krisis = decision
✴ antibiotic < anti+biotic < Ancient Greek, anti+ Ancient Greek, biotikos < bios = 

life
✴ meteorology < Ancient Greek, meteoros + -logos < v. lego = the observation and 

examine of meteors, of celestial phenomena
✴ political < Ancient Greek, polis / Latin politicus /= politikos (Aristotle has 

already referred to politikos on in his book “Politics”)
✴ aerospace < Ancient Greek, air (aeros) + anc. v. spizo = expand constantly
✴ geothermal < Ancient Greek, gi (geo-) + thermos (warm / hot)
✴ electromagnets <Ancient Greek, ilektron + magnitis (Magnesia county)
✴ epicentre < Ancient Greek, epi + kentron = cutting point / Latin centrum= 

stable, firm compass point
✴ tectonics < Ancient Greek, tekton - onos =carpenter, technician/ he who refers 

to the structure of the earth’s crust
✴ seismic < Ancient Greek, seio = shake
✴ photosynthesis < Ancient Greek, fos (fotos) + synthesis < v. syntithimi = 

biochemical reactions through which green plants convert light energy into 
chemical energy in the form of sugars (molecules that store energy).

B1. Subsequent (Greek root but were later influenced by Latin)

✴ echo < medieval Engl. ecco, ekko < Latin ecco < echo < Ancient Greek, icho < 
ichi

✴ hierarch(y) < Latin, hierarcha < Ancient Greek, ierarchis, ierarchia
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✴ homeostasis < Latin, homoeostasis < Ancient Greek, omoios + istimi = 
omoiostasi

✴ camera < Italian, camera < Latin, camera (obscura) < Ancient Greek, kamara 
(repatriated loanword) = room

✴ telescope < Ancient Greek, tele + -skop(ion) < v. skopo(-eo) = carefully observe, 
examine / Latin telescopium / French telescope

✴ stadium <Ancient Greek stadion < Latin statium = originally unit of space 
measurement, later: stadium / field 

✴ microphones <Ancient Greek, mikro- + -fon(o) = originally, he who has an 
unsound voice < voice / French microphone = a device through which the sound 
is converted into an electrical signal (1880)

✴ trampoline < Italian, Latin trampolino = stilt / German trampeln = shake with 
the feet / mattress

✴ comet < Latin, comes-itis = partisan, follower
✴ galaxy < Ancient Greek galaxias <gala, -ktos / Latin galaxias/ English galaxy/ 

French galaxie/ German Galaxis / Italian galassia
✴ carcinogens < Ancient Greek, karkinos < karkaros  / crab (with a hard shell) + 

genesis / Latin cancer = carcinogenic

B2. Later word compounds formed in the Greek or Latin language, with Greek 
roots (table 3)

Table 3: Word comparison IITable 3: Word comparison IITable 3: Word comparison IITable 3: Word comparison IITable 3: Word comparison II

Greek English Turkish Danish Latvian

σεισµικός seismic sismik seismisk seismisks

τηλεσκόπιο telescope teleskop teleskop teleskops

γαλαξίας galaxy gökada galakse galaktika

ατµόσφαιρα atmosphere atmosfer atmosfære atmosfēra
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Contemporary (internationalisms – Greek root but were influenced by sciences 
of the Western world)

✴ Ecotourism < Ancient Greek, oikos+tourism (<tour<ancient French tour/ tourn 
< torner / tourner < Latin, tornare, infinitive of torno < tornus < Ancient Greek, 
tornos < Indo-European root=twist, twirl, roll (1982)

✴ Hydroponics < ydro- + ponia(translated loan from English:  hydroponics < 
Ancient Greek ydor + ponos) // (neologism) (botany) the cultivation of plants 
not in the ground, but with their roots immersed in water which contains 
appropriate nutrients 

✴ Genetics < Ancient Greek genesis / French genetique / English genetics /= 
branch in Biology which studies heredity 

✴ Geography < Ancient Greek, gi = earth (geo-) + grapho = write / English 
geography // = science related to the description of the earth’s surface and its 
phenomena 

✴ Geology <Ancient Greek, gi (geo-) + lego = say / English geology // = science 
which studies the formation and evolution of the earth, life and flora 

✴ Demography < Ancient Greek, demos + grapho < v. deomai = apportion, 
distribute (first to the section area and then on to the people)/ French 
demographie (1855) /= science involved in the statistical study of populations, 
especially of humans, of a certain place and time in order to  determine the 
amount of residents, its formulation, its variations and all its causing 
phenomena.  

✴ Electricity < Ancient Greek, ilektron < ilektor = bright, brilliant, sparkling / 
Latin electricus/ French electricite (1811)

✴ Lithosphere < Ancient Greek, lithos (stone) + sphera / Latin sphaera/ 
French  lithosphere (1890) //= (geology) the outer casing of every rocky planet.  
On Earth it consists of the solid crust and a part of the upper mantle (layer). 
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✴ Antigens < Ancient Greek, anti + gonos < v. gignomai / French antigene = 
generally to define a composite molecule (protein, polysaccharide, lipid and 
nucleic acid) which can react with an antiparticle. 

✴ Hydrotropism <Ancient Greek, ydor + tropi < v. trepo = twist / French 
hydrotropique (1888) // = an ostensible rotation of the sun 

✴ Biomass < Ancient Greek, bios (=life) + maza < v. masso = compress / English 
biomass

✴ Biosphere < Ancient Greek, bios + sphera < v. spargo = spring, jump / spairo = 
flounder, wriggle / French biosphere (1891) // = the amount of living organisms 
and the space they grow and reproduce on Earth.

B3. Modern/contemporary compound words with Greek roots formed in 
European languages (table 4)

Table 4: Word comparison IIITable 4: Word comparison IIITable 4: Word comparison IIITable 4: Word comparison IIITable 4: Word comparison III

Greek English Turkish Danish Latvian

οικοσύστηµα ecosystem ekosistem økosystem ekosistēma

δηµογραφία demography demografi demografi demogrāfija

ηλεκτρο-
µαγνητικός

electro-
magnetic

elektro-
manyetik

elektro-
magnetisk

elektro-
magnētiskā

βιοµάζα biomass biyokütle biomasse biomasa

υδρόµετρο hydrometer hidrometre hydrometer hidrometrs

γεωθερµικός geothermal Jeotermal geotermisk ģeotermālā

Word families

All words, derivatives and compounds, made from a word are called related words. 
The related words form a family word. 
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The words that derived from the books studied are loanwords or repatriated loans of 
the Greek language. Many have a common “origin”, i.e. they belong to the same 
word-family. With the categorization into groups based on their theme, the Greek 
and/or foreign students can easily notice the relation and connection between these 
words. The following alphabetical categorisation is based on the English alphabet.

Α.
✴ Aerospace - air: Anc. Gr. = air < Anc. Gr. v. (= rise, lift)
✴ Agriculture - anticultural - agrobacterium - agritourism: Anc. Gr. (= agros), Lat. 

ager (= agros) (probably from the Anc. Gr. v. ago= carry, lead the sheep to the 
farm)

✴ Αsteroid - astronomy: Anc. Gr. astron [astir] (= star)
✴ Αtmosphere - atmospheric: Anc. Gr. atmos 

Β. 
✴ Biosphere - biomass - biological - biology – biotic - abiotic - antibiotic - 

biotechnological: Anc. Gr. bios(= life) Lat. vivus

C. 
✴ Central - decentralisation - concentration - centripetal - epicenter - geocentric - 

heliocentric: Anc. Gr. kentron Lat. centrum(= cutting point, sharp / stable, firm 
compass point)

✴ Climate - climatic - climatologists - climogram - microclimate: Anc. Gr. klima < 
Fr. climat

✴ Crisis - criteria: Anc. Gr. krisis (=decision, choice), <Anc. Gr. v. (= judge, decide) 
Lat. crisis

✴ Cycling - cyclonic - anticyclone: Anc. Gr. kyklos (= circle) < Anc. Gr. v. kylio (= 
roll, rotate)
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D. 
✴ Demographers - demographic - demography: dimos (= municipality) + grapho 

(= write, draw) < Anc. Gr. dimos < Anc. Gr. v. deomai (= apportion, distribute 
[first to the section area and then on to the people])

Ε. 
✴ Economic - economists - economically: Anc. Gr. oikonomikos < Fr. economique
✴ Ecosystem - ecotourism - ecological: Anc. Gr. oikos (= house, home)
✴ Electricity - electromagnets - electric - electron: Anc. Gr. ilektron < ilektor (= 

bright, brilliant, sparkling) Lat. electricus

G. 
✴ Generation - generalizations - genders - genetically - genetic - genotypes - 

orogenic - antigens - arcinogens - homogenised - antropogenic - endogenous - 
exogenous - oxygen: Anc. Gr. genea, genia, genos (= race, family, descendant) 
<Anc. Gr. v. genno (= engender, give birth) Lat. genus

✴ Geographical - geography - geology - geological - geothermal - geocentric - 
geotropism - geomorphologic: Anc. Gr. gi, gaia (= earth)/ geo-/ gaio-

✴ Graphical - graph - topography - cartographer - cartography - geography - 
demography - hydrographic - typography - diagram - histograms - programme - 
photographs: Anc. Gr. grapho (= draw in lines)

H. 
✴ History-historical: Anc. Gr. istor(= arbiter, observer, witness, cognizant) + 

oros(= term)< Lat. historia
✴ Hydraulic - hydrology - hydrological - hydrotropism - hydrographic - hydrogen - 

hydrochloric: Anc. Gr. ydor (= water)
✴ Homeostasis-homeothermic-homogenised-homologous-homozygous: Anc. Gr. 

omoios (omou = together + -ios)= common, combined, identical 
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I. 
✴ Ions - ionospheric: Anc. Gr. v. eimi (= exist) / come< Engl. Ion (= charged atom 

or molecule)

L. 
✴ Technological - climatologists - geological - hydrological - homologous - 

ecological - meteorologist - biological - morphology: Anc. Gr. v. lego (= say, tell)

Μ. 
✴ Thermometers - seismometer - barometer - anemometer - calorimeters: Anc. Gr. 

v. metro (= define, assign, call) Lat. metrum

O. 
✴ Οrganic - organisms: Anc. Gr. organon(= tool) Lat. organum
✴ Orographic-orogenic: Anc. Gr. oros <Anc. Gr. v. ornymi (= provoke, charge, 

rush) Lat. urvare (= open, split)

P. 
✴ Photochemical - photographs - photosynthesis: Anc. Gr. phos < Anc. Gr. v. 

phaino = reveal, represent, show
✴ Political - politicians - megalopolis: Anc. Gr. politis / polis (= city)

S.
✴ Seismic - seismometer - seismograph: Anc. Gr. v. seio (= move, shake, convulse)
✴ Sphere - hemisphere - atmosphere - troposphere - stratosphere - mesosphere - 

exosphere - lithosphere - atmospheric: Anc. Gr. sphaira (= sphere) <Anc. Gr. v. 
spargo (= spring, jump) (spairo = flounder, wriggle) Lat. sphaera

✴ System - ecosystem: Anc. Gr. systima <Anc. Gr. v. syn (= plus) + istimi (= 
connect, attach, append, stand by) Lat. systema
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T.
✴ Technology - technological - biotechnological - tectonics: Anc. Gr. tekton (= 

carpenter, artisan, technician)
✴ Thermometers - geothermal – hypothermia - homeothermic: Anc. Gr. theros (= 

heat, warmth, summer)

Application of software in the teaching process

The students at a later stage used an online free software, "text2mindmap.com", to 
create conceptual and etymological maps with a central word-idea one of the words 
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Picture 1: Etymological map geo-: The map was created with the words the students identified 
in the geography books they studied [text2mindmap].



they had previously encountered in the Greek and English textbooks they studied. In 
this way, students receive much more consolidated knowledge, while the researcher 
can check whether the knowledge has been fully mastered by the students or needs 
further explanation (etymological maps, Pictures 2, 4).

geo- [jeo] = earth (Table 5)

These formats are derived from the land-based example.

It comes from ancient generic to the real earth.

Table 5: Inclination  of the word earthTable 5: Inclination  of the word earth

Ενικός αριθµός

Ονοµαστική η Γη

Γενική της Γης

Αιτιατική τη Γη

Kλητική Γη
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Picture 2: Etymological map land: The above map was created as an extension of the word in 
other semantic fields. [text2mindmap].



Based on the various forms of the slope of ancient land, the students used geo search 
engines to create the following tables (tables 6,7,8). Table 6 presents words of 
geography from the scientific vocabulary that relate to the earth and its study. For 
example, geomagnetism is the magnetism of the earth.

Table 6:Word family geo-Table 6:Word family geo-Table 6:Word family geo-

Γεω-Γεω-Γεω-

ΟυσιαστικάΟυσιαστικά Επίθετα

γεωγραφία γεωργία γεωθερµικός, -ή, -ό

γεωδαισία γεωργός γεωκεντρικός, -ή, -ό

γεωθερµία γεωστατική γεωλογικός, -ή, -ό

γεωλογία γεωτροπισµός γεωµαγνητικός, -ή, -ό

γεωλόγος γεωχηµεία γεωµετρικός, -ή, -ό

γεωµαγνητισµός γεωσκώληκας γεωπολιτικός, -ή, -ό

γεωµετρία γεώφυτο γεωπονικός, -ή, -ό

γεωπολιτική γεωπόνος γεωργικός, -ή, -ό

γεωπονία γεωστατικός, -ή, -ό

γεωστρατηγικός, -ή, -ό

Table 7: Word family gaio-

γαι(ο)-

Ουσιαστικά

γαιάνθρακας

γαιοκτήµονας

γαιοκτησία
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Table 8: Word family gi-Table 8: Word family gi-

γηγη

Ουσιαστικά Επίθετα

γήλοφος γηγενής, ής, ές

γήπεδο

Specialised vocabulary

(Science) It also geographies botanical and zoological names.

− earthworm, rooted

Words related to the earth are also formed with the constituent earth - which 
derives from the word of Ancient Greek earth (= earth).

− coal, landowner, landowner

From the real earth comes also the earth component - which answers words such 
as:

− native, native

− stadium

(Lexiscopio, 2008).

γεννώ = tο give birth. (table 9a, 9b, 10)

1. I: I do, I do 3: She gave birth to twins.

I: create, invent, produce1: His mind constantly generates ideas.
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Picture 3: Etymological map gene-: The above map was created with the words the students 
identified in the geography books they studied. [text2mindmap].

Picture 4: Etymological map birth / gender: The above map was created as an extension of the 
word in other semantic fields. [text2mindmap].



1. S: Generation, Soi2 Prof., Beast1: The genus of the Kolokotronaias

2. Σ: race, ethnicity, nation, race1: the genus of the Greeks

3. S: species2: the human genus

4. S: sex1: female genus

Table 9a: Inclination of the word genno=gennusTable 9a: Inclination of the word genno=gennusTable 9a: Inclination of the word genno=gennusTable 9a: Inclination of the word genno=gennus

ΕΝΕΡΓΗΤΙΚΗ ΦΩΝΗΕΝΕΡΓΗΤΙΚΗ ΦΩΝΗΕΝΕΡΓΗΤΙΚΗ ΦΩΝΗΕΝΕΡΓΗΤΙΚΗ ΦΩΝΗ
Ενικός Πληθυντικός

Ενεστώτας-
Οριστική

α
β
γ

γεννώ & γεννάω προφ.
γεννάς
γεννά & γεννάει προφ.

γεννάµε & γεννούµε
γεννάτε
γεννούν

Ενεστώτας-
Προστακτική β γέννα γεννάτε

Ενεστώτας-
Μετοχή γεννώνταςγεννώντας

Αόριστος-
Οριστική

α
β
γ

γέννησα
γέννησες
γέννησε

γεννήσαµε
γεννήσατε
γέννησαν

Αόριστος-
Υποτακτική

α
β
γ

γεννήσω
γεννήσεις
γεννήσει

γεννήσουµε
γεννήσετε
γεννήσουν  

Αόριστος-
Προστακτική β γέννησε γεννήσετε & γεννήστε

Αόριστος-
Απαρέµφατο γεννήσειγεννήσει

Παρατατικός-
Οριστική

α
β
γ

γεννούσα
γεννούσες
γεννούσε

γεννούσαµε
γεννούσατε
γεννούσαν
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Table 9b: Inclination of the word genno=gennusTable 9b: Inclination of the word genno=gennusTable 9b: Inclination of the word genno=gennusTable 9b: Inclination of the word genno=gennus

ΠΑΘΗΤΙΚΗ ΦΩΝΗΠΑΘΗΤΙΚΗ ΦΩΝΗΠΑΘΗΤΙΚΗ ΦΩΝΗΠΑΘΗΤΙΚΗ ΦΩΝΗ
Ενικός Πληθυντικός

Ενεστώτας-
Οριστική

α
β
γ

γεννιέµαι & 
γεννώµαι γεννάσαι & 
γεννιέσαι
γεννάται & γεννιέται

γεννιόµαστε 
γεννιέστε 
γεννιούνται & γεννώνται

Ενεστώτας-
Προστακτική β γεννιέστε

Αόριστος-
Οριστική

α
β
γ

γεννήθηκα 
γεννήθηκες 
γεννήθηκε

γεννηθήκαµε 
γεννηθήκατε 
γεννήθηκαν

Αόριστος-
Υποτακτική

α
β
γ

γεννηθώ 
γεννηθείς 
γεννηθεί

γεννηθούµε 
γεννηθείτε 
γεννηθούν

Αόριστος-
Προστακτική β γεννήσου γεννηθείτε

Αόριστος-
Απαρέµφατο γεννηθείγεννηθεί

Παρατατικός-
Οριστική

α
β
γ

γεννιόµουν
γεννιόσουν
γεννιόταν

γεννιόµασταν & γεννιόµασ
τε γεννιόσασταν 
γεννιούνταν 

Παρακείµενος-
Μετοχή γεννηµένος/η/ο γεννηµένοι/ες/α

Table 10: Inclination  of the word genno = gennusTable 10: Inclination  of the word genno = gennusTable 10: Inclination  of the word genno = gennus

Ενικός αριθµός Πληθυντικός αριθµός

Ονοµαστική το γένος τα γένη

Γενική του γένους των γενών

Αιτιατική το γένος τα γένη

Kλητική γένος γένη

(Lexiscopio, 2008)(Lexiscopio, 2008)(Lexiscopio, 2008)
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Εtymological maps with the use of inspiration9 software

Sphere: Αnc.Gr. sphaira (table 11)

Sphere: Αnc.Gr. sphaira<Αnc.Gr.v.spargo(= spring, jump) (spairo = flounder, 
wriggle) II lat. sphaera 

bullet.

1. Σ: ball1

2. Σ: bullet1, fireball, pop-folk + cog.

3. Σ: shotgun

4. Σ: domain1, space3, domain1, spectrum2: in the sphere of philosophy

bullet bullet Prof.

S: lightning: He left a ball for the house!

Table 11: Inclination  of the word sphereTable 11: Inclination  of the word sphereTable 11: Inclination  of the word sphere

Ενικός αριθµός Πληθυντικός αριθµός

Ονοµαστική η σφαίρα οι σφαίρες

Γενική της σφαίρας των σφαιρών

Αιτιατική τη σφαίρα τις σφαίρες

Kλητική σφαίρα σφαίρες

(http://www.neurolingo.gr/el/online_tools/lexiscope.htm?
term=%CF%83%CF%86%CE%B1%CE%B9%CF%81%CE%B1)
(http://www.neurolingo.gr/el/online_tools/lexiscope.htm?
term=%CF%83%CF%86%CE%B1%CE%B9%CF%81%CE%B1)
(http://www.neurolingo.gr/el/online_tools/lexiscope.htm?
term=%CF%83%CF%86%CE%B1%CE%B9%CF%81%CE%B1)
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Hydro-: Αnc.Gr. ύδωρ (table 12)

water neutral. Log.

S: water

Table 12: Inclination  of the word hydro-Table 12: Inclination  of the word hydro-Table 12: Inclination  of the word hydro-

Ενικός αριθµός Πληθυντικός αριθµός

Ονοµαστική το ύδωρ τα ύδατα

Γενική του ύδατος των υδάτων 

Αιτιατική το ύδωρ τα ύδατα

Kλητική ύδωρ ύδατα

(Lexiscopio, 2008)(Lexiscopio, 2008)(Lexiscopio, 2008)
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Picture 5: Etymological map sphere: The above map was created with the words the students 
identified in the geography books they studied. [inspiration9]



Connection with Mythology- History – Manuscripts - Archaeology – 
Culture 

Οcean= derives from the ancient word “okeanos”. According to mythology, Okeanos 
was Gaia’s and Ouranos’ son, and his spouse was Thetis. He is the most ancient sea 
deity of Greek mythology.

Uranus = Ouranos > derives from the Latin word “Uranus” which comes from the 
Ancient Greek “Ouranos” = sky. Uranus was named as Gaia’s spouse. In ancient 
mythology Uranus was the embodiment of the sky dome (firmament) and dominant of 
the first generation on Earth. 

Gaia = according to Hesiod, Gaia and Chaos with the intervention of Eros, give birth to 
Uranus. Another version indentifies Chaos with Uranus and thus defines Gaia and 
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Picture 6: Etymological map hydro-: The above map was created with the words the students 
identified in the geography books they studied. [inspiration9]



Uranus as the first Cosmic Couple in the history of Creation. Gaia joined Uranus and 
created the Giants, the Titans, the Ocean or Pontus and the whole world’s creation. 

