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ABSTRACT
Ph.D. THESIS :

POLITICAL EDUCATION IN EGYPT
WITH REFERENCE TO ENGLAND AND THE SOVIET UNION

Ahmed K.M. Aly
The significance of political education is recognized

by most countries in accomplishing the desired values in
the society, but differs in form according to their
ideologies. This research, is an attempt to study the
different approaches to the teaching of political-
education in Egypt, in comparison with England and the
Soviet Union. The research report is divided into ten
chapters. Chapters two and three are devoted to a study
of the theoretical framework of politiéal education, and
political socialization. The development of political
life and ideology in Egypt, is covered in chapters four
and five. Chapter six deals with the different approaches
to political education, in the light of official state-
ments of the state. Chapters seven and eight focus on
the study of the teaching of political education in the
school curriculum, and the approaches to political
education. Chapter nine is concerned with the work of
political parties in political education. Chapters one
and ten cover the introduction, conclusion, and
recommendations.

In this research, political'education is mainly seen
as the political learning which develops the ability of
young people to participate in political life, and to
influence the system and its values. However, attempts
at political learning which aim to support the system and
its Qalues, are regarded as political socialization. It
has been hoted that whilst Egypt encourages a more open
approach to political education than before, the approach
to political socialization still ekists. Improvements in
political education invEngland are greater than in Egypt.
Nevertheless, approaches to political socialization have
always been emphasized in the Soviet Union. Some recomm-
endations are suggested to improve political education in
Egypt. They are mainly based on developing the political
awareness of the young people, and their ability to

participate in democratic life and to influence the system.
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CHAPTER ONE .

TNTRODUCTION

A Brief Historical Background

The EgYPtian_people‘s éxperience:during a long
struggle for sélf-determination led to the adoption of
democratic socialism with an emphasis on practising
democracy through political parties as a guide and
ideology for the social and economic development of the
country. It was hoped that this ideology would
enable society to develop in a way which the different
stages of the former struggle had failed to achieve.

In 1250 the Mamelukes' power succeeded in oﬁer—
running Egypt; however their power was defeated, though
not destroyed, when_Egypt_was'occupied by the Ottomans
in 1517. 1In a similar way under the rule cf Ottomans
Egypt was invaded by the French in l798-énd occupied
by Britain in 1882. During the rules of the Mamelukes
and the Ottomans Egypt lost its sovereignty and suffered
from the conflict which arose between the two authorities
of the Mamelukes and Ottomans. The economic and soc¢ial
development of the country‘was neglected and thc'Egyptian
people were not able to'participate in the political 1life

of their country.




The French invasion of Egypt in 1798 was a spark
that awakened the Egyptian people's awareness of the
spirit of nationalism againsgt foreign occupation.
Because of the new spirit of patriotism which was
strengthened by several revolts against the French,
the Egyptians revolted agaihst the Ottoman Empire
demanding rule basedAon'consent and consultétion, In
1805 Mohamed Ali was chosen to be the ruler of Egypt
and he brought about some improvements in'Egyptian
society. Yet Mbhaﬁed Ali's state collapsed for many
reasons. He ruled as a dictator disregarding the role

of the Egyptian people in participating in the govern-

ment and introducing the monopoly system in almost all
economic activity.

However, Khedive Ismail's attempts to improve the
economy of Egypt came to nothing. Instead, they resulted
in fo;eigh debts which led to an increase of foreign
interference, influence and authority and ended in the
British military occupation of Egypt in 1882; Despite
the failure of the Orabi revolution and his defeat by
thé*Brifiéh’military forces, the revolution proved a
starting point on the road towards the demands for
‘democratic government, a constitution for the nation and
a parliament to which Ministers of State should be
responsible.

By the outbreak of the first World War in 1914,
Britain declared her protection of Egypt and the end of
the Ottoman supremacy over it. Thus, Britain became
the sole foreign power to-have influence over Egypt.

Britain exploited Egyptian resources, acquired the use



of land for the British military phrposes, andvrepresSéd
uprisings with the purpose of putting an end to any
rebellion or protest movement on thé part of young
Egyptian patriots. |

Because of the rigid British procedure, the Revol-
ution of 1919 broke out against the British occupation.
The Revolution aenounced the British protectorate and
claimed the full independence of Egypt. Unable to main-
tain a position of authority in Egypt, on the 28 February
1922 the British issued a declaration~granting Egypt a
measure of independence. Nominally the declaration
granﬁed independent status to Egypt and ended British
protectionism. Even so, Britain still retainedfthe
right to preserve British communications, to defend
EgyPt against any aggression or foreign interference,
andAto protect and secure foreign ihterests and
minorities in Egypt. The declaration was to remain in
force until the issue of a new treéty.(l)

This situation obtained until 1923 when a parliament-
ary constitution based on a monarchy was introduced.
Under the new constitution issued in 1923,Sééd Zéghioﬁi
formed a responsible cabinet from the_membérs of
parliament. With the exception of some of the senate

members who were appointed either by the Palace or the

1). A.A.Moustafa, Egyptian British Relationships (1936-1956),
Arab League, Institution of Arabic Research and Studies,
Cairo, 1968, pp.ll-12.(in Arabic). '




government, the members of par1ia@éﬁ£'wéfé;éieééédyby the
people.(l) Because of fbiéiﬁn influence and privileges
together with the multiple parties, parliamentary life
was greatly hindered. Thus Egypt was still doomed to
be ruled by cabinets formed by the conflicting parties
of powerful feudalists who were working for their
interest and saﬁisfying'the King's desires. Therefore,
indepeﬁdence remained superficial and democracy was
nothing but hollow rhetoric devoid Of‘itskreal essence.
However, Egypt continued her strugdle towards
securiﬁg her unconditional independence. This struggle
led to the 1936 Treaty between Egypt and Britain; Though
that treaty had the advantage of cancelling some of the
restrictions stated in the February 1922 Declarafion,
Egypt still did not enjoy full independence. As a résult
of the national movement's activity and under the stress
of public opinion, negotiations were started with Britain,
and in 1951 Egypt declared the renunciation of the 1936

Treaty. This move created considerable tension between

Egypt and Britain. The national patriots denounced their

criticism té thé political and social situation and it
was realized that the government had failed to achievev
progress or independence or set up a democratic parlia-
mentary life. This situation paved the way for the out-

break of the 1952 Revolution.