Εchoes =Echo was a highlander Nymph in Greek mythology who was taught singing, 
flute and whiz by the Muses and became known for her lyrical voice. According to 
legend, Echo, while wandering in the forest, saw and fell in love with Narcissus. She 
tried to charm him with her beauty, but he was totally absorbed in his own beauty. She 
then used her voice, but without result. His rejection led to the nymph’s sorrow and 
her hiding in the forest, so that  her physical substance slowly disappeared until only 
her voice remained, which is even heard as a repeat of other people’s words.  So, when 
the gods out of pity transformed her into a rock, she maintained the attribute of 
repeating the last syllables of other voices reaching her. 

Atlas = άτλας, άντλαντας>Atlas was a person of Greek mythology. He was leader of 
the Titans, who roused them against Zeus (Titanomachy). When the Titans, according 
to legend, defeated, Zeus punished Atlas holding on his shoulders the sky to the land 
of the Hesperides. With Atlas related and one of the labors of Hercules, who regards 
apples of the Hesperides. Thus, in 1594 the Flemish mathematician and geographer 
Genhard Mercator issued a collection of geographical maps and on the cover depicted 
the mythical Atlas of the sky on his shoulders.

Galaxy = Galaxias > derives from the Latin word “galaxias” which came from the 
Ancient Greek “galaxias” (from the word gala = milk). With the term Galaxy we refer 
mostly to the galaxy to which Earth and our Solar System belong. The Sun and the 
Earth are located on the galaxy’s edge, therefore as we look at the galaxy, it seems like 
it forms a milky, bright strip full of stars crossing the visible part of the earth’s sky 
from one side of the horizon to the other. Due to this phenomenon, it was named 
“Galaxias kyklos (circle)” in Greek. In English it is known as “Milky Way” or Galaxy”.

Planet = planet > derives from the Ancient Greek word “astir = planet” and more 
specifically from the Ancient Greek verb “planao” (= wander). Planet means 
wandering star. The idea of the planets has evolved concerning their existence, from 
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the wandering stars in antiquity to the celestial objects in scientific period. The idea 
has been expanded and also includes objects that do not belong to the solar system, 
the extrasolar planets. The ancient astronomers observed certain bright heavenly 
bodies changing position across the sky in relation to other stars. The Ancient Greeks 
named them planet stars or planets. This is how the word Planets emerged.

Cyclone = kyklonas > derives from the Greek word “kyklos”, i.e. motion within a circle. 
It was conceived by the British operation Henry Piddington in East India to describe 
the disastrous tempest in December 1789 in Coringa, India. 

Political = politicos > derives from the Latin word “politicus”, which comes from the 
Ancient Greek phrase “politiko on” (= political being) and the noun “polis” (= city) 
which Aristotle used for the first time in his book “Politika” (= The Politics). 

Εclipses = Eclipses in astronomy is the phenomenon in which the brightness of a 
celestial object is affected, either because it enters the shadow of another celestial body 
either because another celestial body enters between that and the observer. Usually, 
the term eclipse is used to describe a solar or a lunar eclipse. Nowadays, the solar 
eclipse can be partial, when the observer on Earth sees that the Moon does not cover 
the entire Sun’s disk, or total. On the contrary, a lunar eclipse is always total. 

Comet = comets are celestial bodies which, unlike fixed stars and planets, feature a 
nebulous exterior (komi), while the matter they consist of sometimes lengthens in the 
form of a long tail when they pass through the sun. These phenomena occur due to the 
action of the solar radiation and the solar wind on the comet. According to Greek 
folklore, the aspect and sudden appearance of the comets among other stars, as well as 
their bizarre disappearance, consequently arose human fears because of lack of 
knowledge and people considered them bad omens and forerunners of kings’ and 
heralds’ deaths, outbreaks of epidemics, arrivals of natural disasters, floods, famine, 
earthquakes even to the end of humanity. 
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Conclusions
The differentiation of the teaching process in the two classes is clear. As a 
consequence, the research results present important differences. The class that was 
taught the etymology of words that it came across in the school books, seems to be 
able to engage into a process of analyzing the words into their components into any 
semantic level and consequently group up those words based on their common 
theme/root.

In addition, with the help of new technologies (ICT) and more specifically, software 
specialised in the creation of semantic and etymological maps, the students can handle 
any main idea-words, enriching them with other words, peripheral  and relative to it, 
which they  have previously searched for in dictionaries or the internet.
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“My heritage is a huge part 
of everything I do; it is, 
after all, part of what has 
made me who I am.”

– John Rocha, fashion designer

Geo-literacy, Heritage 
and non-formal 
education
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This paper is an attempt to offer insights into how cartographic imagination is 
reflected on picture-books for young audiences. We propose a typology of maps 
employed by authors and illustrators, and then we address the idea of travel in 
children’s literature. We are not particularly interested in all kinds of travels 
and itineraries; our primary interest is in those books that represent travels 
with particular literary associations. All the books we wish to put under 
discussion in this paper share the following common characteristics: To begin 
with, the notion of travel is central to the articulation of its narratives. The 
reader is engaged into a pure forward motion of a journey while being initiated 
into new and different to each other territories. Furthermore, the figure of the 
map is employed by illustrators to highlight issues of textual representation and 
to stimulate readers’ imagination. Last but not least, continents and countries 
of the world are represented in a highly subjective way. Geography corresponds 
not simply to specific locales but more importantly to human imagination, 
stimulating memories of several reading and artistic experiences. The narrative 
invokes the presence of writers, characters, and fictional works in landscapes 
and places.  

cartographic imagination, maps, children’s literature, travel, possible worlds
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Introduction

“I'll put a girdle round about the earth / In forty minutes”, 

A Midsummer Night’s Dream (II, 1. 547)

Let us begin this paper with two pictures of maps that hang on the opposite walls of 
one of the authors’ of this chapter office. The first one is a vintage map inherited by an 
elder relative, a violinist and a connoisseur, the other (Picture 1) is one serendipitous 
finding while visiting in November 2014 the exhibition “Mirrorcity” held at the 
Hayward Gallery in London (Southbank Center, 14 October 2014-4 January 2015).
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 Picture 1: From author’s personal collection.



The vintage map is curved up and illustrated with the portraits of great geographers 
and explorers such as Ptolemy. It is indeed a marvellous picture reminiscent of the 
fascinating history of cartography (Harley and Woodward, 1987; Cosgrove, 2003) or, 
more precisely, of Ptolemy’s cartographic achievements as far as it is preoccupied with 
the mapping of the curved surface of the earth onto the flat surface of the map. It is 
obvious that this particular map, as many other maps and map-like images of a similar 
kind, is now an artistic- decorative item not useful anymore as an aid to navigation. It 
is more an artfully drawn chart that evokes the awe and the wonder of the great age of 
discovery and man’s ever-enlarging view of his planet. Every time we look at a 
cartographic picture like this we may feel like getting a glimpse of mankind’s 
wonderful enterprise to know the true size and shape of his world, to conquer new 
spaces and to find out what lays beyond the imagined chaos and the infinite abyss of 
the unknown.

On the other hand, the contemporary map of “Londone in England” (sic) is actually 
made by contemporary British artists on the occasion of a controversial exhibition 
which plunged its visitors to an alternative, quasi-physical and quasi-digital world. 
The “Mirrorcity” exhibition presented a vast array of artworks from multisensory 
installation to film and video, sound and performance, that posed daring questions 
about the nature and the conditions of physical, virtual, and social spaces people 
create and inhabit. This peculiar “map” of London is roughly written and sketched to 
show large territories with names such as: “Delirium”, “Shiftwork and Sunset”, 
“Austerity Tourniquet”, and “sites” such as: “London Ear” (instead of the London Eye), 
“Tourists looking for Wi-Fi”, “People trying to start a family”, “Nothing Possible”,  etc. 
The names indicate the actual presence not only of sites and buildings but also of real 
people on the map, a device that draws scrupulous attention to the neutrality and the 
all-encompassing or macroscopic nature of the conventional map which usually 
indicates mere places or locations but not people’s experience of space. However, this 
excessive, absurd, ironic, yet highly artistic and allusive mapping of London 
Metropolis manifests that for contemporary artists, cartography is a discursive, 
reflective, and artistic practice, not a science and, more importantly, a means of severe 
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social criticism. In children’s literature cartography can be considered as a powerful 
catalyst of literary invention. The analysis shows that in many contemporary books for 
children maps are discursive and metaphorical and their cartographic references are 
in most cases purely imaginative or vague.

The figure of the map in contemporary theory and culture
It is undoubtedly true that myriads of maps, charts, and map-like images surround us 
in books and in media. The very figure of the map in contemporary culture has become 
a “metaphor” (Mitchell, 2012, pp. 22-29), replete of diverse meanings and subtle 
nuances to politics, ideology, and aesthetics. According to Peta Mitchell’s important 
study Cartographic Strategies of Postmodernity (2012), the science of cartography 
has proven itself a fertile ground for several postmodernist or deconstructive readings 
over the past decades. Maps are not considered as purely denotative messages or as 
scientifically measured and objective representations of real geophysical spaces 
anymore. Moreover, postmodern conceptions of cartography reveal that the map is 
not regarded as a neutral object based on sophisticated calculations but as an 
inherently ideological, political, and biased item. Instead of being understood as a 
scientific document of re-presentation, it becomes an instrument of power and 
authority.

Our current conception of maps and cartography has been radically influenced by the 
pervasive “postmodern episteme” according to which the figure of the map, having 
deprived by “its totalizing tendencies in favour of a more subjective stance” has thus 
become “a space for the reader to experience and negotiate” (Mitchell, 2012, p. 22). By 
the constant reworking of some of the basic oppositions inherent in the cartographic 
process (objective vs. subjective, global vs. local, reality vs. imagination, spatiality vs. 
temporality, dispersal vs. unity, etc.), postmodern cartography draws attention to the 
very concepts and implications which may have helped to structure both its form and 
its content. What has been called “imperial mapping” (Akerman, 2013), the 
production and use of maps in the context of Colonialism and the Empire (Gilroy, 
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2000, pp. 185-257), is the quintessential example of the complex ideological, political, 
religious, and ethnic appropriation of maps by sovereign cultures. 

The map cannot be considered anymore as a mere supplement to the verbal text or a 
simple illustrative device serving informational purposes. It is, almost like a landscape, 
- according to W. J.T. Mitchell’s (2002, p.  14)2 analysis - “a medium in the fullest 
sense of the word […] a material means […] embedded in a tradition of cultural 
signification and communication”, “an emblem of the social relations it conceals” (15). 
Maps are entangled discourses based on fantasy, politics, and ideology. Their 
implications are open to negotiation, critical perception, and resistance. Maps are also 
open to the gaze of the viewer: either she adopts a touristic, colonial, nationalistic, 
imperialistic, or militaristic etc. attitude towards the map. The gaze of the viewer is a 
crucial factor that, along with the particular stance of the cartographer, complicates 
further the ways of perceiving or interpreting the various forms of map images. We 
wish to argue that in children’s books the figure of the map has undergone a 
transformation. It is not “a mirror of nature” or an encompassed and objective graphic 
design. The majority of maps in children’s books emphasise the imaginary, discursive, 
and experiential dimensions of cartography.    

Cartography in children’s books: the proposition of a 
typology 
Although from a cognitive perspective maps are “highly demanding” as multimodal 
texts that “presuppose the development of cognitive abilities and the comprehension 
of complex visual codes” (Kümmerling-Meibauer & Meibauer, 2013, p. 155), many 
children in nowadays seem capable of understanding the idea of mapping. The skills of 
children in cartographic recognition are due to the effective teaching of geography in 
school and also to the wide circulation of digital tools such as Google earth and GPS 
navigation in their everyday lives. Additionally, children are accustomed to making 
maps out of a vast variety of materials or using maps, atlases, and the globe as props in 
the geography classroom. 
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It is undoubtedly true that among contemporary literature for children and young 
adults, there is a prolific production of books that contain maps: fictional narratives, 
picture-books, or playful introductions to geography and modern cartography (Patton 
& Ryckman, 1990). Maps in contemporary books written and marketed for children fit 
to different functions and purposes. According to Kümmerling-Meibauer & Meibauer, 
“Many children’s books, ranging from picture-books to children’s novels, contain 
maps. In many cases, these maps are 
not merely illustrations, since they 
constitute certain aspects of the 
overall narration – for instance, 
which points in time and space are 
relevant for the story” (2013, p. 154). 
In general, maps have the ability to 
broaden the vision of the child-reader 
and to provide her a framework for 
the comprehension of space, thus 
offering new ways of seeing and 
imagining places (Pavlik, 2010, p. 
40). We may argue that in most cases, 
an amazing new world of knowledge 
and imagination can be opened up by 
the map in a book.

In both referential and fictional books 
we surveyed, we noticed that the map 
is an essential part of both the verbal 
and the visual narrative; it can be 
found in the endpapers, in the cover, 
or, in some editions, can have a 
fold-out format, as in Seven Walks 
through Athens. A Guide for Young 
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Picture 2: M. De Castro, Seven Walks through 
Athens. A Guide for Young People. Illustrated by 
Stamatis Bonatsos. Athens: Metaichmio, 2010, used 
by permission of the author and the publisher



People (2010) by Marisa De Castro. In the non-fictional guide books by this 
distinguished Greek author and critic, the appreciation of the map is an essential part 
of the whole reading experience (Picture 2). The child has to know how to read the 
richly detailed map in order to grasp the full potential of its textual meaning. Based 
upon our research which focuses primarily on Greek children’s books of the last 
decade, we shall propose a typology of maps in contemporary children’s books in order 
to illustrate different ways of how cartographic imagination is reflected in them. Also 
we should point out that this typology may have broader implications for children’s 
literature studies in general. In order to develop further our argument, we will focus 
on some of the most representative and intriguing case studies of picture-books that 
make use of the map device. In the course of this paper, each category of this typology 
will be analysed with the support of pertinent critical theories and/or criticism. 
However, it should be stressed from the beginning that the most challenging category 
of literary maps can be found in literature for children that uses travel as its central 
theme. Hence, the major part of our paper is dedicated to books that make creative use 
of maps when describing fantastic travels between different destinations. 

Maps as referential pieces/Maps as indexes 
Referential maps can be considered, according to classic semiotics as first outlined by 
Peirce (Liszka, 1996; Esslin, 2004, pp. 137-145), as indexes that depend upon 
conventions and correlations to existing sites or geographic locations. They are 
primarily realistic, thus serving the “reality effect” (Barthes, 1986) in the book. They 
are also constrained by the demand of exactitude, supposed to depict only that which 
really exists out there, while their main purpose consists in providing a graphic 
representation of the book’s setting and sometimes to offer additional visual 
information not described in the text. Referential maps usually invite readers to use 
the map in situ and to actually visit the depicted places.

The maps in de Castro’s books are explicit and coherent accounts of how a referential 
map actually works. It is obvious that de Castro’s non-fiction books rely on the 
referential and informative function of the map, not on its symbolic or metaphorical 
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qualities.  In the series Small Cities’ Guides: Delfi, Nafplio, Crete (2009) by the same 
author and the cartographer/ illustrator Mark Weinstein, the graphic style of the 
depicted maps is similar to those used in touristic maps where across a flat area 

mapped specifically for the visitors the landmarks are more prominent than providing 
exact spatial accuracy (Picture 3). In Seven Walks through Athens. A Guide for Young 
People (2010) the author relies upon the conventional map, which is literal, rational, 
and objectively identifiable. The map here claims an ontological function not as fiction 
but as a realistic document. The author in association with the book’s illustrator, 
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Picture 3: M. De Castro, Small Cities’ Guides: Delfi, Nafplio, Crete. Illustrated by Mark 
Weinstein. Athens: Papadopoulos, 2009, used by permission of the author and the publisher.



Stamatis Bonatsos, adopts a bird’s eye view of the territory and encompasses it in an 
objective perspective. 

Maps as symbolic, connotative pieces 
Many of the maps and map-like images we surveyed are often symbolic messages that 
convey multifarious meanings and evoke feelings and moods, contributing to the 
overall atmosphere of the story. Symbolic maps are inherently metaphoric, resisting 
denotative resemblance, a characteristic that they share with poetic discourse.  They 
are not strictly representational or closely and reciprocally tied to the “real” space. As 
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Picture 4: A. Kontoleon, Where Does Love Go when it’s Lost? 
Illustrated by Lefteris Kiourtsoglou. Athens: Patakis. 2014, used by 
permission of the publisher.



other metaphoric modes of writing (Lodge, 1977) they are symbolic, evocative of 
moods, feelings, and thoughts. 

In books such as “Where Does Love Go When It’s Lost?” (2014) by Anna Kontoleon, 
with illustrations by Lefteris Kiourtsoglou, and  Dominikos Theotokopoulos /El Greco 
(2014) by Agathi Dimitrouka, with illustrations by Nicolas Andrikopoulos, the maps 
play a vital role as vehicles of expression, indicating, in the case of Kontoleon’s book, 
love and the most eloquent feelings of  affection (Picture 4). The lovers are presented 
as two opposite spots on the map which are looking at each other, courting and 
blushing. The eloquent verbal text says something like: “If you follow the map you’ll 

292

Picture 5: A. Dimitrouka, Dominikos Theotokopoulos / El Greco. Illustrated by Nicolas 
Andrikopoulos. Athens: Patakis 2014, used by permission of the publisher.



find your beloved one”. It seems that the map is indicative of some utopian, secluded 
place, an earthly paradise probably, where lovers can live in bliss.

In the case of Dimitrouka’s book, the seemingly realistic map on the endpaper (Picture 
5) is in fact a symbolic map. It alludes to the idea of El Greco as a Greek of the 
Diaspora who overcame all obstacles to become the best known Greek painter in the 
world and to be acclaimed as one of the greatest painters in the West.  However, both 
writers, Kontoleon and Dimitrouka, seem to rely upon the phenomenology of the map 
as a connotative object. 

Maps as “possible worlds” / Maps as make believe 
Some of the most intriguing postmodern cartographic representations in children’s 
books are those that depict “possible worlds”. In that case the map indicates and 
represents ontologically complete fictional worlds or countries that correlate to fictive 
or imaginary geographies.

One of the main purposes of fiction is to make the reader get immersed in made-up 
alternative worlds. The theory of “possible worlds” has been developed by major 
theorists (Pavel 1986; Walton 1990; Ryan 1991; Doležel 1998, Ryan 2006; Ryan 2013) 
to shed light on the nature of aesthetic illusion and to the ontology of worlds created 
by fiction, and how these worlds create compelling, often conflicting realities. 

The theory of “possible worlds” has been proven fundamental for the articulation of 
postmodernist poetics and its playful exploration of the limits between fiction and 
reality. According to Brian Mc Hale (1987), the dominant feature of postmodernist 
fiction is its preoccupation with ontological questions (“What exists?”, “What is a 
world?”, “Are there any limits between worlds in reality and textual worlds?”  ), as 
opposed to the epistemological questions (“What can I know about the world I live 
in?”) that dominated modernism. Therefore, for postmodernist fiction the ontological 
play is of great importance and can take many forms such: blurring of the boundaries 
between ontologically different levels; rejection of classical ontology through the 
creation of parallel or plural worlds; use of mise en abyme or metafictive devices; 
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meeting of characters belonging to different fictional worlds in the same world; and 
intrusion into the actual world of characters originating in non-actual, imaginative 
worlds (Waugh 1984; Mc Hale 1987; Hutcheon 1992). Marie Laure Ryan adds the 
creation of inconsistent geographies or “impossible spaces” (2013, pp. 134-136) as one 
more ontological device within the theory of “possible worlds”. We may add to the 
example offered by Ryan, the novella by Edwin A. Abbott, Flatland: A Romance of 
Many Dimensions (1884), as an example in the category of “impossible spaces”.  This 
avant le mot surrealistic novel describes a totally two-dimensional world occupied by 
geometric figures. 

In the French book Graines de Cabanes (Seeds of Huts, 2005) written by Philippe 
Lechermeier and illustrated by Éric Puybaret, the figure of the map juxtaposes the 
actual world with non-actual possible worlds that are products of the imagination. The 
map in this case can be described as a “salient dual structure” (Pavel 1986, p. 55) that 
brings together fictional entities known from myths and fairy tales with existing 
continents and territories. According to Pavel, the salient dual structures are those “in 
which the primary universe does not enter into an isomorphism with the secondary 
universe, because the latter includes entities and states of affairs that lack a 
correspondent in the former” (55). What this picture book seems to propose is an 
ontological model containing two distinct, non-isomorphic though closely related 
frames of reference: the first one is the actual globe, the one we happen to inhabit, and 
the second one is the world of imagination, fiction, and storytelling. Let us consider 
how this dual ontology works. 

Through the reading of the entire book, readers embark on a rather unusual trip all 
around the world, following the famous explorer Alphonse Closet, who leads the 
reader into an enchanting journey to discover a whole range of absolutely amazing and 
awesome huts and shelters: the gingerbread cabin of Hansel and Gretel located in the 
Black Forest in Germany, the aeolic hut, the snail hut in France, the  silk hut in China,  
the Trojan Horse cabin located in  the Dardanelles, the shelter at the edge of the world, 
the playing cards hut associated with Alice and located in the British Isles, etc. In a 
ravishing double spread (Picture 6) the illustrator deploys the figure of the world’s 
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map to show the geographical diaspora of a gamut of impossible and contradictory 
huts: shelters that although they do not actually exist can be imagined and therefore, 
described by language. The impossible huts are actually metonymies of literary stories, 
folk tales, and archetypal characters or myths that hold a prominent position in the 
collective imagination, and seem to recur endlessly in people’s storytelling.

The map here offers a doubly articulated ontology in which the world of fiction rests 
upon our actual planet. Reading the map, the reader has the chance to discover not the 
“seeds” of several huts, as the title of the book suggests, but the seeds of make-believe, 
that means a nucleus of situations and figures which are the very stuff from which 
stories are made. According to Kendall Walton’s (1990) fundamental theory of 
aesthetic illusion, works of fiction are not sequences of sentences but props in a game 
of make-believe like children playing with dolls or pretending to be astronauts. The 
concept of make-believe is strongly associated with any kind of imaginative activity 
like reading, dreaming, and playing, and with the creation of possible, alternative 
worlds, or “paracosms” (Singer & Singer, 1992, pp. 111-116). Through the reading of 
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Picture 6: Philippe Lechermeier, Graines de Cabanes.  Illustrated by Éric Puybaret, 
Paris: Gautier/Languereau, 2005.



stories, the reader is actually invited to suspend disbelief, to invent new lives, be 
caught up in a book, and get lost in it. Similarly, the effect of the map on the reader’s 
experience is obvious: it acts as a stimulator of fantasy and challenges the reader to 
travel in imagination to a plethora of alternative worlds, from Iliad’s Troy to Alice’s 

Wonderland, and to imagine how 
she would survive inside the 
wooden horse’s belly or in the 
Queen of Hearts’ kingdom.   

What the book by Lechermeier 
a n d P u y b a r e t s e e m s t o 
foreground, both textually and 
visually, is the infinite imaginative 
p o t e n t i a l o f t h e m a p a s a 
metaphor of the t rave l l ing 
imagination of the reader. At any 
given moment, all over the world, 
millions of people will “put a 
girdle round about the earth/ In 
forty minutes” (A Midsummer 
Night’s Dream, II, 1. 547), as it is 
expressed by the mischievous 
g o b l i n P u c k ; t h e y t r a v e l 
imaginatively all around the world 
because they are engaged in what 
is one of the most familiar of all 

forms of human activity: to become immersed in what we call a story. The book 
Graines de Cabanes thus playfully asserts the possibility of journeying and mapping 
new itineraries through literature. References to geography and space are endemic in 
literature and similarly, the majority of readers are fixated upon the pleasures of 
traveling through literature. Despite differences in genre, style or purpose, the 
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Picture 7: Psaraki, V. Sumutu’s the Witch Book of 
Wisdom. Athens: Patakis, 2005, used by permission of the 
publisher.



popularity of imaginative travelling is always persistent to readers, children and adults 
alike, and probably this popularity is related to the human desire of transcending the 
boundaries of space and being able to get around the world as swiftly and relentlessly 
as a goblin. We may add that one of the most persistent fantasies from childhood to 
adulthood is that the world is a field which we can cross over from pole to pole, or a 
globe, a ball we can play with. One may recall here Plato’s famous conception 
according to which  the spherical earth as seen from above is like a multi-coloured 
dodecahedron-shaped (that is made by twelve leather sides) ball. Plato compares it 
with “a twelve-panelled sphere” (Plato, 2009, 110b).

The hand-written and illustrated book Sumutu’s the Witch Book of Wisdom (2005) by 
the Greek illustrator and author Vasso Psaraki contains several inconsistent maps that 
refer to semi-fantastic or totally fantastic islands. The figure of the map once again 
goes together with the notion of “possible worlds” and imaginary journeys from one 
land to another, from one island to another. There are several maps in the book: the 
map of a Greek island similar to Chios, of the Black Elephant or the “If” (“An” into 
Greek) island, and many others. As products of imagination, the maps by Psaraki have 
its roots in the postmodern ontological concern of alternative, possible words and 
fictive universes that come into existence through the literary semantics of the text. 
They stand outside the conventions of cartography and are perfect examples of where 
hand-drawn aesthetics works best in maps. The islands described in Psaraki’s book 
appear to oscillate between actual (real) and possible (imaginary) worlds.   
Furthermore, it is worth noting that Psaraki makes sketches of iconic tropic islands 
(Picture 7) using the potato-stamp technique. The picture, suggestive of Psaraki’s 
abstracted yet highly allusive style evokes the island as heterotopia, associated with 
adventure, mystery, discovery, insulation, and exoticism. Psaraki chooses to draw a 
highly simplified and stylised sketch outlining the major plane of a tropical island, its 
fundamental organic form and spatial structure. Instead of creating a realistic 
drawing, and only by a few carefully chosen lines, Psaraki thus captures the absolute 
essence of an island and its dreamy associations as concisely as possible. From this 
point of view the potato-stamp technique seems to be the most natural choice of media 
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for this particular picture as well as for other map pictures in the book. One of the 
technical advantages of potato-print technique over other printmaking techniques is 
that readers can subtract from the image with ease. The minimalistic images of 
Psaraki stimulate further the traveling imagination of the reader.

Maps as depiction of a travelling and literary pilgrimage
Before entering into the analysis of this category, we should describe in detail the 
notion of literary pilgrimage and its associative terms.

Travel literature is one of the most persisting and compelling genres with a long and 
fascinating history (Blanton, 2002, pp. 1-29).  It is also “a hybrid genre that straddles 
categories and disciplines” running from fact to fiction, from philosophical treatise to 
political commentary, ecological parable to spiritual quest, and autobiography to 
social critique (Holland & Huggan, 2000, pp. 8-9). It borrows freely from other 
disciplines such as history, geography, social sciences, anthropology, and religion, “but 
without seeing fit to respect the rules that govern conventional scholarship” (Holland 
& Huggan, 2000, 9). Although it refers to actual facts or places, travel literature can be 
highly subjective and emotional in many cases, semi-autobiographical and 
intentionally anecdotal. The traveller-writer can be introduced as a “παρεπίδηµος” 
(parepídēmos), a pilgrim of beauty, a flâneur,  a peripatetic walker (Wallace, 1994), 
or more simply, a “literary tourist” (Watson, 2006) whose deepest desire is to pay 
tribute by travelling to places she knows from literature and the arts. 

Travel is associated with the pleasures and the possibilities of the imaginative reading. 
According to Watson (2006) literary tourism is a broad cultural phenomenon 
reflecting a continuing desire, at least for a noticeable and mainstream category of 
readers, of visiting places associated with particular authors or books. It is not difficult 
at all for anyone to be a literary tourist. Malcolm Bradbury (1996) argues that 
literature in itself can be seen as an atlas, an imaginative map of the universe. Places 
with literary associations are everywhere and the practice of visiting  them grows into 
a commercially significant phenomenon over the course of the centuries, including a 
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vast array of places where famous authors were born, lived, or wrote their books, or 
places of the settings of their respective books (Bradbury, 1996, pp. 333-347). For 
example, the location Illiers-Combray, a little town in north central France, for 
millions of readers around the world, will be forever associated with Marcel Proust’s 
masterpiece À la recherche du temps perdu. Many people visit the place to pay tribute 
to Proust’s roman fleuve and to visit the Musée Marcel Proust which is also known as 
the Maison Tante Léonie, after a character from the novel. It is almost impossible for a 
tourist to visit the town without tempted by the allure of Proust’s fictional world, or 
without trying to taste those little cakes with a distinctive shell-like shape called 
‘petites madeleines’, which acquired huge literary reputation after Proust’s novel.  

According to I. M. Panagiotopoulos, one of the most prolific Greek writers of travel 
literature,  travel is a “literary pilgrimage” (1953) that reveals the author’s deepest 
desire to pay tribute to places he knows from literature and the arts. For 
Panagiotopoulos, a pilgrimage signifies not only a physical journey to a special place, 
but also an inner spiritual journey associated with the pleasures and the possibilities 
of the imaginative reading. The author adopted the persona of a wanderer who was 
constantly seeking his beloved fictions in every place he was visiting. The principal 
concern of a literary pilgrim when visiting a country is to get lost in museums, 
galleries, authors’ or painters’ houses, sites of cultural heritage, and places of natural 
wonder in order to assimilate all those discrete experiences into a narrative. 

But how are the ideas of travel as a literary pilgrimage (even less mystified than a 
religious one) reflected in children’s books? Can any travels with strong 
cultural/literary associations be detected in literature for children, and what is the role 
of cartographic imagination in them? 

A Swallow over Europe (2003), written by Eugene Trivizas and illustrated by Rania 
Varvaki, was published to mark the Greek Presidency of the European Union, from 
January to June 2003. Inspired by an ancient fresco of Ancient Thera, the swallow, 
emblem of the Hellenic Presidency in 2003, is the hero of this story about the 
European Union.
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A girl, who is an allegorical personification of Europe, and the swallow start a journey 
over Europe to pick samples of emblematic plants from each country, such as an acorn 
of an ancient oak tree from Germany, a fresh green tendril from a vine in France, an 
orange petal of tulip from Holland, a sprig of shamrock from Ireland, a rose petal from 
England, a yellow daffodil from Wales, and a purple thistle head from Scotland. From 
Italy they take a laurel leaf, from Spain a piece of fresh-cut orange peel, from Portugal 
a tuft of pine needles, and so on. As the swallow gathers typical petals, fruits, and twigs 
from all the EU member states, Trivizas weaves together legends, stories, and 
information on the folklore, flora, and fauna of each country. The journey is in a 
certain way a tribute to each nation’s cultural and literary heritage. The main story is 
supplemented by a vast educational   appendix packed with information on each 
country’s chosen floral emblem. There are stories and legends from the rich cultural 
tradition of each country that refer to plants and botanical species as treasured 
symbols of each nation and to the reasons they are considered  emblematic. The 
emblems constantly evoke stories, poems, legends, and artefacts of each country’s 
heritage. For example, the English rose is instantly associated with W. Shakespeare 
(Romeo and Juliet, Sonnet 54), the tulip with paintings and writings of the great tulip 
mania of Dutch culture in the Golden Age (Schama, 1987, pp.350-364), and so on.

The book by Trivizas was hailed as one that is “characterised by hope and optimism for 
the future of Europe as it is envisioned by the peoples of Europe themselves: a united 
Europe which will nevertheless preserve the customs and cultural identity of its 
member-states; a Europe whose citizens will have secure the right to live with dignity; 
a harmonious Europe free of social exclusion; free of unemployment; free of the fear of 
terrorism; free of tensions and division” (Bella, 2003, p. 150).

However, the harmonious and benevolent vision of the book has been denied since its 
first release and enthusiastic critical opinions such as those expressed by the critic 
above, sound now bitterly ironic, even naive. Despite his likely good intentions, 
Trivizas has not managed to avoid a stereotyped, folkloristic, and thus simplifying 
depiction of the EU countries, which are reduced to its most iconic sites that are 
typically those mostly used by the tourist industry. The illustrations by Rania Varvaki 
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are replete with stereotypical “picturesque” landscapes that have been reified and 
commodified as spectacles of consumption for tourists. Varvaki shows an inclination 
of depicting people in kitsch traditional costumes and situated in idyllic places and 
landscapes as they are usually shown in tourist guides. Holland, for example, is the 
country of tulip fields and windmills, while Greece is the country of white-washed and 
blue islanding vistas.  

It is worth noting that the book contains maps. Small sized map images of each 
country are included in the appendix with no intention, however, of being actually   
utilised as maps. Although there are activities asking children to trace the outlines of 
each map, there is little chance to gain a profound understanding of Europe’s 
geography from such a trivial occupation. As the analysis of Björn Sundmark (2014, 
pp. 64-78) has shown, an elaborated teaching framework is needed in order for 
students to embrace the full creative potential of the map. 

The text as well as the illustration utilise the travel pattern and deploy cartographic 
practices in order to produce simulated geographies by a reliance on imaginaries of an 
idealised landscape. The depicted countries and places (that is to say landscapes) 
stand outside the conflicting field of active cultural practices. As artificial images they 
have been deprived of any endemic and insider meaning; they are de-contextualised, 
as synoptic and blank as their map-images in the appendix.

The Strangest Story in the World or How a Princess and a Boy made the Tour of the 
World in One Night (2011), written by Alexandra K.* and illustrated by Ileinia 
Doulaliri, plays self-consciously with the conventions of those travel-and-adventure 
plots in literature into which the implementation of a map  might be seen as a 
necessary plot device. The discovery of a mysterious map usually initiates the 
beginning of the adventurous story. However, in Alexandra K*’s story this type of map 
is a riddle in itself, a “metamorphic” (Mitchell, 2012, pp. 164) cartographic piece.

The story begins with a long verbalization of the map in question. The narrator, a 
literary tourist and a museumgoer, to whom the map has been sent mysteriously, has 
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to decipher its enigmatic 
inscriptions and, moreover, 
has to touch, smell, and closely 
inspect its paper under a 
magnifying glass in order to 
solve the enigma and begin his 
quest. Following the traces of 
the map, he finds eventually 
his destination, which is the 
Museum of Curiosities and 
Uncanny Objects situated in 
the German city of Nürnberg. 
The whole adventure begins in 
the motherland of the Brothers 
Grimm, the country which is 
most widely associated with 
fairy-tales. The imaginary 
museum is packed with magic 
objects that share particular 
fairy-tale associations. The 
preference for Nürnberg over 
o t h e r p o s s i b l e s i t e s i n 
Germany is due to the reason that, according at least to the author, the university at 
which Hamlet, the melancholic Prince of Denmark, has studied is situated in this city. 
With due respect to the author’s freedom to make dodgy choices, we have to add   that 
Alexandra K* has might been mistaken, because, as any reader of the gloomy Dane’s 
tragedy knows, the university of Hamlet was in Wittenberg on the Elbe river, not in 
Nürnberg. 

Nevertheless, when arriving at the museum, the narrator finds out that two rather 
stereotyped fairy-tale heroes, a princess and a naughty boy, had escaped from its 
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or How a Princess and a Boy made the Tour of the World in 
One Night, illustrated by Ileinia Doulaliri, Athens, Patakis, 
2011, used by permission of the publisher.



portraits in order to make a trip around the world by sitting on the wings of a magic 
wooden horse from a carousel. The journey is actually pretence for the writer to make 
her own literary pilgrimage to the ever-enduring stories of our collective common 
imagination. As in Panagiotopoulos’ writings, the same deepest desire lays at the heart 
of this book: that is the writer’s desire of paying tribute to the people and places she 
knows from her readings. Alexandra K* might share with Panagiotopoulos – and 
probably with almost any writer – the same devotion to the wonderful and 
encompassing world of art.  

The illustration contains several maps and map-like images that indicate the main 
locations of the journey. The roughly sketched but very successful world map on page 
58 (Picture 8) designates the marvellous fictive journey that took place in only one 
day, but  more importantly signifies the whole earth as a field of restless journeys. One 
not fails to notice that the map features creatures and items in constant motion and 
travelling, namely a whale, a ship, and a plane that looks like a bird, that is to say, 
items that can be considered as the par excellence symbols of the very notion of 
travelling in itself. There is a quality unmistakably magical in the idea of making the 
tour of the entire world in just one day- as the title of the book indicates. There is only 
one way for someone to achieve this utterly impractical deed: through the imaginative 
reading of literature.  The writer seems to stimulate fantasies, much more collective 
than personal, that are always entangled in the myths and stories of the geographical 
zones, countries, or cities, over which the two protagonists travel. For example, 
according to the verbal text, the Caribbean Sea is associated   rather predictably with 
exotic adventure, pirates with parrots, treasure islands, that is to say  with the whole 
extravaganza of Robert Louis Stevenson’s imaginary universe. The excessive 
intertextuality of the narrative alludes to books, titles, characters, or storylines.

The story lends itself to metafictive narration, alerting the reader to the artificial 
character of fiction. It is actually a meta-narrative written in a metafictional and 
self-conscious style, at the same time its accompanying map is equally a meta-map, a 
map of literary origin and manifestations. Map and verbal text, narration and 
illustration, are both intentionally replete with intertextual references to the stories, 
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tales, myths, and characters that encompass the collective cultural memory of 
mankind. 

Conclusion 
Maps in children’s books feature a variety of graphic styles, purposes, functions, and 
indications. They can be referential or allusive, referring to existing or alternative 
worlds. In many cases, maps imply travels, for instance literary pilgrimages to 
different places well-known from literature and the arts. Literature draws an 
imaginative map of the universe that brings into existence and justifies landscapes, 
places, cities, locations, continents, persons, and literary characters. Many of the 
books we examined in this paper seem to point out that literature may trigger the 
cartographic imagination. Reciprocally, a map in a book can always function as a gate 
to extraordinary worlds and as a stimulus for the imagination of the reader. 

After all, “What is the use of a book without maps and travels?” readers could possibly 
ask after Alice.    
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Cultural practices of spatial organization and 
transnational cooperation: The art of dry stone as an 
element of Intangible Cultural Heritage

The Convention for the Safeguarding of Intangible Cultural Heritage (ICH) has 
been adopted by UNESCO in 2003 and since then it has helped to bring about a 
significant increase in international debate about not only the nature and value 
of intangible heritage, but also the meaning and character of heritage more 
generally. More importantly, the implementation of the ICH Convention has 
contributed significantly not only to the re-examination of the dominant ideas 
about the role and meaning of heritage in contemporary societies, but also to 
the development of new management, conservation and/or preservation 
practices. The anthropological approach to culture and the refocusing of social 
sciences on processes have proved to be significant factors in the re-definition 
of heritage as an entity made up of various complex and interdependent 
expressions, revealed through social practices and customs. Today, it is the 
diversity of expressions that create the definition of heritage. In this paper we 
will examine one ICH element inscribed in the Greek National Inventory of 
ICH, that of Dry Stone, following the steps that are recommended by the 
mechanism of the Convention, regarding its valorisation as ICH element and its 
further enhancement through educational programmes for school students, as 
well as the selection made by the Greek administration to nominate it for a 
possible inscription on the Representative List of ICH of Humanity; the 
selection resulted in the submission of a multinational file, with the 
participation of Croatia, Cyprus, France, Italy, Slovenia, Spain and Switzerland. 

Intangible Cultural Heritage, Dry Stone, Communities, UNESCO, ICH 
Inventories, Participatory Approach, Educational Programmes, Experiential 
Learning, Representative List of ICH
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The Convention for the Safeguarding of Intangible 
Cultural Heritage, UNESCO 2003
The Convention for the Safeguarding of Intangible Cultural Heritage has been adopted 
by UNESCO in 2003 and has been ratified by more than 170 States already. The speed 
of ratifications testifies to the great interest shown by states and heritage professionals 
alike for the key-concepts of the Convention and its mechanisms of implementation. It 
has helped to bring about a significant increase in international debate about not only 
the nature and value of intangible heritage, but also the meaning and character of 
heritage more generally. More importantly, the implementation of the ICH 
Convention has contributed significantly not only to the re-examination of the 
dominant ideas about the role and meaning of heritage in contemporary societies, but 
also to the development of new management, conservation and/or preservation 
practices (Barthel-Bouchier, 2013).

The anthropological approach to culture and the refocusing of social sciences on 
processes have proved to be significant factors in the re-definition of heritage as an 
entity made up of various, complex and interdependent expressions, revealed through 
social practices and customs. Today, it is the diversity of expressions that create the 
definition of heritage. As one of the co-authors of the 2003 Convention put it, right 
after its adoption, “it is the quest for the meaning of cultural expressions that has 
paved the way for acknowledgement of a new approach to heritage. This quest, which 
has acquired greater importance in the last thirty years, has required us to identify the 
social customs and systems of beliefs, including myths, of which intangible heritage is 
the sign and expression. The definition of intangible cultural heritage and its better 
appreciation as a source of identity, creativity and diversity have therefore greatly 
contributed to drawing a comprehensive approach to heritage which will now apply to 
both tangible and intangible heritage” (Bouchenaki, 2004).

UNESCO defines intangible cultural heritage (ICH) as «the practices, representations, 
expressions, knowledge, skills -as well as the instruments, objects, artefacts and 
cultural spaces associated therewith- that communities, groups, and in some cases, 
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individuals recognise as part of their cultural heritage» (Art. 2 of the ICH Convention, 
UNESCO 2003). So, by definition, ICH is an all-encompassing concept, applicable 
both to tangible and intangible culture alike; however, tangible heritage is not 
acknowledged per se, it is always related to specific intangible cultural expressions. 
“This intangible cultural heritage, transmitted from generation to generation, is 
constantly recreated by communities and groups in response to their environment, 
their interaction with nature and their history, and provides them with a sense of 
identity and continuity, thus promoting respect for cultural diversity and human 
creativity” reads the same Article of the Convention, thus emphasizing the dynamic 
character of ICH. Intangible heritage is constantly being re-enacted in slightly 
different ways, creatively changing and adapting to changes in the socio-economic and 
natural environment.

Intangible Heritage is manifested, inter alia, in the following domains:

a. oral traditions and expressions, including language as a vehicle of the 
intangible cultural heritage

b. performing arts

c. social practices, rituals and festive events

d. knowledge and practices concerning nature and the universe;

e. traditional craftsmanship.