1). A.S. El-Amri, Foundations of Comparative Political ;SyStems,
General Egyptian Unit for Books fairo, 1976, p.299, (in Arabic).




From the very beglnnlng of the 1952 Revolutlon, the
revolutionariés set up 51x principles for thelr work.
These proved land&mepks in p:dviding solutions to the
problems which Egyptian society had been facing-before
the Revolution. Thus, political and social deﬁelopment
went hand in hand and gave birth to the socialist
transformation etage in 1961. 1In that year the_July
Socialist Laws were introduced with the aim of achieving
social justice and removing clées;diet;nCtibn, The
Revolution government adopted the slogehs "Freedom",
"Socialism", and "Unity".

Owing to the corrﬁptiOn of the political parties
duriné the previous stages of the seruggle the ReVClu-
tionary government refused to recognize them. Instead
tﬁe Revolution adopted the system of one political party.
This began with the formation of the Liberation Rally which
developed into the National Union, and subsequently
became the Arab Socialist Union. The purpose of the Arab
Socialist Union was to protect national unity and support
a socialist structure. In 1962 the National Charter,
deriﬁed froﬁﬁcontemPOrery seciélis£ principles and in
the light of Egyptian social experience and values, came
into being. It aimed at reconstructing the principles
of the Revolution and combining political and social
democracy. "But the predominance of 'the centres of
power' over the government caused the Revolution to
deviate from the right course. So the Revolution could
not fulfil all her.promising hopes for the welfare of ‘the

" (1)

people Realizing this bitter truth, the Revolution

1). S.H. Abo—Taieb OUr'DéﬁBEfatic Socialism, Cairo Univeristy Press
Cairo, 1978, p. 8. (ln Arablc) In 1971 some people in the office

tried to exp101t theéir authorlty to rule as dlctators These'people
were called 'Centres of Power' : o




had to renew itself and this resulted in the May Revol-
ution of 1971.

The purposes of the May Revolution were to improve
the welfare of Egyptian citizens through assuring the
supremacy of law, to liberate the Egyptian lands from
Israeli occupation and to rid Egypt of foreign influence.
Tﬁe first step taken by the May Revolution on the road
to setting up a sound democratic life was the issuing of
the Arab Republic of Egypt constitution in 1971, This
stated the supremacy of law as an essential principle of
government in the country. Its first>ar£iEle stated
that the political system of the country was to be demo-
cratic socialism.

In spite of the fact that the Revolution of 1952
aimed to establish a democratic way of 1life, the Con-
stitution of 1971 emphasized further developments of
democracy. The democratic principles were included
in many of the constitution articles aimed to secure
the rights of each individual and giving him the oppor-
tunity to exercise his freedom and to express his own
views on the social and political matters of his country.
The constitution stated that "All citizens are equal
.before the law. They have equal rights and duties
without descrimination between them"..."Freedom of
opinion is guaranteed. Every individual has the right
to express his opinion and publicise it verbally or in

Writing..."(l)

1). Ministry of Information, Permanent Constitution of Arab Republic
of Egypt, Information Department, Cairo, 1971, Articles 40 & 47.




Political and social eXperiences, however, revealed
that the former one party political system was not
able to bring about the hoped for demoératic life and
progress within the society. Therefore, there was
declared the reconstruction of political parties "and
opening the road wide before actual political tendencies
the Rightists, the léft wing and the middle to play their

political role publicly®. (1)

In 1976 three political
parties were established and in the last election in
1984 there were five political parties; the National
Democratic Party (the ruling party), the Wafd Party
(the oppdsition), the Collective Progressive Unitary
‘National Party, the Labour Party, and the Liberal
Socialist Party. Then the Aumma Party was established.
The new movement towards the éstablishing of political
parties represented a further development towards
democracy and gave the Egyptian citizens real oppro-
tunities to express their viewpoints and to participate
freely in the social and political life of their country.
The President of the State, H; Mubarak, declared that
democracy was essential in giving the opportunity for
every citizen to participate in political lifeand he
also declared that there was "no restriction on ideas

or prevention of pointsof view or any distinction between

1l). Ministry of Information, Democracy in the Age of Sadat, -
Information Department, Cairo, n.d., p.1l4. (in Arabic).




(1)

opponent or supporter".
Consequently, there have been a series of events and
circumstances that have shaped Egypt's national experiences.
These events have affected the process of rebuilding the
nation and political aﬁtitudes, and have brought about
many political changes which were finally crystallized
in democratic sbcialism’with further consideration to
develop democratic practices through the establishment

of political parties.

The Problem of Research and the Need For Polltlcal
Educatlon ‘in- Egypt.

Education is influencéd by changes occurring in a
society. Political changes and a country's ideology,
are the most important factors affecting the methoas
of bringiﬁg up children, and bringing about the changes
which could ‘develop the values of society. This
ideology reflects the laws, the political system, and
the political and social attitudes prevailing in a
society. At the same time as the Egyptian society
aims at making democratic socialism,and stressing the
practising of democracy as‘the style and pattern for
life, education must bear its responsibility in
preparing the new generations capable of developing

democracy and participating freely in political life.

1). Al-ahram, 7 November 1983, Cairo.



This responsibility cannot be réaiizéd7completely
unless the teaching of political €ducation is fully
understood.