Implementing the Convention for the Safeguarding of 
Intangible Cultural Heritage
The key concept of the ICH Convention (ICHC) is community participation. It is 
probably the UNESCO heritage convention that relies most heavily on the engagement 
of communities. A cultural expression that falls in the domain of ICHC cannot be 
recognised as such if there are no living “communities, groups, or, at some cases, 
individuals” (Art. 2 of the ICHC, UNESCO 2003) that recreate, maintain and transmit 
such heritage. If there are not, then this cultural expression is not ICH, it is not living 
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heritage. Its various remnants may be restored, conserved and/or preserved in 
archives and museums, but it cannot be safeguarded in the manner proposed by the 
Convention. 

However, the Convention does not impose obligations on communities, groups or 
individuals, but only on States Parties. The Convention, according to the International 
Law on Conventions (Vienna Convention on the Law of Treaties, UN 1969), is ratified 
by the States and this is almost the sole act that States can undertake without the 
express consent of the communities of the bearers of ICH. The States Parties of the 
Convention assume clearly defined responsibilities in implementing it, but these 
responsibilities should be more of a coordinating nature, not active stewardship. The 
guardians of the various manifestations of ICH are only the people that perform them. 
They are encouraged to define the contours of the element of their living heritage, and 
the scope of the measures they deem necessary for its viability in the future.

All measures of safeguarding should start within the community of bearers of ICH. 
The researchers, the experts, the academics etc. and state administration as well 
should be facilitators, when they are truly needed. The States Parties to the 
Convention should set up the appropriate inventorying mechanism “drawing up, in a 
manner geared to their own situation, one or more inventories of the intangible 
cultural heritage present in their territories” (Article 12 of the ICHC), but identifying 
and documenting ICH is primarily an act that starts with the communities of bearers 
of elements of ICH. The ICH inventories should mostly transmit the bearers’ discourse 
on the element of their intangible heritage. The views of researchers are of course 
invaluable, but drawing an entry in an ICH inventory is not an academic exercise. The 
communities are (or can be) informed on the results of academic research on elements 
of their heritage and are free to use them, to benefit from them, if they feel so, but 
these are not imposed on them. The priorities of State Administration bodies 
competent with implementing the Convention, on the other hand, are validated only if 
the communities deem their help -and the manner it is administered- necessary. 
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Safeguarding measures should reflect the communities’ and groups’ own concerns and 
perspectives on the viability of the element of their heritage. The Operational 
Directives of the Convention (UNESCO, 2016), the Ethical Principles (a code of ethics 
adopted recently after consultations with various stakeholders of ICH) as well as the 
Decisions of the Intergovernmental Committee stress the point of active community 
participation and -preferably- initiative in every inventorying process and in all 
safeguarding measures. Communities, groups and, where applicable, individuals 
should have the primary role in safeguarding their own ICH, according to the Ethical 
Principles for Safeguarding Intangible Cultural Heritage (Decision 10.COM15a, Tenth 
Intergovernmental Committee Meeting, UNESCO 2015). Any activity concerning ICH 
should therefore take place with the fullest possible participation and the free, prior 
and informed consent of the communities, groups and individuals concerned. As such, 
under the Convention, and in accordance with a gender responsive and ethical 
approach to ICH safeguarding, people should not be forced to define, practise or 
transmit their ICH in ways that are unacceptable to them.

Nevertheless, in a time-honoured tradition, the Convention does not provide any 
definition at all of the “community of bearers of ICH” (see indicatively, Deacon and 
Smeets, 2013). The obvious explanation is that the text of the Convention is the 
product of long debates and concessions reached after several opinions and 
standpoints were expressed by the members of the drafting team and the States 
Parties that finally adopted it. A certain “fluidity” of definitions is a common practice 
in similar cases. There is a clear indication though that the term should be understood 
in the broadest possible sense, since the standard formula, repeated in all the texts of 
the Convention, is “communities, groups, and, where applicable, individuals”. It is 
clear that not the size neither the formal constitution of the community can be 
considered as defining features, since even individuals can be recognised as bearers of 
an ICH element. 

If the term “individual” is easily understood, the Convention does not indicate whether 
or how to differentiate between “communities” and “groups of people”. The 
Operational Directives (a set of rules and recommendations that clarify points in 
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implementing the ICHC, regularly updated by the General Assembly of the 
Convention) also make frequent reference to these terms without any indication of 
differentiation between them, but the terms “tradition bearers” and “practitioners” 
(the latter term is introduced in Article  21.b, ICHC, UNESCO 2003) are also 
employed.

For the purposes of the implementation of the Convention, the Governing Bodies of 
the Convention (the General Assembly and the Intergovernmental Committee) 
encourage the States Parties to define communities according to various criteria, such 
as administrative, geographical, occupational, religious or ethnolinguistic criteria, as 
long as one or more of them are suitable for each case of intangible expressions. This 
not exhaustive list of rather vague criteria is the most one can find in the texts 
produced by the Governing Bodies of the Convention (not in the Convention itself, 
though) and it certainly is not a surprise, given that “community” is one of the notions 
within the wider social sciences that are continually used and even abused, but still 
very valuable (Waterton and Smith, 2010).

A closer look to the ICH Convention and the way it has been implemented so far 
reveals that the prominence of community involvement is inextricably linked to the 
“sense of identity” conveyed to a group of people when performing or enacting an 
element of their ICH. So communities, groups or individuals can be defined – or 
define themselves – in relation to a specific ICH element or to a group of such 
elements. Time and again, the Intergovernmental Committee has deemed that a 
nomination file for inscription on the Representative or the Urgent Safeguarding List 
can be inscribed because the proposed element serves as “a marker of identity” for the 
community or group of people that perform or enact it. 

It is worth-noting that this least defined concept of the Convention is also the one that 
places it squarely in the middle of the current debate on identity politics and the 
philosophical questions about the nature of subjectivity and the self (Taylor, 1989; 
Heyes, 2016). Charles Taylor argues that the modern identity is characterised by an 
emphasis on its inner voice and capacity for authenticity—that is, the ability to find a 
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way of being that is somehow true to oneself (Taylor, 1994). However, it is precisely 
this much challenging concept of authenticity that is explicitly ruled out by the ICHC. 
Present-day forms of ICH are not considered any less authentic than historical ones. 
Stakeholders other than the communities of the bearers, such as the State, experts or 
professional performers, are not required to make judgements on the right way to 
practise or transmit a particular element, even if their views are based on historical 
records and extensive research. In this context, it is worth quoting paragraph 8 of the 
Yamato Declaration, adopted by tangible and intangible heritage experts in Nara 
(Japan) in 2004: “... considering that intangible cultural heritage is constantly 
recreated, the term ‘authenticity’ as applied to tangible cultural heritage is not relevant 
when identifying and safeguarding intangible cultural heritage” (UNESCO, 2004). 
Moreover, principle 8 of the Ethical Principles for Safeguarding Intangible Cultural 
Heritage states that “the dynamic and living nature of intangible cultural heritage 
should be continuously respected. Authenticity and exclusivity should not constitute 
concerns and obstacles in the safeguarding of intangible cultural heritage” (UNESCO, 
2015).

The most difficult issue though is the absence of a reliable and precise monitoring 
mechanism on the implementation of the Convention. Leaving aside the paradox of 
denying authenticity in an identity-laden discourse and practice, the true test of the 
participatory approach promoted by the ICHC should be in its outcome, assessed by 
the objectives set by its stakeholders. There are of course the Reports on the 
implementation of the ICHC that the States submit every five years (see UNESCO 
2014 for a comprehensive evaluation of the reporting system), but this system of 
monitoring leaves much to be desired. Currently, a decision has been adopted by the 
12th Intergovernmental Committee of the Convention that ushers in a new system of 
monitoring, gradually (UNESCO, 2017). We have reasons to believe that it will soon 
bring about significant ameliorations in the quality of Reports submitted by the States 
Parties and, consequently, to the outcomes of its implementation.
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The Art of Dry Stone as an element of Intangible Cultural 
Heritage
In this paper we examine one ICH element, that of Dry Stone, following the steps that 
are recommended by the mechanism of the Convention, regarding its valorisation as 
ICH element and its further enhancement through educational programmes for school 
students, as well as the selection made by the Greek administration to nominate it as 
multinational file for a possible inscription on the Representative List of ICH of 
Humanity. 

The art of Dry Stone is the know-how of making utilitarian stone constructions 
without the use of any kind of binding material (like mortar etc.); in other words, 
stone is placed upon stone (stacking) and no other material is used except, sometimes, 
dry soil. The stones are always found locally and they are roughly hewn, sometimes 
not hewn at all.

The value of Dry Stone in the formation of landscapes, cultural landscapes in 
particular, is prominent. The mix of different dry stone constructions (terraces, water 
management structures, rock fences, paths, ramps and stairs, threshing floors etc.) 
offers a distinct in every area type of rural land planning by delineating plots and road 
networks, that is of utmost importance for the protection of crops and farmers from 
adverse weather conditions. Irrigation is also regulated by dry stone structures. It is 
used extensively in order to support and upgrade farming production and animal 
breeding by creating favourable soil and weather conditions (humidity, reflected 
sunlight, protection from the wind) for the crops and for animal husbandry 
(Petanidou, 2015; Antoniou, 2010). 

In urban areas, dry stone is used to pave public and private spaces and in works of 
infrastructure (water channels, road retaining walls etc.).

According to the Convention, any know-how, social practices, customs etc., have to be 
identified as intangible cultural heritage and be inscribed in an Inventory that is 
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drawn up by “each State Party, in a manner geared to its own situation”.  This is a 
process of selecting and defining a certain social practice. Moreover, this social 
practice must comply with the overarching values of United Nations, such as respect 
for human rights, sustainable development, contribution to peace (Blake, 2015). 

The competent body for the implementation of the ICH Convention in Greece, the 
Directorate of Modern Cultural Heritage (DMCH, Hellenic Ministry of Culture and 
Sports), has inscribed in the Greek National Inventory of ICH (http://ayla.culture.gr) 
the Art of Dry Stone. The initiative for the inscription was taken originally by certain 
concerned individuals, mainly architects and ethnologists, all members of an 
international NGO for the promotion of dry stone, the SPS -International Scientific 
Society for Interdisciplinary Study of Drystone -SPS/Société Pierre sèche 
(http://pierreseche-international.org/). They worked along with folklorists of the 
Directorate and dry stonemasons they were already in contact. After almost 2 years of 
drafting the description of the element, consulting with dry stonemasons, as well as 
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Picture 1: Mr. Sp. Nakos, Dry-Stonemason, restoring an older dry stone terrace, Korinthos, 
Greece, 2016. Credit: Silas Michalakas-Hellenic Ministry of Culture and Sports, 2016.

http://ayla.culture.gr
http://ayla.culture.gr
http://pierreseche-international.org
http://pierreseche-international.org


with other researchers of the element, Local Authorities etc., the entry was included in 
the Greek Inventory of ICH, in July 2015 (Greek Inventory, 2015). 

Establishing the social practices connected with dry stone, i.e. its meaning for the 
communities of the people practicing it, was the most demanding task, since it is 
actually the focus of every inventorying exercise. During the two years of drafting the 
entry, the folklorists of DMCH participated in long consultations within the 
community of practitioners (the Dry Stone Masons), several concerned individuals 
(the members of the Greek branch of SPS, as well as the Local Communities 
Authorities in places where Dry Stone is most prominent, like Epirus, the Cyclades, 
mountainous areas of the Peloponnese etc.), where all aspects of the element were 
elaborated. 

318

Picture 2: Terraced Vineyard in Samos Island, Greece, 2000. Credit: Telauges Dimitriou 
-Nikolaos Dimitriou Cultural Foundation of Samos.



The practical –building of Dry Stone- aspect and its many environmental benefits was 
the first feature that came up, but always accompanied by concern about its 
transmission to younger generations and the need for more formal and non-formal 
education units for this purpose. For example, despite a large number of publications 
on Dry Stone from the perspective of architecture, history, archaeology and 
environmental studies, there are very few manuals for the technique in Greek; the 
most well-known (Pagkratiou E. (ed.), 2001, 2009) is based on the Swiss Dry Stone 
manual (Tuffnel, R. et al. 1996).

There is one aspect of this particular know-how that drew the attention of DMCH from 
the beginning: Dry stone structures can be found all over Greece (all over the world, 
actually). They constitute integral landmarks of almost every rural landscape and they 
date since prehistory. The number of square kilometres they cover is almost beyond 
count. They can be impressive and dating since time immemorial, as the Cyclopean 
Walls of the Mycenaeans and the Hellenistic towers scattered in many strategic points 
in island and mainland Greece. And they can be humble, as the shepherds’ sheds and 
the fences dividing rural space, dating just a few years back, or newly constructed. All 
these diverse, wide-ranging and time-transcending manifestations of Dry Stone 
technique offer a fine example for the great value of ICH in modern societies, an 
example DMCH folklorists appreciated more due to its simplicity in implementation, 
the plainness of the know-how that invites all, young and old, women and men, to 
participate in building a Dry Stone construction. As it turned out, in all the 
States-Parties that got involved in the nomination file, a similar appraising of the 
technique triggered the inventorying. 

The contribution of dry stone to the natural environment, soil and water resources 
management, as well as the preservation of traditional settlements, is amply 
acknowledged (Petanidou et al., 2008; Pitta and Theodosiou, under publication). The 
aesthetic value of the landscape they create has also been exploited: The landscape 
that features prominently in Greek tourism posters is that of the dry-stone cultivation 
terraces bordering the beaches. Dry stone also helps to bear in mind another 
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important feature of traditional craftsmanship: the superior beauty of the hand made 
products. 

So, this element of ICH, with its wide distribution on the ground, its many and diverse 
manifestations, its environmental and aesthetic value offers an excellent opportunity 
to directly explain and give visibility to ICH on the ground and to raise awareness 
about ICH amongst the wider public.

Appreciating all these merits the element presents, in December 2015, the Directorate 
of Modern Cultural Heritage of the Hellenic Ministry of Culture and Sports (DMCH) 
initiated a multi-national file for the inscription of Dry-Stone on the Representative 
List of the Humanity. Right from the start, a great deal of interest was expressed for 
this nomination. Experts from States of a wide region, around the Mediterranean and 
beyond, such as Croatia, Cyprus, France, Greece, Italy, Slovenia, Spain, and 
Switzerland co-operated for the preparation of the nomination file, and there are 
reasons to believe that more countries will express their interest in the future. The 
element of Dry Stone was already inscribed in the National Inventories of the above 
States. In Italy and in Spain it was inscribed in more than one inventory (regional 
inventories in the Spanish Autonomous Communities and thematic inventories in 
Italy). In all submitting States, the proposal for inscription on national and regional 
inventories was the initiative of Associations, community councils, craftspeople and 
farmers, who worked in close collaboration with members of international 
organisations (e.g. SPS: Société scientifique internationale pour l’ étude 
pluridisciplinaire de la Pierre sèche, ITLA: International Terraced Landscapes 
Alliance, DSWA: Dry stone Walling Association), environmental and folklore 
organisations, local community associations, professional groups (such as architects, 
civil engineers, archaeologists, biologists, environment scientists and specialists, 
geologists and hydrologists), academic institutions and governmental departments for 
the collection and processing of the information. The role of women in the process of 
inventorying the element in all submitting States was decisive. The trend towards 
equal participation of both genders in practising and safeguarding this element of 
intangible heritage (that was formerly dominated by men) appears to be much 
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accentuated, particularly in the process of inventorying. The nomination file was 
submitted in March 2017 and it is currently under evaluation for a possible inscription 
in December 2018 (Multinational, 2017).

In the process of drafting the nomination file, DMCH have come across an almost 
astounding wave of re-appreciation of this most unpretentious and humble building 
technique, in all the above-mentioned countries. Dry stone constructions are 
becoming increasingly attractive today, to large numbers of people, because of their 
functional qualities. Isothermy and the regulation of ventilation and humidity result 
naturally from this kind of building without the need to use expensive materials for 
insulation, other than the stones, or energy-consuming machines, other than human 
labour. Needless to say, the environmentally friendly dry stone buildings feature 
prominently in many sustainable tourism programmes (Pagkratiou, 2000. 
Papaeutychiou, 2010).

Dry stone constructions are inextricably linked with the sustainable organization of 
rural space (Vernikos et al., 2001; Apostolou, 2007). They are invaluable in: 
preventing landslides, floods and avalanches; combating erosion and desertification of 
the land; retaining water; enhancing biodiversity; and creating adequate microclimatic 
conditions for agriculture (Theodosiou, 2002; Pitta and Theodosiou, under 
publication). Moreover, dry stone structures are directly linked to the knowledge of 
rocks and natural materials and, generally, to the knowledge of the environment 
(direction and intensity of winds and rain, risk of erosion, landslides, floods etc.). 
During the construction of dry stone works, all these factors are taken into account, 
shaping and improving local natural conditions. An intimate knowledge of the natural 
environment allows dry stonemasons and the rural communities in general to employ 
this technique in order to sculpt the place and create landscapes. (Vernikos et al., 
2001). A deep empirical understanding of the place enables them to design effectively 
different construction projects, even highly complex ones. Experience accumulated 
over time gives them the capacity to imagine spaces and execute forms suitable for 
each use. Over the years, they have tenaciously used this technique to turn 
inhospitable and apparently useless land into habitable landscapes for farming or 
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livestock, some of which are inscribed on the World Heritage List on account of their 
exceptional values. 

These dry stone landscapes and architecture are the tangible, anonymous expression 
of this traditional building technique and constitute an outstanding example of 
mankind’s ability to adapt to the environment. They form an intimate link between 
tangible and intangible heritage and between human beings and nature.

A collective identity associated with the performance of the element 

The knowledge of dry stone technique has been traditionally transmitted empirically 
from generation to generation, through practical application adjusted to the particular 
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Picture 3: A farmer’s hut (cabane), St Quentin, Gard, Occitanie, France, 2015, 
Credit: Philippe Hameau-ASER



conditions of each place. The transmission of the know-how for the shaping and 
valorisation of rural space occurs primarily during agricultural activities, when most 
members of a community come together in order to create a new dry stone 
construction, or repair an old one. Young and old participate either through family 
networks or through groups of bearers of the technique, such as masons, farmers, 
shepherds or foresters, with apprentices working alongside skilled builders. The 
collective process of dry stone building contributes to social cohesion.

Today, the knowledge and skills of dry stone is also transmitted through a wide array 
of different types of formal instruction, such as vocational training, workshop schools, 
work camps and also courses and workshops of varying lengths and formats. After the 
Second World War, when the population in rural areas declined sharply, the 
oral/non-formal transmission of the element also reached a low point. Nevertheless, 
awareness of the invaluable role of dry stone technique in keeping the ecological 
balance has been growing. As a result, the involvement of NGOs and local authorities 
in the transmission of the element has increased.

Nowadays, several communities acknowledge that dry stone constructions constitute 
integral part of the cultural and natural landscape in which they live. Despite 
urbanisation and the decline in the number of permanent rural residents, over the last 
years, an increased interest is observed in the preservation of dry stone structures in 
several communities. 

Most importantly, dry stone craftsmanship contributes to the creation of a collective 
identity associated with the performance of the element at local and regional level, 
generating synergies and common bonds. Learning the art becomes a vital experience, 
strengthening relations between individuals but also between people and the land. The 
mobilization of practitioners, concerned individuals, NGOs, researchers from various 
academic background and disciplines that provided their informed consent for the 
nomination in all submitting States was overwhelming (Multinational, 2017).
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Dry Stone craftsmanship is used in many places around the world and this fosters the 
creation of networks between different cultural communities, thus encouraging the 

exchange of knowledge and experience as well as mutual respect and appreciation of 
cultural diversity.

A multidisciplinary approach - tradition and innovation 

The need for further documentation of the various manifestations of the element is 
well established among a community of researchers that adhere to an impressive array 
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Picture 4: Rebuilding the roofs of the dry stone shelters during "Moj kažun - La mia 
casita" community heritage campaign, which has been taking place in 
Vodnjan-Istria-Croatia every May, since 2007. Local dry-stonemasons restore 
numerous mini-landmarks in the area, during educational and volunteering events. 
Credit: Branko Orbanić, 2011



of disciplines, starting with the humanities, continuing with engineering and 
architecture, biosciences, environmental sciences, the list seems to have no end. 
Interdisciplinary research is encouraged by the very nature of the element. The skill 
actually serves as a field of research and a challenge for various experts: architects, 
landscape architects, ethnologists, historians, archaeologists, biologists, geologists, 
teachers, foresters. 

The appeal of dry stone to artists, painters, poets and photographers is no less than to 
scientists, poised as it is between tradition and innovation, craftwork and artistic 
creation. 

The various modes of dwelling that have been shaped by dry stone are still attractive to 
people in this post-modern era we live in, may be because it combines two different 
semantic elements of the aesthetic in our everyday existence: that of sensing and 
perceiving on one hand, and creating on the other, since creating a dry stone structure 
seems to be an exercise that can be taken up by almost any-one. 

Safeguarding Measures and promotion of the Art of Dry Stone 
through educational programmes

The UNESCO Convention (2003) states that every element of the Intangible Cultural 
Heritage must respond to existing international instruments promoting human rights, 
mutual respect between communities, groups and individuals and sustainable 
development. Protection of this Heritage, according to the same convention, means 
taking measures aimed at its sustainability, including documentation, research, 
preservation, protection, promotion, exploitation and dissemination through formal 
and informal education, as well as the revival of various elements (UNESCO, 2003; 
Chrysanthaki et al., 2017, pp. 365-384)

The example of an educational programme, carried out in the Dodecanese, may 
illuminate the aptly called “subtle power of ICH” (Deacon et al., 2004), particularly in 
sensitizing the perception of young people towards a sustainable use of natural 
resources and an understanding of the organization of place and space. 
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An art teacher in the Dodecanese, Chara Chrysanthaki, has for some years now 
focused her classes on the products and the know-how of dry stone technique, inspired 
by the aesthetic values of the dry stone terraces, such as the texture and colour of the 
material, the combination with the colours of the soil, the diversity of their structural 
elements, and the arrangement of terraces according a flowing pattern of shapes, the 
organization of space, the interaction of dry stone constructions with space and time, 
etc. 

She has named the program “The Art of Life” (Chrysanthaki, 2016, pp. 213-245) and 
follows an interdisciplinary approach, combining art with language teaching (both 
English and Greek), history, environment, biology, and informatics. It is an open 
project (Dickson et al., 2005; Waite, 2011), where the school students are encouraged 
to venture first in the fields, to repair some dry stone fences or walls some times, and 
then to depict dry stone structures according to their preference: photographing, 
sketching and painting, creating clay models etc. The emphasis is on experiential 
learning that provides a holistic model of the learning emphasizing in the central role 
that experience plays in the learning process (Kolb, 1984; Evans, 1994). According to 
the results of statistical analysis of a research conducted all over Greece concerning 
educational programs and activities about folk/popular culture as shown in the 
websites of Greek Primary Schools and Kindergartens (public and private), the second 
category of folk culture teachers prefer is material culture (the first one is ‘Calendar 
customs’), viewed in its traditional aspect and its modern transformation and 
presentation in context of museums and educational programs related to the 
environment, healthcare and culture. In didactic applications, folk culture –meaning 
also intangible cultural heritage- is mostly approached through art and experiential 
learning (Kakampoura et al., 2017, pp. 246-262).

The school students further develop on their experience by researching on the 
environmental aspects of dry stone, such as water management and prevention of 
erosion, desertification, enhancement of biodiversity etc. At the same time, they learn 
to identify the threats dry stone sites and structures face and are encouraged to 
propose actions to overcome them, either by restricting activities harmful to them 
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such as letting sheep, goats and cattle graze in and around abandoned terraces, or 
allowing the forest or low vegetation to claim them or by getting actively in repairs and 
restorations of dry stone works.

Interesting educational material to raise students' awareness of environmental ethical 
attitudes and values, such as responsibility, respect acquiring environmental 
sensitization for the flora and fauna of the dry land and caring for all life forms, 
produced in the form of a board game under the title “Travel to the Art of Life”. The  
educational game was designed by Chara Chrysanthaki. By playing the game, students 
are encouraged to engage in good practices such as preservation and building of dry 
stone, as well as collection and proper management of garbage they encounter and/or 
produce themselves when they visit the field. Through the playful approach students 
realise that the terraces, fulfilling the criteria of functionality and tradition, add to the 
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Picture 5: The board game "Travel to the Art of Life" Credits: Ch. Chrysanthaki, 2017



aesthetics of the landscape and highlight it. Students also recognise that they have the 
right and the obligation to demand the aesthetic integrity of the upgraded landscape 
and to claim it, using the appropriate legal institutions. They perceive the importance 
of the art of dry stone and its emergence as an object of intangible cultural heritage. 
The most important pedagogical benefit is to provide incentives to improve their 
quality of life so that they can be mobilised from an early age as active citizens to 
maintain aesthetic integrity, protect and promote their living space in the context of 
sustainable management, an attitude that may accompany them in their adult life, 
hopefully.

The "Journey to Art of Life" is proposed to be used as a pedagogical tool in the last two 
classes of Primary Education and in High Schools. The game was pilot tested during 
Environmental Education Programs by students in High Schools of Tilos (school year 
2013-14) and Patmos (school year 2014-15), islands of Dodecanese in Aegean. The 
students of both schools evaluated the game, contributing to its improvement.

Conclusions
To sum up, DMCH endeavoured in an exercise of inventorying a humble building art 
and enhancing its value in the international level, by preparing a nomination file for 
its inscription in the Representative List of ICH of Humanity, according to the 2003 
UNESCO Convention. There is ground for hope that dry stone will become part of an 
emblematic list of cultural elements. 

It has to be noted that the inscription is not a definite and “closed” text; it is rather an 
open archive, where changes in the performance of the element have to be included 
regularly, through a process of updating. This is one of the new approaches to heritage 
that the Convention is associated with. The other is its emphasis on community 
participation. As we already stated, the inventories must reflect the views of the 
communities of the bearers of the ICH elements. Better still, they should be drawn up 
by them. But there is not a precise definition of a community of bearers of an ICH 
element- and probably can never be one. More important is the agent who speaks on 
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behalf of the community. Several questions arise here: Who are these people, how are 
they elected or selected; what is the dominant view in a community about an element 
of their heritage, how it is expressed etc.

Although the prerogatives of inventorying according to the Convention should not be 
left unquestioned (the “participatory”, “community-based” inventorying etc.), the 
safeguarding and promotion activities undertaken may help to broaden our 
understanding about the value of ICH in general as a crucial factor for sustainable 
development and more specifically its great but not fully recognised potential in 
educating young people. 
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Education as a Precondition for Sustaining the 
Tradition of Song and Dance Celebration

In this article, we talk about different preconditions in sustaining intangible 
cultural heritage nowadays such as social, administrative, financial and others 
but we focus specifically on the education practices as a precondition for 
sustaining the tradition of the Song and Dance Celebration. This tradition is 
most massive intangible cultural heritage expression in Baltic countries (Latvia, 
Estonia, Lithuania) and the importance of it is recognised both on national and 
international (UNESCO) level. The aim of this article is to analyse the role of 
education towards sustaining the Song and Dance Celebration tradition. We set 
following research questions: 1) What is the level of involvement in the 
non-formal education activities in the Baltic countries? 2) What is the role of 
non-formal education in preserving the Song and Dance Celebration tradition? 
The empirical research is based on quantitative (two surveys) and qualitative 
data (6 in-depth interviews), but mainly on the data from the Survey of 
Residents of Baltic countries on the Song and Dance Celebration. To answer to 
the research questions we analysed how residents of Baltic countries have been 
involved in non-formal education activities in their school years and further in 
life, how they are involved in the Song and Dance Celebration, dividing four 
levels of participation (passive direct, passive indirect and active participation, 
not involved) and analysed the case of Latvian education system and how the 
Song and Dance Celebration tradition benefits from it. The results show that 
there is definite correlation between four levels of involvement in the tradition 
and participation in different non-formal education activities in school years. 

Intangible Cultural Heritage, Tradition, Song and Dance Celebration, Active 
and Passive Participation in Tradition, Formal and Non-formal Education
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Introduction
Sustainment of local traditions and practices is a process that has gone under threat in 
the 21st century, when global mobility and technologies are highly valued, especially 
among young people who are eager to travel among the globe and allured by diverse 
possibilities for their future. Belonging to a place and to a particular culture or nation 
brings along a certain identity; this slowly vanishes and is replaced with the idea of the 
citizen of the world. This belonging and associating oneself with a certain identity, 
whether it is European, national or local identity, is essential in order to be interested 
in and motivated to safeguard corresponding cultural heritage. Tradition as one of its 
components is widely studied among researchers, as they try to identify which aspects 
are important nowadays to sustain and to preserve them for future generations. We 
suppose that local identity and caring for a tradition, thus also national identity, starts 
within one’s place of residence and is taught or learned in a family and is also 
constituted in education system. 

In recent years scholars in Latvia have been focusing on studies of the cultural heritage 
as a foundation of our identity and this endowment has resulted in The Intangible 
Cultural Heritage Law issued in 2016 (Saeima, 2016). Scholars interest in it is inspired 
also by the most massive intangible cultural heritage expression in Baltic countries 
(Latvia, Estonia and Lithuania) - the Song and Dance Celebration tradition. The 
survey carried out by the Latvian Academy of Culture showed that 87% of all residents 
of Latvia, 95% of all residents of Estonia and 84% of all residents of Lithuania have 
been involved in the Celebration at some point in their lifetime. From 2014 to 2018 the 
state supported research programme Sustainability of Latvian Cultural Traditions in 
an Innovative Environment/HABITUS (Habitus, 2015) has been carried out by the 
Latvian Academy of Culture, where different aspects (e.g. social, cultural, historical, 
legal, educational) of this tradition in national and Baltic level have been studied. 
Previous studies indicated that not only family values and upbringing constitutes 
comprehension of safeguarding and appraising our cultural heritage, but also 
education has a significant role in sustaining and understanding it. The state develops 
system of how to encourage or, on the contrary, not to encourage awareness of cultural 
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heritage and eagerness to safeguard it through different education forms. We suggest 
presumption that the tradition of the Song and Dance Celebration is highly based on 
formal and non-formal education practices, so education system greatly gives input in 
sustaining and preserving this tradition. The aim of this article is to analyse the role of 
education towards sustaining the Song and Dance Celebration tradition. We set 
following research questions: 1) what is the level of involvement in the non-formal 
education activities in the Baltic countries? 2) What is the role of non-formal 
education in preserving the Song and Dance Celebration tradition?

To carry out empirical research mixed methods were applied. Quantitative data were 
gathered from two surveys and qualitative data from in-depth interviews: 1) The 
Survey of Residents of Baltic countries on the Song and Dance Celebration – in August 
2017 the Latvian Academy of Culture Research Centre commissioned a survey of the 
residents of Latvia, Lithuania and Estonia. The target group of the survey was the 
residents of Latvia, Lithuania and Estonia from age 15 to 74. The population of the 
residents in this age group is in Latvia - 1.611.326, in Lithuania - 2.150.968, in Estonia 
- 980.821. The survey used stratified multistage random sampling, monitoring 
socio-demographic parameters of the target group: gender, nationality, age, type of 
residence and region. The sample size in each country is 1010 (n = 1.010), altogether – 
3030 (n = 3.030); 2) The Survey of the X Latvian School Youth Song and Dance 
Celebration participants carried out after the Celebration in 2015 as a pilot survey by 
Latvian Academy of Culture Research Centre in collaboration with the organiser – the 
National Centre for Education. Applied survey method was CAWI (Computer-assisted 
web interviewing) and the sample size was 231 (n = 231) school children who had 
participated in the Celebration; 3) in-depth interviews with 6 cultural policy makers 
and organisers of the Celebration carried out by the Latvian Academy of Culture 
Research Centre.

Further in this paper we will describe the process of the Song and Dance Celebration 
tradition as intangible cultural heritage, study the role of education (formal and 
non-formal) in the Celebration and analyse the level of involvement in the Celebration 
in all three Baltic countries. 
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The Song and Dance Celebration as intangible cultural 
heritage
The Song and Dance Celebration (further on – the Celebration), which is an ongoing 
tradition in all three Baltic countries (Latvia, Lithuania and Estonia), is a worldwide 
recognised phenomenon of intangible cultural heritage based on an a’capella singing 
tradition (UNESCO Latvijas Nacionālā komisija). It is argued, that public singing en 
masse as a symbolic form of national identity is the most characteristic and unifying 
cultural tradition in Baltic countries (UNESCO, 2000). To emphasise the uniqueness 
of this tradition it has been inscribed by UNESCO on the Representative List of the 
Intangible Cultural Heritage of Humanity (UNESCO Latvijas Nacionālā komisija). 
The Intangible Cultural Heritage Law (Saeima, 2016) in Latvia that is based on 
UNESCO’s Convention for the Safeguarding of the Intangible Cultural Heritage 
(UNESCO, 2003) states that intangible cultural heritage is a part of the cultural 
heritage of Latvia that is passed down from one generation to another and includes, 
inter alia, traditions, performing arts and festive events.  So when the Celebration is 
viewed as a tradition (thus – intangible cultural heritage) it is interpreted as a 
repeated action with symbolic meaning, which represents a specific value in the 
community and thus is transmitted to the next generation (Green, 1997; Treimane, 
2017). 

The roots of this tradition can be found in the collective singing which has been known 
all over the Europe in 19th century. Historians believe our tradition is rooted in 
Germany (UNESCO, 2000), but then developed as a form of national movement in 
Estonia and Latvia almost at the same time, and then spread to Lithuania. The first 
Celebration in Estonia took place in 1869, in Latvia - 1873, but in Lithuania - 1924. In 
all three Baltic countries, the Celebration now has become one of the largest mass 
events, but each country carries it out slightly different from others. 

The historical development of the tradition has also been very different in each 
country. In Latvia, for example, first this tradition was started in a small scale (with a 
bit more than 1000 participants and just few events regarding only singing) but in 145 
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years this public celebration of singing has branched into new events of this cultural 
expression. From one local and small event, it has expanded in geographically vast 
process that consists of many different events and celebrations. Several aspects that 
describe the development of this tradition are adding dance performances to the 
Celebration and altering the name of the Celebration (since 1965 officially Latvian 
Nationwide Song and Dance Celebration), expanding Celebration abroad (first SDC 
for diaspora was held in USA and Canada in 1953) (Vilcāne, 2014), separating youth 
and adult celebrations since 1960 by adding separate event The Latvian School Youth 
Song and Dance Celebration (further on – School Youth Celebration) (National 
Centre for Education, 2015) and encouraging active inter-cultural dialogue and 
cooperation between countries in the Baltic Sea Region (The Nordic – Baltic Choral 
Festival since 1995) (Nordicbalticchoir.lv). Now when we talk about this tradition we 
mean different forms and geographical locations, as well as vast range of participants 
(mostly – performers). 

The tradition is based on a mass amateur movement led by professional conductors 
and choreographers and on collective participation forms (individual participation or 
performances are not included). Performers come from different art groups that in 
Latvia include choirs, dance groups (traditional dance and also contemporary dance 
and hip-hop in Youth Celebration), brass orchestras, kokle ensembles, folk music 
bands, ethnographic ensembles, vocal ensembles, amateur theatre troupes, ethnic 
minority talent groups, national decorative art studios and craftsmen. Based on the 
empirical data, in Estonia the variety is not so big – there are only choirs, dance 
groups and brass bands, but also specific gymnast groups, whereas in Lithuania the 
variety is similar as in Latvia. 

In total in 2013 there were 40.000 performers in Latvia (Latvijas Nacionālais kultūras 
centrs, 2014), in 2014 approx. 200.000 people (both adults and children) participated 
in the Celebration in Estonia (Estonian Song and Dance Celebration Foundation), but 
in Lithuania – 37.000 participants (Lietuvos nacionalinis kultūros centras). In Latvian 
School Youth Celebration the amount of participants reached record – in total 38.000 
children (Valsts izglītības satura centrs). Also, there is a notable engagement of the 
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society in this Celebration not only as performers but also as art group leaders, 
spectators, as well as vast number of organisers, media members, government 
representatives, tourists and others. The resident survey data suggests that the forms 
of participation in the Song and Dance Celebration differ in the Baltic countries, but 
overall the level of active and passive involvement is very high. 95% of Estonians, 87% 
of Latvians and 84% of Lithuanians are or have been in their lifetime somehow 
involved in the Celebration. Only 5% of Estonians, 13% of Latvians and 16% of 
Lithuanians have never been in any way involved in the Celebration process. 

Three levels of participation can be differentiated: active participation, passive direct 
participation and passive indirect participation. Active participation includes: 1) 
participants of the Celebration (members of art groups, their leaders etc.); 2) paid 
professionals who work with art groups; 3) organisers of the Celebration (including 
volunteers and co-ordinators); 4) supporters of the Celebration (financial supporters, 
accommodation providers, sewers etc.); 5) those who are informing about the 
Celebration (journalists, researchers etc.); 6) different services during the Celebration 
(catering, trading, technical support etc.) (Lake and Muktupāvela, 2017). A significant 
number of the residents of the Baltic countries are or have been in their life active 
participants - 38% of Latvians, 37% of Estonians and 31% of Lithuanians. Estonia with 
29% has the highest percentage of all residents who have ever in their life participated 
as members of an art group (or its leader) in the Celebration, 27% in Latvia and 25% in 
Lithuania. The passive direct participation includes those residents who have attended 
some events of the Celebration (inc. the parade of the participants) (Lake and 
Muktupāvela, 2017). Estonia has an especially high level of attendance at the events. 
As we can see (table 1), 65% of the residents of Estonia have attended the events of the 
Celebration, while in Lithuania it is 51% and Latvia – 45%. The passive indirect 
participation includes those residents who have followed the events of the 
Celebrations through the media (TV, radio, the Internet, press, the social networks) 
and/or watched the events of the Celebration on TV and/or listened to the radio 
broadcasts.  In Latvia, altogether 74% have indirectly participated in the Celebration, 
in Estonia - 82%, but in Lithuania - 63%. 
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The empirical research showed that heritage practices and involvement in the 
tradition vary in three Baltic countries and this can be explained by the different 
historical background (especially in Lithuania, where this tradition developed quite 
later), support strategies (in Estonia the organising has been given to the public sector, 
while in Latvia and Lithuania great attention is paid to the administrative and 
organisational aspects and the Celebration is supported by the Song and Dance 
Celebration legislation (Saeima 2005, Seimas 2007) and demand for the artistic 
excellence (in Latvia there are higher artistic demands from the participants, while in 
Estonia the Celebration is more for everyone).
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Not 
involved

Involved The level of involvementThe level of involvement

LATVIA 13% 87%

Passive indirect participants                                                74%

LATVIA 13% 87% Passive direct participants        45%LATVIA 13% 87%

Active participants 38%

ESTONIA 5% 95%

Passive indirect participants                                                       82%

ESTONIA 5% 95% Passive direct participants 65%ESTONIA 5% 95%

Active participants 37%

LITHUANIA 16% 84%

Passive indirect participants                                                       63%

LITHUANIA 16% 84% Passive direct participants 51%LITHUANIA 16% 84%

Active participants 31%

The level of involvement in the Song and Dance Celebration. The Survey of Residents of Baltic 
countries on the Song and Dance Celebration (2017) commissioned by the Latvian Academy of 
Culture Research Centre.

The level of involvement in the Song and Dance Celebration. The Survey of Residents of Baltic 
countries on the Song and Dance Celebration (2017) commissioned by the Latvian Academy of 
Culture Research Centre.

The level of involvement in the Song and Dance Celebration. The Survey of Residents of Baltic 
countries on the Song and Dance Celebration (2017) commissioned by the Latvian Academy of 
Culture Research Centre.

The level of involvement in the Song and Dance Celebration. The Survey of Residents of Baltic 
countries on the Song and Dance Celebration (2017) commissioned by the Latvian Academy of 
Culture Research Centre.

The level of involvement in the Song and Dance Celebration. The Survey of Residents of Baltic 
countries on the Song and Dance Celebration (2017) commissioned by the Latvian Academy of 
Culture Research Centre.



In Latvian national discourse the Celebration is seen as a value in itself, because of its 
historically significant role in the strengthening a sense of belonging to the Latvian 
nation, thus creating Latvian nation itself. As data show, these traits and values are 
still being reproduced. 42% of residents of Latvia as the top answer to the question 
suggested that the main benefit from the participation in the Celebration movement is 
an enhanced sense of unity with the Latvian nation and 26% suggested that it is a 
possibility to enhance a sense of national belonging to the state of Latvia. Also in the 
survey, we asked residents to evaluate to what extent they feel a sense of belonging to 
different gradation of the place/areas (to the place of residence, to the regional 
community they live in, to the region, to the state, to the Baltic states and to Europe) 
and correlated it with data about their level of involvement in the Celebration (not 
involved, passive indirect, passive direct and active participation). Convincingly data 
showed that those residents who have participated in the Celebration in any level of 
involvement give higher evaluation of a sense of belonging to different degrees of 
places/ areas (including Baltic states and Europe) (table 2), which means that 
although this tradition promotes sense of belonging in local and especially national 
level, also European identity is being encouraged. 