Political education should improve the ability
of young people to understand the values of the system
and to participate in the country's‘system of
democracy and give - them the opportunity to express
their own views towards political and social mat£er5'of
the country. In addition it is expected  that this
participation will also act as a means of improving
the society sociallyvand economically for the sake of
realizing the welfare and‘happiness for every citizen.

Political eduqation in Egypt, ﬁéwever, as -in most
countries, seems to be used ds a means to secure the
country's system and reinforcing in the minds of young
people the concepts and attitudes of thé society and
its political system. The impoftance of political
educétion in preserviﬁg the basés of society aﬁd tﬁe
allegiance to the counfry and its regime appear quite
clearly in the terms of formal codes of the country.
Law 34 of 1972 concerning the protection of patriotic
uﬁity states in its first article that "the protection
of the national unity is a duty of each citizen, all
establishments of the country and popular organizations
must act for their strengthening and securing...the
national unity is based on the respect of the country
system and the basic fundamentals of the society,as they

(1)

are stated in the constitution”. However, the

1) . 'The Permanent Constitution and Basic Laws Completing it',
Attorney Supplemental Issue, the Sixty year, Dar El-Tebaha
El-Haditha, Cairo, 1980, p.l1l03. {(in Arabic).
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constitution declargs"invits?first pértlfhéf theisystem
of the country isidémbcratic socialiSm and the sover-
eignty is for the pgople‘alone and the people are the
sources of all authbrity(l). Moréovér, the constitution
emphasiZes the practising of democracy and giving every
individualvthe freedom of expressing hisg view.

It was a féiling of Egyptian society in the past
not to provide political education and thié led the
Revolution to deviate from the right course and to delay
the introduction of democratic life, “The need for
political education is now recognised by society. ‘A
successful citizen politically is régérded aé one  who
knows his rights and asks for them;‘knows his duties
and performs them; and, at the same time will not be
satisfied with the exploitation and the suppression of
freedom.

The earlier series of experiments of the Revolution
in the process of building the country and organizing
its political system resulted in a move awéyvfrom the
revolutionary original purposes, and led to the
‘centralization of’authority on every matter; This
could have been avoided by social awareness through
political education. Unfortunately, social and political

awareness developed very slowly in Egypt due to the lack

1). Ministry of Information, Permanent Constitution.
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of political education. Politicél-education is not
restricted to political knowledge onlyv: it cannot grow
without free practice, open-érguﬁent and the constructive
criticism. Even where there is complefe freedom of
argument and criticism, political awareness is often
confined to cultured people and not open to the public
at large.(l) If political and social awareness is to
be developed in all people, political education needs
to be introduced as an essential part of the school
curriculum and for all pupils.

The young pupil- is tomorrow's adult and he has
a great human energy. He has his abilities, attitudes
and his deéires,which can be directed socially through
the school, its curriculum and its activities. Pupil's
positive reaction to the educatiocnal process is considered
an essential element to guarantee pupils’ participatioh
in the affairs of their country. The need for political
education becomes morebapparent;because of the greatly
increased number of pupils in primary, preparatory and
secondary education. During'the school year 1956/57,
the total number of pupils was 2,500,152, in the year'
1966/67 it increased to 4,584,014, and in the year

1976/77 the total number of pupils was 6,476,615. (%)

In 1984 the total number of pupils was roughly 9 millions(B).

1). M.E.Afefy, Education ahd'Society Problems, El-Anglo, Cairo,
1972, pp.69-70. (in Arabic).

2). Ministry of Education, The Development of General Education
(1950/51-1976/77) , The Ministry, Cairo, 1977, (in Arabic)

3). Al-Ahram, Cairo, 15 May 1984.
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In the light of this rapidly increasing number of
pupils, the necessity for political education becomes
more important,

Education plays its part in the upbringing of youth,
and in citizenship'training in response to the society’s
demands and changes. Here political education is
crucially impoftant to facilitate changes from old to
new concepts of society. The developmeht of education
ensures a continuing review of the prevailing values in
society. This strengthens those vélues which are |
considered worthwhile and rejecté those values which are
no longer appropriate. ‘ |

If values are to be changed, this mustvnot be
limited merely to an expression of words which denounces
the old values and replaces them with new ones. Young
people are influenced more by action than by words.

At the time in which Egypt seeks to develop democracy,
practical activity by the pupils plays an important
part in asSuring the formation of democratic concepts
in the pupils' minds. Moreover, participation is a
basic conéeét in thé process.of making a decision.
Although participation becomes more difficult with the
growing cdmplexity of the problems in society, at the
same time its importance increases. Democracy is more
than just a form of government, although the democratic
form of government is essential in facilitating what a

(1)

democratic society wishes to achieve. The purposes
of a democratic form of government should be to encourage

participation through political education and to provide

1). L.M.Méleka, Psychodynamics of Groups_ and Leadership, El-Nahda
El-Misria, Cairo, 1970, p.419. (in Arabic. )
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people with the opportunity to develop their full
potential as human beings.

The demooraﬁic_experiment in Egypt, like any other
democratic experiment, aims at fulfilling a political
gap in Egyptian society and giving the chance to
pérticipate in political work to people of ability who
otherwise could not do so. So far as the opportunity
of participation is available to the majority éf the
people, the democratic experiment has succeeded. This
pérticipation is not a case of giving votes in the
eiection but, more importantly, enabling the individual
to choose freely among various alternatives and to give
freedom of choice without infringing the basic freedoms
guaranteed in part III of the constitution entitled
"Freedom - Rights and Duties",

Political education helps to develop the ability
of an individual to participate in the democratic
process and to accept its principles. 1In a study,
published in 1981, on "The Democratic Conduct for the
Egyptian Citizen", it is stated :'Firstly, it is
necessary to instill democratic concepts into individuals
as a way of life. Secondly, it is necessary to increase
the number of those who accept such concepts and such

a way of life.(l)

1) .Al-phram, Cairo, 11 September 1981,
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The need for pdliﬁical‘eaucefion‘beeqmes:meie
important during the redént times. 1In spite of the
fact that the establishment of the recent political
parties gives the‘oppoitunity.to ciﬁizens to participate
in political life,rmany of Egyétian yoﬁth-are in need
of political awareness to practise democracy and take
an active part in the political and social affairs of
their country. In 1983, before the Egyptian Pa?liament,
President Mubarak expressed the aiienation‘of youth
from their society's affairs and he referred to the
dramatic changes and conflict that had taken place
within the society at the time in which youth had no
epportunity to‘ﬁndersﬁand and assess these .changes.
Mubarak advised on the necessity of giving youth the
opportunity to‘express their views (1),

In the last election on 27 May 1984, the Egyptian
newspapers and The Times reported that the election
Waé unfair and expressed the unawarenees of electoral
behavieur of many citizens in giving their votes in the

(2)

election. The: unfairness was due to the election
law which gave the party with the highest percentage of
votes the right to get all the votes of any of the
opposition groups who do not get eight per cent of the

total. Clearly this law could restrict the freedom of

1). Arab Republic of Egypt, Ministry of Information, Public
Information Department, President Mubarazk's Address on 6
November 1983, Cairo. (in Arabic). ' '

2). The Times, 28 May 1984; The Liberals, Cairo, 31 May 1984;
The Wafd, Cairo, 7 Juneml984j Al-Ahram, Cairo, 8 June 1984;
Al-Ahram, Cairo, 15 June 1984,
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the oppositidn par?ies aﬁdvtheir'éffectiveness in
criticising tﬁe ruling §5rty,;iﬁdreover, some believed
that because Pteéident Mubarak was the leader of the
National Democratic Party, this party was able to
be the ruling partyc(l) Furthermore statistical figures
indicated thét only 43.14 per cent of those eligible

te vote gave their votes and most of these who did not
participate in the election were young people(zy° This
lower percentage perhaps reflects the loss of confidence
in the process of elections in the former stage of the
one party system. Nevertheless, the significant
indication'frOm these actions is that a realistic
approach to political educatiﬁnris a prerequisite foi

the Egyptian youth 4f the Egyptian society faithfully
desires to practiée democracy. Political education
promotes political awareness of youth and develops

their ability to formulate a specific view towards
political parties with a convigtibh>and aiso to influence
the government.

It has been argued that one of the defects which
‘occurs in democratid'sdcieties, in spite of the fact
that democracy is based on the rule of the majority,

‘is that in the end power rests with a minority rather

than the majority(3).

1) . The Liberals, Cairo, 31 May 1984.

2). The Liberals, Cairo, 31 May 1984; Al-Ahram, Cairo, 15 June 1984.

3). s. El—Témawe, Democracy and the New Constitution, Ministry of
Information, Information Department, Cairo, 1971, p.26, (in Arabic).
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El-Gamal, for example, cpntepdS‘that in representative
democracy not everybody participates in the election
process. Even if we suppose that those who do ﬁake
part represent the majority of people, the representatives
of people are further divided into two sections. The
first section is the ruling majority and the second
is the opposition,' Studies have proved that thqse who
take the decisions at the end are only a minority.(l)
If this thesis is accepted, the remedy is to be found
in political education which raises the general level
of political awareness, encouradges all to pérticipate
in the election process and provides them with a.sound
basis on which to make informed and reSponsibie choices
in elections.

Some see the traditional party approach to democ-
racy as an uﬁdermining influence. Those who affiliate

with any party aim to win victéry for their party and

oppose other parties regardless owahether or not their
policies are of public benefit. This leads to the
cénflict within the state and delays its development(z)
This idea assumes that the public who affiliate with
parﬁies are politically unaware and easily mislead.

But through political education a new generation of

voters is Dbeing created who can participate in party

1). Y. El-Gamal, Contemporary Political Systems, Dar El-Shorowk,
Cairo, 1976, p.195. (in Arabic).

2). S. El-Tamawe, Democracy and the New Constitution, p.27.
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work and practise-Eheir'politiqal:rigbts With awareness
and responsibility; Thése vqtérs are able to make a
creative contribution or constructive opposition to
decision making'On the framework of the society and

its realization of the well-being for all its individuals.
It is worth mentioning here that reducing the age of
voters to 18 years and giving women the right of

practising their political rights in elections in - Egypt

giye a further emphasis on the necessity Of_political

education for young people.

Aims of the Research

The main idea in‘this research stems from the
conception that most countries are involved in
political éducatibn, The purpose of the research is
the study and analysis of the different dimensions of
political education and finding out the similarities
and differences of the methods of teaching political
education in Egypt in the light of the development of
'political ideology with some socialist and'democratic
countries. This ¢¢mpérative and theoretical'étudy will
.also give an understanding to develop political education
and sugéest some recommendations to improve the methods
of introducing political education in Egypt. To realize
the aims of the research it is necessary to study and
analyse the following aspects: Firstly, from the end
of the eighteenth century Egyptian society has gone
through three stages of national struggle. The first
stage was the pre-revolution stage (before the 1952

Revolution) which was distinguished by a growing spirit



of nationaliem and detetmiﬁatioﬁ'ta'ACh;eve;independence
by eradicating foreign iﬁflﬁénCe and esﬁabiishing
democracy and parliamentafy life. Egyptian society
before 1952 was characterized by class distinction_and
the foreign supreémacy. The government was  controlled
by an exploiting class of feudalists and capitalists
which dominated the party system.

The Egyptian people revolted against this sytem to
secure independence and a democratic system of scociety.
In spite of the revolts, the Egyptian people failtto
achieve their goals. The resulting indepéndence and
new pattern of democratic and parliamentary life wﬁiéh
replaced the old order was illusory. The new ruling
authorities in attempting to introduce a democratic
way of life failed to realize the aspirations cf the
Egyptian people due to continuing foreign influence,
domination of feudalism and the conflict among the
pélitical parties.