Considering the vast participation and engagement in this tradition and its beneficiary 
nature towards identity and belonging to the nation, States try to strengthen and 
support the sustaining of this tradition by applying different heritage strategies. It is 
especially important because the Celebration itself is one week long and happens every 
five years in the summer, but the process is continuous – there is a constant 
preparation process (board meetings, rehearsals, concerts, gatherings, contests, 
reviews, educational events etc.) and everyday practices are carried out in the 
Celebration interim (including rehearsals, preparations for performances and different 
kind of performances, as you can see in Pictures 1, 2 and 3), which play important role 
in sustaining this tradition (Laķe and Vinogradova, 2016). Thus, the involvement of 
the State and different formal and institutional structures that include 
politico-ideological, administrative, economic-financial, cultural, artistic, social, 
educational and other factors and preconditions, become more and more significant 
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for passing down the tradition in space and time (Laķe and Vinogradova, 2016). This 
is worth speaking about because in a wider scale ways and mechanisms how we 
transmit and sustain tradition nowadays have changed – before the 20th century 
internal factors were more dominant, such as extended family model, closer and 
smaller local communities, an immediate communication and transmission. It was 
oral communication (songs, sayings, folksongs, tales etc.) and everyday informal 
practices during work and family gatherings (crafts, needlework, celebrations etc.). 
Traditions were mostly not implemented on a public level or in a mass scale. Selection 
process was mostly based on what seems “natural” to keep on doing or pursuing, what 
seemed valuable or inevitable - thus mostly rooted in the inner motivation of 
individuals. Also, the selection process and practicing was not reflected on, it 
happened almost automatically. 
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Table 2: Sense of belongingTable 2: Sense of belongingTable 2: Sense of belongingTable 2: Sense of belongingTable 2: Sense of belonging

To what extent residents in Latvia 
feel a sense of belonging to one of the 

following degrees of the place 
[average rating on a scale of 1 to 10 
(where 1 - none at all, 10 - to a great 

extent)]:

Not involved
Passive 
indirect 

participants

Passive direct 
participants

Active 
participants

To the place of residence (town/ rural 
district) 7.0 7.9 7.9 7.8

To the regional community where 
they live 7.0 7.6 7.7 7.8

To the region 6.6 7.6 7.7 7.5
To the Latvian/ Lithuanian/ Estonian 
state 7.1 8.6 8.6 8.6

To the Baltic states 5.9 7.4 7.5 7.6
To Europe 6.0 6.5 6.8 6.7
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
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Picture 1: Rehearsal of the youth dance group. Source: Picture made by 
researcher in The Study of the Everyday Practices of Art groups in the Song 
and Dance Celebration Interim (2016) carried by The Latvian Academy of 
Culture Research Centre.

Picture 2: A youth dance group prepares for the performance. Source: 
Picture made by researcher in The Study of the Everyday Practices of Art 
groups in the Song and Dance Celebration Interim (2016) carried by The 
Latvian Academy of Culture Research Centre.



In contrast, in 20th and 21st century sustaining of a tradition became a more 
controlled, planned and conscious process. Outer or macro level aspects – ones that 
surpass the borders of local communities and families and ones that need institutional 
structures, such as government, legislation, media, organizations, schools and others – 
became more important. Now not only traditions that we internally need to pursue are 
sustained and promoted but also those who have “demand” - other or larger groups 
show their interest in it or there is a chance to gain some economical or other benefit. 
Traditions are more reflected on, more analysed and more studied, thus validated. In 
consistently changing times institutional structures are not just inevitable but 
essential. One of such preconditions and institutional structures is education system 
that is directed towards supporting the sustainment of tradition, teaching skills and 
understandings, as well as popularizing said tradition.
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Picture 3: A performance of a youth dance group. Source: Picture made by 
researcher in The Study of the Everyday Practices of Art groups in the Song and 
Dance Celebration Interim (2016) carried by The Latvian Academy of Culture 
Research Centre.



Even though further on we will talk about the education system it is important to 
briefly mention that applied heritage strategies in each country differ. For example, as 
previously mentioned, there are various degrees of political tools – Latvia and 
Lithuania have passed the Song and Dance Celebration Laws (Saeima 2005, Seima 
2007) that establish the financial and organizational responsibility of the state and 
local authorities, whereas in Estonia the organisation of the Celebrations has been 
delegated to the non-governmental sector (Laķe and Muktupāvela, 2017). This also 
affects the education system that is implemented in each country. For the very reason, 
further on we will focus on the situation specifically in Latvia.

The role of formal and non-formal education in the 
sustaining of tradition 
The importance and the role of education in sustaining the Song and Dance 
Celebration tradition was already recognised and stated in the Multinational 
Candidature File for the 2nd Proclamation of Masterpieces of the Oral and Intangible 
Heritage of Humanity for UNESCO (UNESCO, 2000): firstly, it was stressed, that the 
Baltic States have a stable system of music education – a well-developed national 
school of choir singing, talented composers, conductors and group directors, 
secondly, it was argued, that this tradition is strongly connected with formal education 
(even more so – it is said that stable musical education is crucial for the sustainability 
of this tradition), thirdly, the main effects of practicing this tradition are concerned 
with education of society and development of civil society as well as unifying the 
society on the basis of collective co-existence, re-enforcing national identity and 
developing a world outlook important in the educational process of the youth 
(UNESCO, 2000), and lastly these activities happen in an education context, e.g., 
practices happen in schools, universities, educational centres etc. In Latvia, there has 
been success in establishing and providing a supportive system for practicing and 
learning this tradition and the sustaining of this system is supported by state officials. 
Latvian Minister of Culture Dace Melbārde in the in-depth interview affirmed that 
every tradition, including the Song and Dance Celebration, starts, firstly, in the family 
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where cultural traditions are valued and respected and, secondly, the state can support 
it with education system:

My personal belief is that each and every tradition is heritable, if its foundation is 
based on the family values – it has to be embodied in the family. [..] It is not a 
coincidence that in the Song and Dance Celebration participate people from 
different generations, where grandchildren stand beside their grandparents in the 
grand arena. Of course, the leader of the art group is important and how he/she 
sees and explains things. Then how regional leaders and leaders of the local cultural 
centres work with leaders of the art group and how in general the state constitutes 
comprehension of what is the role of individual in building their culture. But this 
understanding needs to be already taught in school and that is a question of how we 
position an education in our country. For our culture to be sustainable we have to 
learn in the schools to be responsible for our culture. People have to become ready 
to participate and give their investment in the culture (Latvian Academy of Culture, 
2017).

Most of the participants get acquainted with this tradition while they are children and 
while they are in schools. First, as stated also by Latvian Minister of Culture it is highly 
based on generational inheritance. Also, the data from the survey suggest that family 
has a great importance in carrying and preserving this tradition. If we compare those 
residents who have been involved and who have never been involved in the 
Celebration in their lifetime, we can see that more than a half or 57% of in the 
Celebration involved participants have someone in their family that has also been 
involved in the Celebration movement as a participant, whereas only 18% of the 
residents who are not involved in the Celebration movement themselves have 
someone in their family who has ever been involved in the Celebration as a participant 
(table 3).

348



Table 3: Family involvement in the Song and Dance 
Celebration

Table 3: Family involvement in the Song and Dance 
Celebration

Table 3: Family involvement in the Song and Dance 
Celebration

Has anyone in your family been involved in 
the Song and Dance Celebration as a 
participant (member of a talent group, 
(honorary) director of a talent group, 
(honorary) conductor, (honorary) director-
in-chief)?

Residents 
involved in 

the 
Celebration

Residents 
not involved 

in the 
Celebration

883 (n) 127 (n)

Yes, parents, children, grandchildren, 
siblings, partner/spouse or other relatives 57% 18%

No, no-one has 40% 74%

Hard to say 3% 8%
Total 100% 100%

The Survey of Residents of Baltic countries on the Song and Dance 
Celebration (2017) commissioned by the Latvian Academy of Culture 
Research Centre.

The Survey of Residents of Baltic countries on the Song and Dance 
Celebration (2017) commissioned by the Latvian Academy of Culture 
Research Centre.

The Survey of Residents of Baltic countries on the Song and Dance 
Celebration (2017) commissioned by the Latvian Academy of Culture 
Research Centre.

Second, childhood is the period when most people start engaging in different 
non-formal and extracurricular education activities such as dancing, singing, 
instrument playing, visual arts etc. The survey data revealed what is the attendance of 
classes in an interest-related education clubs, associations or amateur-talent groups in 
respondents’ lifetime. We were interested in 7 types of activities: 1) dancing (folk 
dances, contemporary dances, sport dances etc.); 2) singing (in a choir, in a band, in 
pop groups and other kinds of singing); 3) playing musical instruments; 4) 
participating in amateur theatre; 5) participating in visual art workshops; 6) doing 
crafts, handicraft; 7) doing sports (team sports or sporting activities together with 
other athletes that involve the presence of a coach or instructor, like playing 
basketball, soccer, doing athletics). The focus of the question was to measure the level 
of participation in different kinds of activities which for the most of them is based on 
artistic or creative skills, but not all of mentioned activities are based on the cultural 
heritage practices. For instance, dancing can mean being a part of the Song and Dance 
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Celebration tradition by participating in folk dances, but also respondents could 
answer about dancing contemporary dances. Two the most popular artistic activities 
in all three Baltic countries are singing and dancing. 51-59% of all residents of the 
Baltic countries revealed that in their lifetime they have done dancing or they are 
doing it now and there are no significant differences in all three countries (tables 4a, 
4b). A bit different situation is with singing, although it is still popular in all countries. 
58% of Estonia residents have done singing or still do it, 50% of Lithuania residents 
and 43% in Latvia. Although historically and mostly in media now Latvians are called 
“singing nation” (Rozenberga, 2017; Latvia travel, 2017; The Economist, 2016; 
Interkultur, 2016), statistic shows that in recent years dancing is more popular in the 
Song and Dance Celebration – in the Nationwide Latvian Song and Dance Celebration 
in 2013 from 1610 art groups 37% were dance groups, while 24% were choirs (Latvijas 
Nacionālais kultūras centrs, 2014). Crafts and handicrafts have done 46% of Estonia’s, 
24% of Latvia’s and 24% of Lithuania’s residents. 34% from all residents of Estonia 
have played or still play some music instrument, while numbers are lower in Latvia 
(24%) and Lithuania (22%). Quite similar are the results for participating in amateur 
theatre – 34% of Estonia’s residents have done it or still do, 24% in Latvia and 21% in 
Lithuania. In visual art workshops 22% of Latvia’s, 24% of Estonia’s and 10% of 
Lithuania’s residents have taken part in. To compare it with the sporting activities, 
which are not based on the artistic or creative skills, 74% of Estonia’s, 62% of Latvia’s 
and 58% of Lithuania’s residents have ever done or still do them. 

Correlations between the number of included in certain activities and the type of 
activities reveal that the most popular activities (singing and dancing) are also part of 
the foundation of the artistic practices in the Song and Dance Celebration tradition 
and the least popular activity (participating in visual art workshops) is the one activity 
of mentioned ones which is not related to the Celebration practices. The rest of the 
activities (excluding sport) are also part of the Celebration, but they are not the main 
ones. Data also reveal that foundation of doing those activities can be found in 
childhood, especially in the school years. From 26% to 36% of all residents of Baltic 
states have participated in dancing activities only at school or before school, 25-37% 
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have participated in singing activities, 9-21% have played music instruments, 13-24% 
have participated in amateur theatre(e.g. drama clubs in schools or community theatre 
in local cultural centres), 7-14% have participated in visual arts activities (e.g. classes 
of painting, drawing etc.) and 14-19% have done crafting (like woodworking, glass 
blowing, pottery, knitting etc.). For many of them this gives the impulse for the rest of 
their life to be interested in arts and this tradition. Rest of the residents who have 
participated in mentioned activities described previously have done it in many 
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Table 4a: Attendance of classes in an interest-related education club, association or 
amateur-talent group in Baltic countries.

Have you ever (in your lifetime) 
attended classes in an interest-

related education club, association or 
amateur-talent group?

Have you ever (in your lifetime) 
attended classes in an interest-

related education club, association or 
amateur-talent group?

Dance (folk 
dances, 

contemporary 
dances, sport 
dances etc.)

Dance (folk 
dances, 

contemporary 
dances, sport 
dances etc.)

Dance (folk 
dances, 

contemporary 
dances, sport 
dances etc.)

Singing (in a 
choir, in a 

band, in pop 
groups and 
other kinds 
of singing)

Singing (in a 
choir, in a 

band, in pop 
groups and 
other kinds 
of singing)

Singing (in a 
choir, in a 

band, in pop 
groups and 
other kinds 
of singing)

Playing 
musical 

instruments

Playing 
musical 

instruments

Playing 
musical 

instruments

Amateur 
theatre

Amateur 
theatre

Amateur 
theatre

LAT EST LTU LAT EST LTU LAT EST LTU LAT EST LTU

1 I participated only at school and 
before school

26% 35% 36% 25% 39% 37% 9% 21% 16% 13% 24% 15%

2
I participated in different 
periods of l i fe , I am not 
participating anymore

22% 18% 12% 14% 14% 10% 8% 7% 4% 9% 7% 5%

3
I participated in different 
periods of l i fe, and I am 
participating now

3% 3% 1% 3% 3% 1% 3% 4% 1% 1% 2% 0%

4 I have participated all my life, 
and I am participating now

2% 3% 2% 2% 2% 2% 2% 3% 2% 1% 1% 1%

5 I am participating now, but I 
have started recently

1% 1% 0% 0% 1% 0% 0% 1% 0% 0% 0% 0%

6 I have never done that 46% 40% 49% 57% 41% 49% 76% 63% 77% 75% 64% 78%

7 Hard to say 0% 1% 0% 0% 1% 0% 0% 2% 1% 1% 3% 1%

Total 100% 100% 100% 100% 100% 100% 100% 100% 100% 100% 100% 100%

The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.
The Survey of Residents of Baltic countries on the Song and Dance Celebration (2017) 
commissioned by the Latvian Academy of Culture Research Centre.



different periods of life (either including or excluding childhood), have done it all of 
their life continuously or have started participating just recently.

Table 4b: Attendance of classes in an interest-related 
education club, association or amateur-talent group in Baltic 

countries.
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Table 4b: Attendance of classes in an interest-related 
education club, association or amateur-talent group in Baltic 

countries.
Have you ever 

(in your lifetime) 
attended classes 
in an interest-

related education 
club, association 

or amateur-
talent group?

Have you ever 
(in your lifetime) 
attended classes 
in an interest-

related education 
club, association 

or amateur-
talent group?

Visual art 
workshops
Visual art 

workshops
Visual art 

workshops
Crafts, handicraftCrafts, handicraftCrafts, handicraft

Sports (team sports 
or sporting activities 
together with other 
athletes that involve 

the presence of a 
coach or instructor)

Sports (team sports 
or sporting activities 
together with other 
athletes that involve 

the presence of a 
coach or instructor)

Sports (team sports 
or sporting activities 
together with other 
athletes that involve 

the presence of a 
coach or instructor)

LAT EST LTU LAT EST LTU LAT EST LTU

1

I 
participated 
o n l y a t 
school and 
before school

14% 12% 7% 14% 19% 15% 18% 29% 33%

2

I 
participated 
in different 
p e r i o d s o f 
life, I am not 
participating 
anymore

5% 6% 2% 9% 11% 5% 26% 25% 14%

3

I 
participated 
in different 
p e r i o d s o f 
life, and I am 
participating 
now

2% 3% 0% 7% 8% 2% 10% 10% 4%
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To analyse the importance of the Celebration practices included in the education 
system, we correlated data about participation in these activities in different periods of 
residents’ lifespan with data about the level of involvement in the Celebration. 

Table 5a: Have you ever (in your lifetime) attended classes in 
an interest-related education club, association or amateur-

talent group?: Sense of belonging
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Table 5a: Have you ever (in your lifetime) attended classes in 
an interest-related education club, association or amateur-

talent group?: Sense of belonging

DANCING

Not 
involved in 

the 
Celebratio

n

Passive 
indirect 

participan
ts

Passive 
direct 

participa
nts

Active 
participa

nts

n 127 747 457 376

I participated only at 
school and before school 16% 28% 24% 27%

I participated in different 
periods of life, I am not 
participating anymore

14% 22% 27% 29%

I participated in different 
periods of life, and I am 
participating now

5% 2% 3% 5%

I have participated all my 
life, and I am participating 
now

0% 2% 3% 5%

I am participating now, but 
I have started recently 0% 1% 1% 1%

I have never done that 64% 44% 42% 34%
Hard to say 1% 0% 0% 0%
Total 100% 100% 100% 100%

Data reveal that those who have never been involved in the Celebration movement in 
any way have also significantly lower involvement in these non-formal activities, 
which are also part of the Celebration (dancing, singing, playing music instrument, 
participating in an amateur theatre), in their school years. But those who have been 
involved in the Celebration in different levels (passive indirectly, passive directly or 
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active), more frequently have been participating in mentioned activities in their school 
years, even if they have left those activities afterwards in life. For instance, we can look 
at the examples of the singing and dancing, as those are the most popular activities of 
the Celebration itself. From residents who have never been involved in the Celebration 
16% have done dancing only in the school, but 19% continued to do it afterwards 
(Tables 5a, 5b, 5c). 

Table 5b: Have you ever (in your lifetime) attended classes in 
an interest-related education club, association or amateur-

talent group?: Sense of belonging
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Table 5b: Have you ever (in your lifetime) attended classes in 
an interest-related education club, association or amateur-

talent group?: Sense of belonging

SINGING

Not 
involved 

in the 
Celebrati

on

Passive 
indirect 

participants

Passive 
direct 

participant
s

Active 
participant

s

I participated only at 
s c h o o l a n d b e f o re 
school

17% 26% 25% 26%

I p a r t i c i p a t e d i n 
different periods of 
l i f e , I a m n o t 
participating anymore

9% 15% 16% 21%

I p a r t i c i p a t e d i n 
different periods of 
l i f e , a n d I a m 
participating now

1% 3% 4% 6%

I have participated all 
my life, and I am 
participating now

0% 2% 3% 4%

I am participating now, 
but I have started 
recently

0% 0% 0% 0%

I have never done that 73% 54% 52% 43%
Hard to say 0% 0% 0% 0%
Total 100% 100% 100% 100%
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In comparison, from residents who have been or still are involved in the Celebration in 
different levels 24% to 28% have done dancing only in their childhood, but 27% from 
passive indirect participants, 34% from passive direct participants and 39% from 
active participants continued to do it afterwards. 

We can see these similarities in singing practices also – 17% of residents who have 
never been involved in the Celebration have practiced different forms of singing when 
they were in school, while only 10% of them continued to do it afterwards in life. In 
contrast, 25-26% of residents who are still somehow involved in the Celebration have 
practised singing only during their school years, but significant number continued to 
do it further in life – 20% from passive indirect participants, 23% from passive direct 
participants and 31% from active participants. 

Table 5c: Have you ever (in your lifetime) attended classes in 
an interest-related education club, association or amateur-

talent group?: Sense of belonging
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an interest-related education club, association or amateur-

talent group?: Sense of belonging

SPORTS (team sports or 
sporting activities together 

with other athletes that 
involve the presence of a 

coach or instructor)

Not 
involved 

in the 
Celebratio

n

Passive 
indirect 

participa
nts

Passive 
direct 

participa
nts

Active 
participan

ts

I participated only at school 
and before school 24% 16% 16% 17%

I participated in different 
periods of life, I am not 
participating anymore

25% 26% 26% 26%

I participated in different 
periods of life, and I am 
participating now

9% 10% 12% 9%

I have participated all my 
life, and I am participating 
now

6% 6% 9% 9%

I am participating now, but I 
have started recently 0% 1% 1% 0%

I have never done that 36% 41% 36% 38%
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This indicates that in aiming to sustain the Song and Dance Celebration tradition it is 
essential to include practices of singing and dancing in non-formal and also formal 
education, because starting to practice it in the school years people are more willing to 
continue it later in life, where important part of singing and dancing practices are the 
Celebration movement. Here data also indicate another interesting aspect – supposed 
competitor for artistic practices in school years is sport activities, as among those 
residents who are not involved in the Celebration it is practiced more during (only) 
school years (24%) than among those who are involved in the Celebration (16-17%). 
Later in life difference between involved and not involved in sports vanish. Further we 
will explain how artistic practices that Song and Dance Celebration is based on are 
incorporated in education system. 

In school through formal education (mostly in elementary school, but also high 
school) individuals obtain the main skill set for pursuing this tradition – basic skills 
and understandings (listening, singing in polyphony, reading texts and music sheets, 
understanding of culture and history, physical abilities etc.). But this is the period of 
life, as mentioned above, when individuals also vastly engage in non-formal education 
activities. In Latvia the education system is built in a way that there is formal 
education – a system which includes basic education, secondary education and higher 
education levels (part of curricula in schools) and the acquisition of the programme of 
which is certified by document recognised by the State – and non-formal education 
(also in context with pupils term interest-based education is used) that are educational 
activities in conformity with interests and demand organised outside of formal 
education. In this a person realises their individual educational needs and desires 
regardless of age and previous education. Also there is professional orientation 
education which is acquisition of systematised knowledge and skills, as well as the 
formation of values orientation in art, culture or sport that takes place concurrently 
with the formal education, which provides a possibility to prepare for the acquisition 
of a professional education in the selected direction (Saeima, 1999). The cultural 
component can be found in all three of them – in formal education there are music, 
visual arts, cultural history, home economics (which includes also crafts) lessons, as 
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well as rhythmic, poetry and literature is taught, in non-formal education there are 
choirs, amateur theatres, dance groups, visual art workshops etc. and in professional 
orientation education these are music, art, dance schools (governed by Latvian 
National Centre for Culture).

So, in non-formal and in professional orientation education children develop specific 
artistic competencies suited for practicing this tradition through different forms of 
extracurricular activities (music and art school, choirs, instrument playing, folk 
ensembles, theatre troupes, dance groups, crafts etc.). Data show that kids have 
different additional motivational factors (besides their own interest) in school to get 
them triggered and started in the Celebration movement such as peers and classmates, 
encouragement from teachers and art group leaders, initiative from their parents etc. 
This is also a period of life when there is a possibility to try out different 
extracurricular activities and self-expression forms and children in the survey admit 
that they feel the need to express them artistically and that is the main reason they 
join art groups. For many participants of the Celebration youth is the first time they 
were a part of the Celebration – School Youth Celebration.