In the second phase, the 1952 Revolution, Egypt
managed to achieve complete independence and it was
hoped to builanon thé piilérs éf éémOCfatic and
parliamentary iife. The Revolution, however, adopted
the one party political system to realize its aims. 1In
this stage the Revolution was more successful in
achieving socialism and social democracy than developing
political democracy. The National Charter declared
that "Democracy is political freedom, while socialism
is social freedom. The two cannot be separated, they
are two wings of true freedom and without both or either

of them, freedom cannot soar to the horizon of the



(1)

awaited future",. HoWéverlstme?negatiVe aspects
hindered the progress of the 1952 Revolution and its
aims, in particular the dominatidn of ‘'Centres of
Power' and their attempts to gain personal interests.

The Revolution of May 1971 began the third stage.
It opened a new way for the development of democratic
life, putting an end to the old centres of power and
intreducing a constitution which acknowledged the
supremacy of law. The constitution emphasized that
Egyptian society was based on a democratic socialism
and on the COllaborétiOn of the working people. The
essence of Egyptian demoératiC'socialism is, "a
political and an economic system including both political
freedom and social freedom in one comprehensive entity
so that one cannot be separated from the other. This
entity grows and developes in a democratic way".(2)
Due to the failure of the one party system to realize
the hoped demoératic life, the political party system
was intfoduced to secure the democratic practices and
‘realize the improvement within the society.

This research is an attempt to evaluate the Egyptian
experience in an objective wéy, through the political
life of the Egyptian society and the development of

democracy and parliamentary life. This attempt will

1). Gamal Abdel-Nasser, National Charter, Ministry of Information
Information Department, Cairo, 1962, p.40. (in Arabic).

2) . Abo-Taleb, Our,Democratiq Socialism, p.9.




contribute to the anélySis of the different approaches
to political education in the ligﬁt of national
experience and the development of the political ideolegy
of the Egyptian Society.
Secondly: in Egypt the school contributes, through its
curriculum, to the process of political education, and
to the development of citizenship. It is also believed
that schools play the chief role in implanting and
emphasizing the concepts and the political attitudes of
the society in Egyptian youth. Civic education and
social studies piay an important part through various
subjects, which develop the spirit of patriotism and
loyalty to the country and ité.political attitudes.
These subjects, however, could be directed to develop
the ability of young people to take an active part in
pdlitical and social life and the development of
democracy. Political éducation is not 1imited to the
school. Political parties also influence young people
through yduth_organizations, The Arab Socialist Youth
Organization took over the résponsibilityrof political
education during the former one political party 'the
Arab Socialist Union'. Thé recently established
political parties are also involved in the process of
political education.

This research will deal with the methods of formal
political education within the school and the role
which can be played by political parties in bringing up
youth politically through political youth organizations.
Thirdly: it is argued that "All political systems tend

to perpetuate their cultures and structures through time,
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and they do this ~maihlywby means of sodiéliZihg
influences of the primary’and secohdary sﬁructures
through which the. young of thé:sqciety pass in the

process of maturation“(l)

The political attitudes

of the society is related to the means of educating the
society politically. Most countries of the world try
to make education the means through which particular
ideology, the concepts and political attitudes may be
implanted in the youth and new generation. It seems
that the differences lie in the ideologies of countries
and their concepts of political education. ‘This can be
clearly seén in the socialist and the capitalist
countries.

Education in socialist coﬁntries is closely
connected with the ideology of the state, and its aims
are oriented so as to conform to this ideology. In
such countries, the official statements expressing the
aims of education are similar and depend on the
principle of providing for the needs of the society.

In other words education helps the establishment of the
socialist society by bringing up youth who have the
basic‘information anﬂ socialist values. For example,
the basic aims of the socialist educational system in

Czechoslovakia were expressed by the Minister of Education

1). G.A.Almond, 'Introduction:A Functional Approach to Comparative
Politics', in G.A.Almond and J.S.Coleman (eds.), The Politics
of the Developing, Areas, Princeton, Princeton University Press,
New Jersey, -1960, p.27.
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as follows:
it is 1mDerat1ve to strengthen the Marx15t—Len1nlst

world upbrlnglng, to méuld positive nolltlcal stands and

v1ews of the vounq neople, in oartlcular to deepen the

tralnlnq toward Socialist patrlotlsm and 1nternatlonallsm

Tbellnternatlonal relations towards the USSR and’ the ‘rest

dftsoQialist°C0uhtries deserve particular sensibility-and

attention. (1)

In East Germany, the aim of education was spelled
out thus:

(the school) has the task of developing the socialist

national awareness of youth, of teachlng youth love for the

German Democratic Republic, and to be conscious builders

of 5001allsm in the spirit of socialist morality, proletarian

internaticnalism and firm frlendshlp with the Soviet Union. (2)

These aims are achieved by various means suCh as
acquainting youth and children with political theory
and its practical application, through school shbjects
such as social studies and civic education, by means of
encouraging youth organizations and by making good use
of the mass-media. The political content of school
subjects is evident in the attention paid to the Marxist-
Leninist philosophy and to the socialist way of life.
The basic criteria for socialist morality, the constitutions
of the countries and the system of rule are reflected by
these subjects. Although social studies are basic
subjects and serve an essential purpose for the

realization of political education in a socialist

society, this aim is also present in other subjects.

1). Lidov demokacie, August 28, 1969, Quoted by Otto Ulc,
'Czechoslovakia', in I. Volgyes (ed.) Political Socialization
in Eastern Europe : A Comparative Framework, Praeger Publishers
Inc., London, 1975, p.53.

2). Quoted by Nigel Grant, Society, Scheools and Process in Eastern
Eurdpe, Pergamon Press, London, 1969, p.90.




In such ‘soc.jial'isj'_!:‘:c;‘i(;ﬁ,n'_ij_ji?_ije.s;"thé party a‘lwéy's ‘aims
to use education to assert its.position, to spread its
ideology and to emphasize the political authority of
its leaders. The party does not distinguish between
formal and informal education, it uses all the cultural
and educational institutions to indoctrinate every
individual to féllow the pattern which the party chooses.
In the Soviet Union the party continues to intervene
in the affairs of education either directly by issuing
the laws and decisions or indirectly through orientation
and offerihg suggestions. The Soviet Union believes
that the party alone is able to bring up the new gener-
ation in the spirit of Marxism=Leninism and its morality.

Youth organizations play an important role in
political education in all socialist countries. The
political aspects constitute a dgreat part of the
activities of these organizations, and is clearly seen
in their reguiations and slogans. ~Junior organizations
for young children try to attract the young by means
of introducing their favourite activities in the fields
6f affé, music; spérts, science and cémbs.' In aadition
there are senior organizations for adoleséénts and young
adults. Such organizations, whether for youngvéﬁildren
or youth, aim at giving them a distinctive social and
political outlook on life. 1In this respect they are not
separated from formal education in implanting political
attitudes and loyalty to the party and the Marxist-
Leninist ideology.

The capitalist countries do not place so great an

emphasis on political education. it is believed that
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they tend to uée{GQQcaﬁion as Q,meéns of inﬁlugﬁcing
political attitﬁdeé;ihdi&edtly: théy do this to a lesser
degree than do sééiéliSt countries. The emphasis on
formal civic édﬁéétibﬁ and the inculcation of patriotism
in the United éiates is greater than in Britain, but
less than in France, and far less that in the Soviet
union. ) 1t is expected, however, that democratic
countries are more interested in developing the'ability
of young people to take an active part in democratic

and political life of their country.

In this reseamxh, the resea;Cher is going to study
and analyse the various approaches to political education
which havé been carfied out by some of fhe socialist 4
and capitalist countries, In addition this aspect of
the stUdy Qill cbﬁéribute to the understanding and
developing political educatidn in.Egypt.

Fourthly: it is necessary for this research to deal
with the theoretipal concepts of political education
and political sociélization because political education
and political socialization are part of the same frame-
work. 'Thé theoretical framework also includes the
development of political concepts in school years and

the formal political education in the school curriculum.

This part will contribute to a study of the different

1). Fred I. Greenstein, 'Socialization:Political Socialization', In
David L. Sills (ed.), International Encyclopedia of the Social
Sciences, Vol.l4, The Mébmillan Company & The Free Press,

New York, 1969, p.551.




approaches to pOIitical'edubation~in'Egyptrahd other

countries.

Nature of the Reséarch

Tﬁis research adopts an analytic-descriptive
approach which depends on reporting the facts conéérning
the teaching of.politiéal education and its approaches
in Egypt° The research relies also on thg comparative
method for the sake of comparing the approaches of
political education in Egypt with some other countries.
The comparative study will be limited to England as an
‘exémple of a democratic country and the Soviet Union as
a representative of socialist countries. In the study of
the formal political education; the research will be
confined to general education; primary and secondary
schools, and the work of youth organizations and
political parties.

The research report includes ten chapters. Whilst
the first and the tenth chapters are devoted to the
introduction and the conclusion, the chapterS'fmeﬂthe
second to the ninth cover the hain body of the research.
Chapters two and three deal with the theoretical frame-
work of political education and political socialization,
the development of political concepts in school years and
formal political education in the school curriculum. The
develoﬁment of political life in Egypt up to democratic
socialization and the recent movement of establishing
political parties are covered in chapters four and five.
Chapter six is devoted to a study of the different

approaches to poliﬁical education in the light of the
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official statemcnts of the state. .Chapteréiééven_and
eight are devoted to a stﬁdyiifﬁhé“pfbviéion of political
education in the»schOOi‘cﬁ;riéulum and the aéproachés to
politidal education. Chapter nine deals with the work

of youtﬁ organizations and political parties in political
education., The study of political education in chapters
six to ninevis‘not restricted to Egypt but also includes
England and the'Soviet Union and this cross—cultural

aspect of the research is held to be significant.



CHAPTFR TWO

THEORETICAL FRAMEWORK OF POLITICAL EDUCATION
' DEFINITIONS AND IMPORTANCE o

Political Socialization.

Despite the fact that sociologists and anthropologists
have used the concept of socialization for over a hundred

years, a field of political socialization as a specific

(1)

research focus is . a receﬁt innovation . Most
researchers accept that Herbert Hyman used the term
"Political Socfﬁigation" for the first time in 1959
when he studied the psychology of political behaviour

(2)

under the title "Political Socialization" . Hyman
defined political socialization as a process by which

an individual learns social patterns corresponding to

his societal bosifidns as mediated thrOUgh various

(3)

agencies of society-

1) . Robert Welssberg, Political Learning, Political Choice and
Democratic Citizenship, Prentlce—Hall Inc., Englewood Cliffs,
New Jersey, 1974, p.12. , .

2) . Herbert H. Hyman, Political Socialization. : A Study in the
Psychology of Political ‘Behaviour, The Free Press, New York,
1959; Herbert Hirsch, Poverty and Politicization : Political
Socialization in an, AmeriCan‘Sub -Culture, The Free Press,; New
York:; 1971, pp.1-2; A.-El-Gohary (ed.), Studies in Political
Soc1ology Science, El-Taleha, A551ut 1979, p.73 (in Arabic);
R. Welssberg, Pol;tlgal Learning, p.l12,.