Started in 1960, School Youth Celebration is an important alteration to the tradition 
because it specifically focuses on the school children (pupils and students), giving an 
opportunity to experience this tradition in different ways than adults and separately 
from them, creating different and probably more vivid experiences (e.g., children not 
only take part in this unique event but for many of them it is the first time away from 
home and parents, it is a specific experience in different living conditions and 
regiment, it is a different way to spend their free time and bond with friends). For 
many of children participation in the Celebration is extremely important and a great 
achievement because for school youth there is much higher competition to take part in 
the Celebration week. In order to support this branch of the tradition a well-structured 
educational system and support was established in Latvia. Now, even though it is the 
same tradition, there are two separate governance bodies – Latvian National Centre 
for Culture takes care of the Nationwide Celebration, whereas National Centre for 
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Education of the Republic of Latvia organises School Youth Celebration, which shows 
much higher connection between the educational system and Celebration.

Data convincingly indicates that those who have started practicing art and this 
tradition in their childhood are more involved with the tradition in later periods of 
their life so these childhood experiences play crucial role in sustaining of the tradition 
by providing long-drawn engagement and transmission. Those who have participated 
in the last Celebration for School youth in 2015, when asked if they would like to 
continue to participate in the Celebration after graduating high school almost 
unanimously said definitely. In paradox, tendencies show that big part of those who 
graduate high school stop participating in the movement which can be explained by 
the switch of priorities (between ages 20-35 people tend to have different life goals 
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Picture 4: Main obstacles for residents of Latvia to not be involved in the Celebration as 
participants. The Survey of Residents of Baltic countries on the Song and Dance Celebration 
(2017) commissioned by the Latvian Academy of Culture Research Centre.

5%
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12%

17%
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I have no appropriate creative skills

I am not interested in folk art or amateur art

I am not interested in such cultural and
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everyday rehearsals of the art group

I have no spare time

The main obstacles for residents of Latvia not to involve in the Song and 
Dance Celebration as participants: top 5 answers (%)

n=416
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such as getting higher education, career, starting a family, establishing social groups 
etc.). The empirical research proved that the main obstacle for residents of Latvia not 
to involve in the Celebration is a lack of spare time (23%) and lack of time particularly 
for everyday rehearsals in the art groups (17%), also the interest to participate have 
not developed or have vanished, as 12% are not interested in such cultural and artistic 
events and 9% are not interested in amateur art or folk art (Picture 4). 

Data also slightly indicate that most likely those, who have participated in art groups 
during their childhood, are willing to take-up these practices again later in life than for 
people to simply decide to take part in an art group suddenly in later periods of life. 
We can say that participating in this tradition has become a part of their life-style 
since early years of life. So, one can assume that educational experiences gained in 
childhood crucially help to stably sustain tradition providing long-term involvement in 
the tradition. 

For adults participating in the tradition and the movement is not so much based on 
curricula and extracurricular activities, but more on personal choices and lifestyle, as 
well as previous experiences. In many cases it is a matter of conscious choices for free 
time activities. We can distinguish three ways how education and adults are connected 
in this tradition process. Firstly, as mentioned before, individuals through 
participating in an art group are realising life-long learning (intellectual and/ or 
physical improvement). Secondly, it might become their professional career – most of 
the art group leaders (conductors, choreographers, instrument teachers etc.) have 
higher education in their field and the choice of this profession is in many cases based 
on (positive) previous experience in art group, usually as a kid. Thirdly, even though 
for adults formal education process has ended, self-improvement started in their 
childhood continues – engagement in this tradition and non-formal educational 
activities enhances society, plays a part in the development of civil society, performing 
joint repertoire creates a shared experiences and sense of community, it teaches about 
Latvian traditional practices, symbols, customs and skills, through the content of 
repertoire and national costumes it creates a sense of belonging, patriotism and 
national identity (UNESCO, 2000). It also develops a world outlook and raises 
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tolerance level for different expressions and cultures, and by learning and pursuing 
music and dance the intelligence level is raised as well as physical health of the society. 
And it is also important that individuals, who take part in this tradition, tend to share 
their knowledge and experiences with their family, friends, partners, thus the circle of 
people engaged expands and there are more people who learn about the tradition, 
improve their identity, understanding of the heritage etc.

Conclusion
In this article we talked about the importance of different institutional structures 
(such as politico-ideological, administrative, economic-financial, cultural, artistic, 
social, educational) in safeguarding intangible cultural heritage and more specifically 
– the Song and Dance Celebration tradition. We presumed that the Celebration is 
highly based on and supported by formal and non-formal education practices, so as an 
aim of this study we set to analyse the role of education towards sustaining the Song 
and Dance Celebration tradition. To answer to the research questions we described the 
role of non-formal education in preserving the Song and Dance Celebration tradition 
and analysed the level of involvement in the non-formal activities in the Baltic 
countries. 

First, we noted that although the Song and Dance Celebration tradition is common in 
all three Baltic countries it has advanced slightly different in each of them because of 
the differences in historical development and support strategies. This can also be seen 
in data about the participation levels in each country. As previously concluded (Laķe 
and Muktupāvela, 2017), there are three levels of participation in the Celebration – 
passive indirect, passive direct and active. Analysing data from the residents’ survey 
we concluded that the level of active and passive involvement is very high (95% in 
Estonia, 87% in Latvia and 84% in Lithuania). A significant part of the residents of the 
Baltic countries are or have been active participants, respectively, they have taken part 
in the Celebration as participants from art groups (38% in Latvia, 37% in Estonia and 
31% in Lithuania). Passive direct participants have attended some events of the 
Celebration (65% in Estonia, 51% in Lithuania and 45% in Latvia) and passive indirect 
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participants have followed the events of the Celebration through the media (82% in 
Estonia, 74% in Latvia and 63% in Lithuania). 

We concluded that those residents who have participated in the Celebration in any 
level of involvement give higher evaluation of a sense of belonging to all degrees of 
places/ areas (including Baltic states and Europe), including local, national and 
European one. We also described that the Celebration has had significant role in 
creating Latvian nation and still contributes in creating a sense of national identity 
and belonging. Because of this States are interested in creating supportive systems to 
support the continuation of this tradition.

One of such systems is education – its importance and role in sustaining this tradition 
has been emphasised in different levels (by UNESCO, national government). We 
described that parallel to the tradition being strongly linked with families and 
generational inheritance in Latvia we also have a well-developed and multi-levelled 
(formal, non-formal) education system that supports practicing this tradition by not 
only teaching basic artistic skills and competencies beneficial for this tradition but also 
strengthening civil society and activating individuals to engage in non-formal 
extracurricular or free-time activities based on the Celebration. 

Thus, large numbers of participants get introduced to this tradition when they are in 
schools. Data supported thesis that there is a much higher possibility to be an active 
participant of the Celebration for those who have someone in their family that 
participated in the Celebration. Data also revealed that childhood is the period when 
most people start engaging in different non-formal and extracurricular activities such 
as dancing, singing, instrument playing, visual arts etc., based on the necessity to 
express themselves creatively, but also because of the peer influence, family support 
and invitations from teachers. School years for many of those involved in the tradition 
is the period of life where they have a chance not only to participate in art groups but 
also in the Celebration itself (usually – School Youth Celebration). This leaves a lasting 
impression about this tradition. Therefore, youth have mainly positive experience in 
art groups and express willingness to continue to participate in the Celebration also in 
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their adulthood. But only part of them do (many of them have no free time anymore or 
different priorities in live), continuing to participate in art groups and continuing 
self-improvement.

So in conclusion there are three levels of education and learning regarding this 
tradition in Latvia: 

1. Formal education – takes place in schools as part of curricula (music lessons, art 
lessons, others);

2. Non-formal education – provided both in schools as extracurricular activities 
and outside of them (cultural centres, youth creative centres, music and art 
schools etc.);

3. Life-long learning and self-improvement – through the practices in many 
different forms.

And the connection of the participant, cultural heritage and education can be seen as 
cyclical and mutually consequential: tradition is institutionalised, thus specific 
supportive systems are established and one of the most important ones is education 
system that promotes the tradition and provides the basic skills in order to pursue the 
tradition. At the same time education system benefits from the Celebration - it serves 
as a stimuli and opportunity to talk about and to practice traditional culture, classical 
music, crafts and arts and different cultural expressions in general. And an individual 
benefits from this process that results in life-long learning and self-improvement.

But even though education system is solitaire and supportive towards tradition and 
there is a high percentage of involvement in the tradition during childhood and school 
years there is still notable tendency that many adults stop taking part in art groups or 
stop practicing this tradition after graduating high school. We set a further research 
question in discussion - what factors determine that an individual (young adult) 
continues or stops actively participating in the movement and what creates these 
further scenarios? To give answers to these questions we are carrying out a survey in 
schools in Latvia in 2018 to more specifically study experiences of the youth in their 
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high school years and their views towards cultural heritage, traditions, identity, as well 
as their free time spending practices.
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Digital Heritage Dialogues in Public Spaces: 
Connecting Geographic Literacy to Crowdsource 
Information. A Case Study. 

Flickr’s media content proves to be valuable for researching the importance of 
cultural heritage and its implications on tourism. Established in 2004, Flickr 
has encouraged the development of a photo-sharing community, whose 
members can upload their photos or videos and tag them, curate their personal 
collections, interact with other members, be linked with various themes and 
share their love for photography. This chapter argues that the emergence of 
photo-sharing platforms, such as Flickr, and the close reading of photo-sharing 
themes and subject-matter, as well as the rise of crowdsourcing practices, and 
the voluntary representations of the places by the photo-sharing network users 
could lead us into a better comprehension of people’s perceptions about the 
function of specific places (of the public space in our case study) in their life.

crowdsourcing, geo-literacy, photography, Flickr, Geostream, cultural heritage
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Geo-Literacy and Crowdsourcing: On European Heritage 
and Beyond
In the field of Geography education according to some researchers, Geographic 
Literacy consists of three interrelated elements-interactions, interconnections, and 
implications (National Geographic Education, Edelson, 2011; Galani, 2016). Other 
researchers consider as key elements of Geographic Literacy the coexistence of 
Geographic knowledge, Geospatial skills, Affect and Additional Determinants (Galani, 
2018). Geographic Literacy in education refers to “the ability to use geographic 
understanding and reasoning to make far-reaching decisions” (Edelson, 2011). All the 
above elements centre on the understanding of human and natural systems, the 
interrelationships between different places, as well as the ability to make 
well-reasoned decisions about our life and behaviour based on the perception of these 
connections. Such insight could be acquired at an early age through the discipline of 
geographical skills: according to Backler and Stoltman, these skills can be divided into 
five categories: “1. Asking geographic questions, 2. Acquiring geographic information, 
3. Presenting geographic information, 4. Interpreting geographical information, and 5. 
Developing and testing geographical information. The fulfilment of these tasks could 
help in evolving the concept of Geo-Literacy and its diffusion in education and 
everyday life” (Backler and Stoltman, 1986, p. 3). In the meantime, a most recent 
classification has recently elaborated (2012) by the Geography Education National 
Implementation Project (USA): 1. Asking Geographic Questions, 2. Acquiring 
Geographic Information, 3. Organizing Geographic Information, 4. Analysing 
Geographic Information, 5. Answering Geographic Questions. 

As might be expected, Geographic Literacy cannot be restricted to education. Subjects 
can be geographically literate or can adopt geographical skills, which can be further 
evolved through practice. The new social media landscape and the emerging digital 
technologies can clearly give a new outlet for the articulation of Geo-Literacy: digital 
photos and videos, virtual maps, volunteered geographical information (Goodchild, 
2007). Consequently, social media’s content, and, more specifically, the content that is 
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elicited from photo-sharing platforms can be crucial for the development of 
geographical skills and the acquaintance with a place, its culture, and identity, i.e. 
Bartie and Mackaness’s (2016) research on running the visual exposure model in 
Edinburgh city and its popular sites against their geotagged photographic 
representations.

Towards this direction, crowdsourcing strategies could work effectively in terms of 
working with a huge amount of data that appears on the Internet and is uploaded 
voluntarily by various users. Crowdsourcing is “an online, distributed 
problem-solving and production model that leverage the collective intelligence of 
online communities to serve specific organizational roles” (Brabham, 2013, p. xix). 
Although the word has many definitions, Arolas and Ladrón-de-Guevara define 
crowdsourcing as: 

“… a type of participative online activity in which an individual, organization, or 
company with enough means proposes to a group of individuals of varying 
knowledge, heterogeneity, and number, via a flexible open call, the voluntary 
undertaking of a task. The undertaking of the task, of variable complexity and 
modularity, and in which the crowd should participate bringing their work, money, 
knowledge and/or experience, always entails mutual benefit…” (Arolas and 
Ladrón-de-Guevara, 2011, p. 11)

As Brabham observes “online communities, it turns out, are fertile sources of 
innovation and genius” (Brabham, 2013, p. v) and they can also help making new 
meanings on the notion of heritage, as analysed later. Especially, crowdsourcing can 
be “immensely effective for engaging audiences with the work and collections of 
galleries, libraries, archives and museums” (Ridge, 2014, p. 2) and can further 
contribute to the analysis of various attributes of a place, its heritage and its identity.

Figueroa-Alfaro and Tang highlight again the aesthetic values exposed by uploading 
geo-tagged photos on social media sites, arguing that “social media data are a large 
source of completely unexplored information that can give us a different perspective 
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on the evaluation and quantification of the aesthetic value of cultural ecosystem 
services” (Figueroa-Alfaro and Tang, 2017, p. 267). 

Flickr’s media content proves to be valuable for researching the importance of cultural 
heritage and its implications on tourism (Kádár, 2014). Established in 2004, Flickr has 
encouraged the development of a photo-sharing community, whose members can 
upload their photos or videos and tag them, curate their personal collections, interact 
with other members, be linked with various themes and share their love for 
photography. Despite the self-evident photo-sharing character and its users that tend 
to use it in order “to articulate their identities as social beings by uploading 
photographs to document their lives” (Van Dijk, 2010, p. 402), Flickr proves that such 
visualizations are important for the understanding of one city’s visibility and 
aesthetics. 

Sometimes, such photographic representations construct the image of a city of sites 
(Gali and Donaire, 2015, p. 895), which consists of various landmarks. In the case of 
Barcelona, Gali and Donaire found that, although this behaviour is normal in 
“monumental cities”, “tourists photographed 197 different sights, demonstrating a 
considerable dispersion in the city’s perceived image (Gali and Donaire, 2015, p. 895). 
Apart from religious buildings, which were a common photographic locus, tourists 
took photos of modernist buildings and sites, challenging the established tourist image 
of Spain and cities, such as Barcelona. As far as tourism concerned, further 
implications can be discussed, such as the ranking of a place’s specific locations and 
their contribution to its image. Jiang asserts that “with the increasing availability of 
massive amounts of geographic information about cities, in particular, large amounts 
of georeferenced information arising from social media such as Flickr and Twitter, all 
city artefacts or locations can be ranked, and eventually those that are the largest 
constitute the image of the city” (Jiang, 2013, p. 1565).

As highlighted above, the study and the analysis of photo-sharing platforms with 
digital imaging and geotagged storage can be a factor in promoting and acquiring 
geographical skills. Through the representation of different places of interest and their 
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contextualization, lots of information could be gathered relevant to issues, such as 
cultural heritage and European identity.

In this chapter, we will try to illustrate the multiple advantages of crowdsourcing 
techniques towards the promotion of Geographic Literacy through the visual analysis 
of a heritage site, located in Athens, Greece. We argue that this approach provides a 
deep insight on the transformation of the photographic content, various connotations 
of heritage and identity on photo-sharing social platforms, such as Flickr, while it 
constitutes a parallel reading of the institutionalised notion of culture and heritage.

Social Media and the Ever-changing Nature of 
Photography
Apart from using selected methodologies within the framework of crowdsourcing, 
working with photographs from various photo-sharing platforms is also important, as 
from the very early daguerreotypes of the 1830’s to digital photography, one cannot 
deny that photography as art and technique has undergone significant changes. The 
distance from what Chalfen had coined as the analogue “Kodak Culture” (Chalfen, 
1987, p. 1) to what is known as “snaprs” (from the word “snapshot”) culture is literally 
vast. The first is linked to specific cultural practices concerning the photographic 
image itself and to certain circumstances: it refers to all these “home-mode” 
photographs taken during our holidays, family gatherings, anniversaries and so on, 
printed on paper and stored in respective photo-albums, focusing on a more “festive” 
photographic subject-matter and subsequent narratives. However, as Miller and 
Edwards (2007) propose, a new term must deal with an emerging generation that uses 
digital media (digital cameras, mobile phone cameras, etc.) in order to produce 
unstructured digital photo-rolls that are ready to be uploaded (and they are, 
eventually) in various social media platforms.

This shift in photographic practices has led to a change in the nature of photography 
itself. Hand argues that:
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“[...] as photography is woven into digital media, it is becoming something of a 
banality in terms of its corporate, institutional and everyday prevalence. At the 
level of popular culture practices, new social media have come to be extremely 
visual, from websites that allow for free image hosting and sharing such as 
Photobucket and Flickr […]” (Hand, 2012, p. 2)

In this light, photography's production practices, techniques, and nature move away 
from their traditional patterns and they head towards unprecedented paths of 
production, acts of signification and circulation (Lapenta, 2011). As Harper clearly 
illustrates, the World Wide Web could be a specific field, where photographic practices 
of using images are altered in their original conceptualization and they could be 
characterised by the notion of temporality: “images made by digital technologies are 
less rooted in realist assumptions because they are very easy to change, and they 
further flow up continually in a vast cloud, around and through the global community 
via the Internet” (Harper, 2012, p. 141).

Nevertheless, the aforementioned dimensions aren’t self-evident in the 21st century; 
they could be marking again a dislocation from the “Kodak Culture” subject-matter 
and recurring themes. In their empirical study of camera phones and sharing, Van 
House (2007) has highlighted some more social implications of camera phone use, 
which can be mainly reflected on the selection of different themes (opposed to the 
“traditional” photography): users choose to document their family life and 
relationships, but they also tend to represent group memory, exercise 
self-representational and self-expression and, finally, functional interrelationships. 

Besides, photos are likely to be shared more quickly on the Internet and on various 
social media, and specifically, on photo-sharing platforms, such as Flickr. It should be 
noted that “this functionality brings more of the social interaction that traditionally 
took place verbally around printed photos into the online domain and fixes it there as 
a record of interaction for others to see and add to over time” (Sarvas and Frohlich, 
2011, p. 119). Rubinstein and Sluis’s study (2012) of the networked image, an image 
circulating in a digital environment of social networking, illustrates in detail its main 
attributes: visibility, abundance, anonymity and the notion of “unmediated 
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photography” (photography without the intervention of camera). On the other hand, 
Pink and Hjorth have criticised Rubinstein and Sluis’s approach and they proposed a 
new framework, in which camera phone images could be analysed as “images 
produced and consumed in movement” and their transformations “algorithmically, 
emotionally, with mobility and multisensorially” (Pink and Hjorth, 201, p. 150).

Since the emergent technologies have affected the nature of the photographic image in 
the new digital environment, digital photos on photo-sharing platforms can provide a 
new dimension into positioning our artefacts and us in the digital and the social field. 
Within this framework, Van House contends: “making, showing, viewing and talking 
about images are not just how we represent ourselves, but contributes to the ways that 
we enact ourselves, individually and collectively, and reproduce social formations and 
norms. By making visible public representations of online activity, including 
photographs, social networking potentially increases the citationality of people’s 
online activity, re-iterating social norms, and formations” (Van House, 2014, p. 132).

While Flickr users maintain an account of their photo-streams and curate them, they 
are also prone to revealing diverse aspects of their personality and its representation 
through various social media. Through the doubtless subjective, creative, 
narrative-focused and affective attributes of their photographs, they create a virtual 
identity and they deploy their photo-streams as a vehicle to comment on a current 
instant, to begin a dialogue with other users via the extensive use of tagging as well as 
with a given situation and to create “focalised” narratives. Still, behind their 
“snapshots”, they reconstruct new concepts of time and place, exceeding the practice 
known as “Kodak Culture”.

Against this background, Flickr not only accommodates one’s own need for interaction 
and self-representation, but it operates on a multilevel basis and allows for the 
articulation of different documentations and significations of culture and, most 
significantly place, stimulating the development of Geo-Literacy. 
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Mapping the European Identity, Visual Transformations, 
and Geo-Literacy Strategies on Flickr: Research Project 
Parameters
It could be argued that, in the first decades of the 21st century, the World Wide Web 
and the social media have triggered some new definitions about the notion of cultural 
heritage. These usually arise either from a formal and rather institutionalised reading 
of the heritage (Smith, 2006) or from parallel and alternative approaches to the use of 
digital media and the Internet. Both enable institutions and cultural organizations to 
broaden both the prospects for communication and management, so as to take care of 
their cultural repository. Thus, exploring, mainly through an interdisciplinary 
perspective, the relationship between place, heritage and identity prompted the 
examination of the role that the digital media play during the production and 
representation of cultural heritage (Kennedy et al., 2007).

What is more, online sharing transforms personal photography, which acquires the 
ability to “reach” a reader or a wider audience of readers and initiates a dialogue with 
them (Bakhtin, 1986). This dialogue is further cultivated on corresponding 
participatory online platforms, making them capable of creating strong links between 
their users and the sources. Besides, they tend to foster the sense of community 
memory and links in online digital collections. It should be stretched that, through this 
kind of dialogue between a community and the social and natural environment, the 
very concept of cultural heritage in its online representations is reproduced or 
evolving, as has been shown by the research conducted by Colquhoun and Galani 
(2013) on the reconceptualization of photographic archives (from museum collections 
etc.) and Giaccardi and Palen (2008) about the social production of heritage through 
cross-media interaction.