(3) H. Hyman, Political Socialisation, 'p.25.
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In the chtlonary of. 8001a1 801ences, 5001allzatlon o

is defined as refer,,ng‘ *the process by which an

individual learns'to aaju$f'to the group by acquiring
social behaviour of which the groﬁp approves(l), An
individual learns the social patterns and values of his
culture from others in his env1ronment(2)

Most attempts to define political socialization
have emphasized in the first place that political-
soclalization is a process of individual learning of
political orientations. Langton views political
socialization "as the process, mediated ﬁhrough various
agencies of society, by which an individualllearns
politically releVant attitudinal dispositioﬁs and
behaviour patterns"(3)

As soclalization is a process of social learning

which takes.place not merely in early childhood but

also at different times and places through life(4)

L4

Greenstein in the International Encygloéedia,of Social
Scieppes refers the term political sdciélization tb

"all political learning, formal and informal, deliberate
and'uﬁplanned,'at‘é§6ry stage of the life cycle,
including not only explicitly political learning but
also nominal non-political learning that affects
political behaviour, such as the learning of politically
relevant social attitudes and the acquisition of

(3)

politically relevant personality characteristics"

1). Julius Gould & William L. Kalb (eds.), A Dictionary of Social
Sciences, Tavistock Publications, London, 1964, p.672.

2). Kenneth P. Langton, Political Soc1allzatlon Oxford University
Press, London,1969,p.3

3). 1Ibid., p.5.

4) . Roy Fltzhenry et al. Introducing Sociology,Penguin Education,
1976, p.155. ’

5). Fred I. Greenstéin, 'Socialization', p.551.




GreenStein_d;vigés‘pq;iﬁiéal,léarnihg_iﬁtbiéhiee
sections: . " | |
Fifst, legrp;ngfcaﬁnectedVWith the citizen role,
suchvas p@rtiéan aftaéhment, ideology, and motivation
to paftiéipate.

Secondly, learning connected with the subject role, like
national loyalty, orientations toward authority,
conceptions of the legitimacy of institutions. .
-Thirdly, learning connected with recruitment to . and
performance of,K specialized roles, such as a bureaucrat,
a party functionary and a legislator(ly.

Dawson defines political socialization as a
developmental process throughiWhich the citizen matures
' politically. 1In this proceSs the individual "acquires
a complex of information, feeliﬁgs, and beliefs
that help him to comprehend, evaluate, and relate to
the political world around him"(z).r Easfon and Dennis
view political socialization as consisting of those
developmental processes through which persons acquire
(3)

°

political orientations and patterns of behaviour
All the above mentioned coriceptions of political
socialization acknowledge that an individual learns
political attitudes, knowledge, values and behaviour.
Greenstein specifically focuses attention on the
various ways by which an individual learns political
orientations; formal and informal, deliberate and

unplanned. Langton is less precise, while Dawson,

1). 1bid., p.552.

2) . Richard E. Dawson et al., Political Socialization,Second Edition,
Little, Brown and Company, Boston,1977,pp.38-39.

3). David Easton and Jack.Dennis, Children in the Political -System,
McGraw-Hill Book Cémpany, Néew York, 1969, p.7. T




Faston and Dennis do not explore these ways. What is
cormion to all t5§5e défiﬁi£iohé‘ié"the'idéa that all
types of pglitiéé} learning aﬁd.experienée'are included
in the political socialization process. Political
learning'can be both functional and disfun¢§ional in
relation to the existing political system.

Dawson argﬁes that some students of poiiticgl
socialiZatiqn view political socialization as a means
for developing support for the pélititalisystem. It is
the proééSS through which appropriate values and know-
ledge régarding a particular system are created
among its constituents(l). 'AéCording‘to'thisuview,
political socialization develops the citizen and it opens
up a particﬁlar social world : the world of political
allegiances, political rules and rituals, political
policies and personalities, political symbols and
behaviour. Furthermore, Dawson argues that political
socialization also includes negative and suppressive
aspects(z).

Negative éspects of political socialization do not
.nécessariiy create negative feelings towards a political
system. They may be utilized to support particular
political attitudes. "In Czechoslovakia, a Socialist
country, pupils study the constitution and state system
of the Soviet Union and its advantages as compared with

(3)

the exploiting organization of the Capitalist states.

1). R. Dawson et a_l.,, Political Socialization, p.8 .
2). R. Dawson et al., p.37.
3). N. Grant, Society, p.91.
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Corresponding with this idea Greenstein believes
that political soc1alization seems to have conservative
consequences for existing pelitical arrangements. The
conservatiVe effecte,of socialization are not necessarily

(1)

in the direction of encouraging political stability .
In.the United States one may learn to be anti-American,
-anti-democratic} and unalterably opposed to obeying
laws, yet such learning, despite its potentially
disruptiwve conéequenCes, is considered political
SOCiali_zation(z)°

Oon the other hand, this approach is rejected by
others.on the grooﬁds that political socialization is
not merely the learoing or any political attitude or

behaviour, "but only those attitudes and behaviour

ot

hat contribute to the basic stability of the existing
political system"(B). Within'this perspective Langeveld
holas that éOlitical socialization refers to "learning
processes byrwhich social systems protect themselves '
against collapse or radical change. Socialization has
a conserv1ng and stabilising character when it is con-
Vcerned with the transfer of values and attitudes from
one generation to the next"(4).
Whether one accepts the concept of political

socialization either in the form of political learning
to support a specific social and political system or

all types of political learning, the concept is

important for this study in revealing different approaches

1) . Fred I. Greenstein, 'Socialization', p.555.

2). R. Welssberg, Political Learning, p.14.

3). Ibid., P 14.