Our approach has been developed within the framework of the main research project 
HORIZON 2020 “CoHere (Critical Heritages) Research Programme [Digital Heritage 
Dialogue (s)]” by the University of Newcastle (Galani, et al., 2017) in partnership, 
among other European university faculties, with the National and Kapodistrian 
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University of Athens, Department of Primary Education. Furthermore, it is a part of a 
larger research, which aims at examining, at a European level, the way in which three 
European squares (Piazzale Loreto, Milan, Italy / Old Eldon, Newcastle, United 
Kingdom / Kotzia Square, Athens, Greece) and their photographic representations, as 
they are uploaded and published on corresponding photo-sharing platforms, initiate 
an interactive dialogue between space, cultural heritage and the European identity. 

Both Greek and European researches are distinguished by a multifocal approach that 
exploits tools from an interdisciplinary palette: the field of Cultural Heritage and 
Management, Visual Studies, Geography, Media Studies and Cultural Studies. This 
interdisciplinary approach attempts to answer a variety of questions about the 
interaction between digital media, users and the representation of cultural sites. 

The focus of our research was twofold: first, it concentrates on how a dialogue is 
developed between the heritage-place-identity axis, especially within a European 
context, and secondly the ability of online photo-sharing practices to reconstruct or 
reject assessments for a place and its cultural heritage and how they contribute to 
Geo-Literacy. 

The Place of Reference: Kotzia Square

In the Greek research, our place of reference square was Kotzia Square, which is a 
central square located in the first municipal district of Athens. It is located on Athenas 
Street, just opposite the City Hall of Athens and very close to the Athenian Central 
Market (Varvakios). The square was built in 1850 and was originally named 
“Loudovikou” (Giohalas and Kafetzaki, 2012) by the name of King Otto’s father. In 
1888, the Municipal Theatre was built on the square, which effectively renamed the 
place as “Plateia Theatrou”. The theatre worked uninterruptedly throughout the 
decades until the Asia Minor Catastrophe (Sandis, 1972; Hirschon, 2003), when it was 
transformed into a reception area and shelter for the refugees, who caused lots of 
damage in its interiors. Mayor Kostas Kotzias demolished the theatre in 1939 (Pictures 
1, 2), and after World War II, in honour of him (sic.), the square was renamed “Kotzia” 
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– a name that was retained despite its future renaming to “Ethnikis Antistaseos” 
(“National Resistance”) Square in 1977. 

The square still preserves its original design from the 19th century and its neoclassical 
architecture (e.g., the City Hall of the Municipality of Athens, the Cultural Centre of 
the National Bank of Greece). A fountain and two statues, Theseus (by Sofia 
Vari-Botero) and Pericles (by Heinrich Faltermeier – This statue is (ironically) known 
as the “German Pericles), as well as a monument to the “drachma” (by P. Tzomakas 
and P. Georgariou), Greece’s oldest coin, adorn it. Its classic cultural identity is 
revealed by archaeological finds discovered in 1996 in an excavation to build an 
underground garage. The square has been used occasionally for a variety of events 
(book exhibition, Christmas fiesta) and for the 2004 Olympic Games (start-finish 
race). 

Methodology 
In order to explore these issues, we worked with Flickr and collected a sample of 
geotagged user-generated images of the aforementioned squares, which were 
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Picture 1: Ludovic Square ca. 1900 (Kotzia square in nowadays)
CC BY-SA 3.0, https://en.wikipedia.org/w/index.php?curid=37026839



uploaded on Flickr, Wikimapia, and Eventful (2003-2016) (Galani, et al., 2017). It 
should be noted that the choice of the public square is not accidental: according to 
Giddings, a square can give shape to a region, it showcases its uniqueness and it 
provides a “sense of place for local societies” (Giddings et al., 2011, p. 203). In this 
respect, the area of the square, a square in the most central part of a city includes a 
series of individual and collective conceptions and constitutes a privileged field where 
the interaction between identity and community can occur. 

Squares and their representations in the digital environment, as well as in the physical 
world, established relations with the European identity and heritage are expressed and 
challenged, as well as the connections with modern history and its central historical 
events (e.g., World War II), administration (e.g. buildings), trade, and various 
socio-cultural practices. 
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Picture 2: Kotzia square in Athens, Greece, with the Town Hall in the 
background, CC BY-SA 3.0,  
https://commons.wikimedia.org/wiki/File:Athens_Kotzia_square.jpg



This collection of this photographic material was aggregated with the Data Miner Data 
C o l l e c t i o n t o o l , w h i c h w a s d e v e l o p e d b y t h e p r o j e c t G e o s t r e a m 
(http://geocontentstream.eu/geostream/, funded under FP5-SME- Project ID: 
315631), intending to develop techniques and tools for the collection, extraction, and 
processing of user-generated geospatial information. Using keywords (e.g., culture, 
cultural, monument, statue, memorial, heritage, memory, tourism, place, public) or 
points of interest (e.g., entertainment), it gathers data from DBpedia, Wikimapia, 
OpenStreetMap, Foursquare and Google Places, photos from photo-sharing platforms, 
such as Flickr and Panoramio, and events from the LastFM and Eventful websites. As 
far as ethical implications concerned, the Data Miner Tool doesn’t store the user’s data 
(so we do not know who took the photo), which allows users to be completely 
anonymous and respect their own personal data and the daily (or occasional) use of 
their accounts on these platforms. This enables us to analyse the visual content based 
on a rather neutral production and circulation process on the Internet, which is key 
concepts when applying a visual methodology (Rose, 2001).

We should note that it was the first time that this tool was used in academic research 
(in the present research program), making it possible to collect rich visual material 
with a geographical indication, which originated from a variety of representations of 
the public space and, more specifically, of three European squares. The visual data 
gathered from the tool reached 15.061 photos (for all three squares), whose selection 
was based on keyword searches (e.g., culture, cultural, monument, statue, memorial, 
heritage, etc.). Subsequently, the photographs were divided into thematic categories, 
studied through qualitative analysis, as well as a critical analysis of the discourses 
proposed by the photographic representation. In Athens we differentiated our 
approach, and we adopted quantitative analysis, in order to attain a complete overview 
of the specific attributes that could help us shape our understanding about the 
heritage-place-identity axis dialogues in the European context and the ways with 
which online photo-sharing practices focused on place contribute to Geo-Literacy. 
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Subsequently, a quantitative visual analysis on the above set of photographs was 
carried out to investigate certain technical elements, to locate respective elements and 
subjects of the visual representation, as well as the construction of visual discourses 
that were associated with the Kotzia Square (the construction of visual rhetoric).

Through a set of values and variables, the following were examined:

a. Technical elements (colour, time of the shot, e.g., day, night)

b. Representational elements (landscape, themes, buildings, distinctive activities, 
representation of changes, timing -estimated period, during which the 
photograph was shot, e.g., past)

c. Visual rhetoric (Barthes, 1977, pp. 32-52) (linking online representations to 
reality, construction of visual discourses about place, identity, history, etc.). It 
stands for the analysis of visual texts as carriers of various ideological 
discourses, constructed by their authors. 

As stated earlier, our analysis was based on a large-scale photographic dataset of more 
than 15,000 images, from which we isolated the photographs that referred to Kotzia 
Square. In that case, the set of visual data collected by the Data Miner tool amounted 
to 2,318 (2,190) photos of Kotzia Square and included 2,255 photos from Flickr, 30 
from Wikimapia, 33 from Eventful – all data was produced or uploaded online in the 
period 2003-2016. For these photographs, the Data Miner Tool also aggregated their 
name, description, provider, tags, location, and dates.

In order to analyse and interpret the photographic representations of Kotzia Square, a 
filtering process was carried out whereby we made a selection based on the specific 
tags that “framed” the wider area: more specifically, we took under consideration 
these tags that were associated with the square per se and with its area of influence, 
too. Thus, the tags led us to select a sample via the following keywords in English 
(some in Greek provided the same results): “square”, “Kotzia”, “buildings”, “people”, 
“street”, “ruins”, “town hall/city hall” and “monuments”. “Square” resulted in 237 
entries, “Kotzia” in 47 entries, “buildings” in 25 entries, “people” in 69 entries, “street” 
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in 111 entries, “ruins” in 16 entries (this keyword wasn’t taken into account, as the user 
had by mistake tagged the Acropolis as a point of reference and his photos bore no 
relation to Kotzia square, or by accident, while he was sitting somewhere close to 
Kotzia Square), the iconic Town Hall (city hall/town hall”) in 16 entries and, lastly, 
“monuments” in 1 entry. 

From the remaining photographs, these that were not directly related to the square 
were excluded: in some cases, the geographical indication was irrelevant to the square 
or far away from it. Sometimes, a photo was taken indoors and, although, there was a 
clear indication about the place (i.e. a café, a bar, etc.), the content was quite irrelevant 
to the axis heritage-place-identity and could offer no interesting details that could be 
deployed within the framework of Geo-Literacy strategies.

In other instances, the kind of frame did not allow some spatial connection to the 
square, as it happened when the photograph revealed a close shot or a detail of graffiti, 
which was quite impossible to identify due to the abundance and the temporality of 
street art in Kotzia Square. Therefore, based on the above tags and site-related criteria, 
211 photos were selected.

Findings: People’s View of Kotzia through Uploaded 
Photos
Cohere critical archive: http://cohere-ca.ncl.ac.uk/hosted/WP4/kotzia_square.html

a. Technical Elements

Our quantitative analysis rendered a series of findings of particular interest. Beginning 
with the Flickr photos' technical characteristics, it is worth mentioning that 87% of 
them were coloured - with possible treatment, such as colour or dimensions from the 
Instagram application, which means that different photo-sharing platforms tend to 
interrelate. 13% of the black and white photography had undergone colour treatment, 
as this kind of monochrome form is associated with artistic photography. Additionally, 
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84% of all photos were shot in the daytime (noon or afternoon, likewise), rather than 
the night.

b. Representational Elements

Landscape

Regarding the representational traits in our sample, 38% of the photo landscapes 
(Picture 3) concerned Kotzia square per se, while a large percentage, 59%, concerned 
an adjoining area, the main road of Aeolou or Athenas street and the Varvakios 
market. 3% consists of unknown and undefined landscapes (perhaps not directly 
linked to Kotzia square). 

This proves that the square is understood to be a wider area that exceeds its specific 
limits, in a way that users themselves often give a wrong geographical indication to the 
photos. What’s more, the square is considered by users to be, apart from the 
administrative and the financial services it provides, performing other functions (e.g., 
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Picture 3: Kotzia’s various landscapes as represented by various users 
who choose to capture and upload the landscape of: 1. The square 2. A 
nearby place 3. Undefined/Unknown



commercial activities, as in the Varvakios market).  Through these photos, online 
users can acquire different kinds of geographic information and analyse its content, 
while they help them shape their understanding of the specific place.

Themes

Squares could be perceived as human eco-systems that include both nature and 
humans in a largely human-built environment. Regarding the themes (Picture 4) of 
the photographs, the square is mainly represented (37%) by human presence 
(passers-by, immigrants, beggars). A high percentage (10%) is representing various 
cultural aspects of the square, such as the monument to the drachma (old Greek coin), 

the statues of Theseus and Pericles and the fountain. The eco-system of the square is 
shares a low percentage (7%) and it is mainly associated with representations of fauna 
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Picture 4: Main Themes of Kotzia Square’s photographic Representations. 1. 
The eco-system of the city 2. Ruins / Monuments 3. Buildings 4. Human 
presence 5. Distinctive features of the square (fountain, statues, bench, signs, 
etc.) 6. Distinctive activities 7. Graffiti/Street Art 8. Traditional / Folk Culture 9. 
Multicultural Elements 10. Products 11. Ads



(i.e. pigeons, a common bird in the square) and instances of flora. Products (9%, 
relatively high, due to the nearby market), advertisements (1%), old shops and grocery 
stores in local colour and multicultural elements are mainly in representations of folk 
culture (2%) and in advertisements (1%) of local products, keys, etc. 

Kotzia Square is characterised mainly by its human presence, as it represents a central 
point in Athens, from which people pass, in order to get to their jobs, to the nearby 
market, or in the Town Hall or Bank. Lest we forget, that the square is located between 
two central stations (Omonoia and Syntagma) and lots of people use the train in order 
to pass from the square for various purposes. These photos from Flickr give a clear 
indication about the way geographic knowledge could be organised into different 
categories in order to give a better understanding and analysis about the use of the 
square and its economic functions (as seen in the representations of the bank, the 
products, etc.). Furthermore, its identity could be a conflicting one, as it tries to 
balance between a folk character and more European (and, perhaps, a capitalist) one.

Buildings
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Picture 5: Categories of Buildings. 1. Various Stores 2. Public Services / 
City Hall 3. Bank 4. Hotel 5. Office 6. Recreation spaces (cafes, etc.) 7. House 
8. Cultural Buildings (i.e. museum) 9. Other (i.e. flea market) 10. Various 
Buildings 11. Unknown 12. The Market



Kotzia square’s buildings, of which the most popular were the National Bank of Greece 
(21%), the Varvakios Market (25%) and the Town Hall (11%) (Picture 5).

These three buildings reflect clearly different styles of architecture of various periods 
and they are also associated with specific identity characteristics. Through its 
neoclassical architecture, the National Bank of Greece represents a rather European 
identity, while the Central Market and its respective aspects echoes a rather Greek 
character.

Distinctive Activities

The examination of distinctive activities (Picture 6) also highlights the documentation 
of everyday life (30%), the blossoming trade near the square (25%), cultural activities 
(8%), whereas it captures sad moments of the square, i.e. beggary (2%).

These various activities or occasions that associate the square with everyday life clearly 
reflect its democratic character: everything can happen, such as cultural events, 
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Picture 6: Distinctive Activities (or Occasion) that take place on the Kotzia Square. 
1. Everyday life 2. Festive 3. Protest 4. Politics 5. Culture 6. Beggary 7. Trade 8. 
Tourism 9. Shopping 10. Other



protest, festive activities, while trade is blossoming nearby, and lots of people could 
participate in them.

Intertemporality of Kotzia Square through Users’ Photographic Representation 

As far as the representation of changes concerned, detriment due to time reached 8% 
and referred to the ancient ruins of Kotzia Square, the human intervention that could 
result in damage was restricted to 2% and it revolved around tagging, graffiti etc. The 
majority (90%) of the square’s buildings and the heritage seem to stay unaltered, 
although the time has passed. 

The indication of temporality (Picture 7) in the photographs reveals new dimensions 

in our research, as in a very large percentage (82%) of past and present elements 
coexisted and conversed harmoniously in the same frame, e.g. a neoclassical building 
and traces of a graffiti or ancient ruins with modern buildings). 15% referred to 
contemporary buildings, and only 3% captured damaged buildings, buildings not in 
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Picture 7: Temporality. 1. The present (details of new buildings) 2. Intertemporality (details from the 
past until the present) 3. Past (damaged buildings, buildings not in use, ruins)



use, as well as ancient ruins. Another marker of temporality is the timeline of the shot: 
98% of the photographs were shot in the present and 2% constituted a “document”, i.e. 
a digitised old postcard from the late 1890s or later that depicts Kotzia Square.

c. Visual Rhetoric

On-line and On-Site Versions of Kotzia Square

At this point, the representation of the cultural heritage comes to be confronted 
between its online and on-site versions: by a large percentage of 51%, we discovered 
that such representations bear a quite relative relationship with their titles and, 
namely, tagging, and their connection is crude. In discussing the importance of 
tagging, Alivand and Hochmair agree that “the characteristics of geographic places can 
be mined through tag analysis. Photo-sharing services highlight places which users 
find virtually share with attractive enough to map and others. The time stamp 
provides insight into temporal contribution patterns for different analysed regions” 
(Alivand and Hochmair, 2017, p. 170). Furthermore, tagging could reveal the 
popularity or the attractiveness of the places that are uploaded in photo-sharing 
platforms. Flickr users address their audience with a series of personal “tagging 
features” (or a Folksonomy) as “the collection of user-generated tags” (Peters 2009, p. 
1) that reflect the wealth of interrelations between words, objects and social networks 
(Van Damme, Hepp, and Siorpaes, 2007, p. 58).

Therefore, hashtags do play a vital role in arranging, distributing and maintaining 
messages around the web, as they describe not only the pictures but also reveal 
information about their creators. Used initially in Twitter, they have soon been applied 
to various online platforms, such as Instagram, which could be connected to either 
Flickr or Facebook. It is interesting that an “Instagram app” hashtag, usually 
generating automatically, is often repeated in various Flickr photographs, as the 
photograph was initially manipulated and shared via Instagram.
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In this sense, hash tagging has been an efficient, quick and creative way of 
commenting on somebody’s photograph and its content. As Schuhmacher further 
notes:

“... It seems to me that the original purpose of the hashtag has evolved, and we don't 
only use it for Internet categorization anymore. It doesn't matter to us that 
Facebook doesn't support tagging, and it matters even less than face-to-face speech 
doesn't support it, either. What we're gaining from hash tagging is a new way to 
communicate ideas, more concise than ever. We can share, with one funny little 
symbol, a host of ideas that are merely tangential to our original thought, but that 
somehow manages to clarify or add to it...” (Schuhmacher, 2013)

However, in our research, we faced a variety of problems: sometimes the titles of the 
photographs were not related to the square as if the user completely ignored the place 
he/she’s in. This became clear when it comes to the tags, with which the user 
identified himself/herself and made his/her chosen themes and his/her account 
traceable.

Visual transformation of “Heritage” and its Visual Rhetoric

Finally, in terms of the visual transformation of “Heritage” and the visual rhetoric 
(Picture 8), i.e. the way in which the photograph was constructed to echo a specific 
ideological and symbolic load by the users of online photo-sharing platforms, 
European identity prevails by 56% and infuses the representation of the heritage. 
Greek identity is represented only by 22%, the multicultural and other elements by 
11% each.

Through the photographic representations of Kotzia Square, different information on 
it heritage could be examined, as the careful selection of a specific context (with the 
use of titles, tags, etc.) could easily transform the notion of heritage or the identity 
represented to something different than it really is.

387



Food for Thought: Possible applications of photo-sharing platforms in the Field 
of Education

Through the exploration of its photographic representations on various photo-sharing 
platforms, the Greek research focusing on Kotzia Square led us to the following 
findings: on one hand, the use of tools, such as the Data Miner, helped significantly in 
exploring fields that weren’t necessarily associated with the sphere of mapping or 
geography. On the other hand, it argues that the concept of cultural heritage is being 
renegotiated or supplemented by a variety of Internet users who curate a photographic 
collection. Moreover, it draws very useful conclusions on the concept of the Greek and 
European identity of place and its representations. 

From the analysis of the specific values and their variables, it was found that Kotzia 
Square maintains a European character, mainly due to the architecture of its buildings 
and in the minds of many users it looks like a purely European square. However, other 
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Other



photographic recordings recall its Greekness either by depicting the findings from the 
Protogeometric (9th century BC) to the late Roman times (3 AD) or the Varvakios 
market and its various “exotic” products.

The representation of different chronologies and, perhaps, topographies was made 
possible thanks to Flickr. This photo-sharing platform gave the opportunity to its 
users to “focalise” (Bal, 2009: 368, Herman and Vervaeck, 2005, p. 70) on different 
subject-matter and finally decide, what will be presented. Furthermore, they construct 
new visual narratives with text-based information (Clifton and Faste, 2012, pp. 
245-246) that operate as “narrative hooks”. In particular, the quantitative analysis of 
the 211 photographs of our sample reveals that a continuous multimodal dialogue 
between the past and present is taking place. The uploaded pictures are indicative of 
the way people see the square and its role/function in their life and their production of 
individual geographies. Besides, they present the interaction between human, social, 
and environmental systems of the square and how they interrelate to each other, as 
well as the implications to such relations. Kotzia Square’s position in the centre of 
Athens in association with post-2008 financial recession could be understood as a 
junction between different cultures, financial activities and creative readings of 
heritage – a junction for passers-by, usually alive only by the light of day.

Users perceive the square as a field in which the European identity prevails, and, 
depending on the context (tags, titles of photography, subject matter), it is 
complementary to the Greek one, especially regarding the documentation of the 
ancient cultural inheritance. They hold, therefore, an affective mode towards an 
imaginary audience, i.e. the other fellow users of Flickr, encouraging the user to 
comment on a certain instance as well as to exercise the “classic form speech 
communication” (Bakhtin, 1986, p. 72) that is dialogue. This type of representation 
merges somehow different aspects of temporality (past, present and future) and offers 
the Flickr storyteller “a way to re-imagine” his life (Riessman, 1993, p. 6) and 
eventually to bring close the personal to the social.

389



Our study has important theoretical implications regarding the perceived image of a 
place and the triptych of interaction, interconnection, and implication, yet to be 
analysed with different photo-sharing social networks and another sample. Moreover, 
it has practical implications: the proposed methodology could be used by students of 
primary or secondary education with a smaller sample of photographs or with the use 
of crowdsourcing, to explore a specific place, to acquire geographical skills and rethink 
about their national/European identity within the framework of their curricula. 
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