4) . Willem Langeveld Political Education for Teenagers : Aims,

: Conteéent and Methods, Council- of Europe, Strasbourg, 1979, -p.l4.




to political edpgétiqﬁj it is e§pé¢£ea€phé£fn6% all
countries seek to reinfbfée'fﬁeii'éolitiCal é&étem in
the same degree. Thus, a general approach to the study
of political socialization should nét be restricted to
the narrow conéept of supportihg-the status-quo. It
should includé all types of political 1éarning and
attitudes, whether used in maintaining sPécifiC‘sbcial
and political values or utilized in improving the
social and political values of soéiety;:

If this perspective of political.éoqialiZation is
adoptéd, it could be argued that |
First, political socialization is considered a process
of political learning.
Secondly, all types of politicalrléarning and experience
are included in the political sgciaiiéaticniprocess.
Thirdly, political socializationﬁis a continual process
which takes place at every sfage.of thé life cycle.of
an individual, through various agenciéé,of ﬁis society,
formal and informal, déliberate and nohgdeiiberate.
Féurtﬁly, poiitical sdcializétion not only helps maintain
thé existing-péliticai systém, bﬁt also iﬂclu&es
consideration of other views of the particular political
system of an individual's envifonmenﬁ.-
Fifthly, political socialization should also include

consideration of other political systems and ideologies.

Political Education.

Political education is, in a narrow definition,
a course of study or an approach to teaching about

politics or government.‘ It has applications to politics.



at local, national and'internati‘onél_l‘eveis° Judith.
Gillespie spells out that politiCal.edﬁcation.is more
extensive than this. It exists in the workplace, the
home, the community, places of worship and other such
organizations. They are laboratéries for political
education which have natural linkages into more partisan
'political arenas at various levels ‘1), ’

In Dawson's view, "the term political education is
applied to direct, deliberate attempts to transmit
political orientations. Instruction in politics is
carried on by the family, the échools, pbiitical or
governmental agencies and innumerable groups and
organizations"(z). In political education, instruction
is taken by the socializer rather than the individual
being socialized. Langeveld defines political education
as an "acquiring of the knowlédge, skills and attitudes
necessary for the stuay of politics and for participation
in the political process"(31.

The common element in these conceptions is the
emphaéis that political education is a process of
political learning and instruction. Unlike Langeveld,
Judith Gillespie and Dawson stress the ways by which an
individual learns political orientations through various
agencies of society. Within this perspective Dawson is
more precise than Judith Gillespie. He spells out that

the process of political education occurs by socializer

through thé agencies of society. In other words political

1). Judith A, Gillespie, "Introduction', In Derek Heater and Judith
A.Gillespie (ed_s:.‘) , Political Education in Flux, SAGE Publications
Ltd., London,198l, pp.lO-1L.

2) . R. Dawson et al., p.l09.

3). W. Langeveld, Political Education for Teenagers,. pp.1l3-14.
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education is an intentional rather than an unintentional
process., While Judith Gillespie believes that the

study of politics is for partisan political arenas,
Langeveld holds that its aim is for participation in

the political process.

Within the above mentioned definitions of political
education, Patrick defines political education with
particular reference to the aspects of political
learning and instruction. 1In his view, political
education involves learning and instructing about
politics and political actors. Patrick accepts that :

Learning is a relatively permanent qhange‘ingéompétenge

that results from experience and Which“is’nqtfattribUtable

to physical maturation. A person who has learned can do

something new as a consequence of interaction with his

environment. Instruction is the creation of conditions

that facilitates learning. It involves maﬂipulation of

the learner's enviromment to induce chahges-'in capability

efficiently(l). '

This conception of political education implies
that the purposes of political learning and instructing
are to enable students to use their experiences to
understand political actors and changes, and participate
in political actions effectually. Langeveld in particular
emphasizes the importance of this approach. "Politicised
political education implies that we have to enter into
the socialization experiences of the students to work on

(2)

their direct interests" . Education is a process of

socialization into the values of society as well as

1). John J. Patrick, 'Political Socialization and Political
Education in Schools', in Stanley Allen Renshorn (ed.),
Handbock’of,PQlitical Socialization, The Free Press Divisioen
of Macmillan Publishing Co., Inc., New York, 1977, p.191.

2) . Heitmeyer W. et‘él., "Curriculum", Schule und Aggressives
Konflikthandeln, Opladen,l1976. Quoted by W.Langeveld,p.45.




imbroVing these va1Uee; Hence polltlcai eaucatlon
should take into its con51deratlon the 5001allzatlon
experiences of 1nd1v1duals; fheir lnterests:and soclo-
political issues which exist in theirvsociety,

Bernard Crick, however, does not sﬁpbort the idea
of the direct teaching or learning of political
concepts. In his view, a study of politicsvmay be
from the simplest component of early secondary school
social studles(l), Crick argues that politicaleliteracy
merely implies using concepts clearly and seﬁsibly° It
does not imply solving the problems, getting them right;
it only implies understanding and tfying tc have scme
effect. So, a conceptual approach to political education
does not imply knowing or executing any political
philosophy(z). Political cducation is not the same
thing as political studies. It includes some elements
of civics and teaches young people to claim their right
to influence the society in which they 1ive 3V,

Another perspective of political education focuses
attention on the essence of education as the development
of competencies. Judith Glllesple accepts polltlcal
education as the development of competencies in thinking
about acting in political arenas. Within this conception
Judith Gillespie spells out three dimensions of values,
acting and political arenas which relate with this

(4)

conception . According to these dimensions, political

education includes : firstly, values whether they may

1). B.Criek, "Basic Concepts for Political Education",In Bernard
Crick and Derek Heater, Essays on Political Education, The
Falmer Press, England 1977 /P llO

2). Ibld., p.97. :

'3) . Mark Jackson,'The Youth Service Falllng to Meet the Social and
Educational Needs of Britain's Young Tlmes Educatlonal Supplement,
29 October 1982,

4). J. Glllesple, 'Introduction®,pp.4-5.




support the systgmggr?éﬁgénder‘cfifﬁé@smiiﬁ“cgh;iderihg
social and pofifiédi isSUesn Iﬁ‘ﬁhiénéase,vthinking
has its sign;fidénce in developing competencies to
inguire into pré#iems, and to propose alternative
solutions. Sécoﬁdly, acting denotes individual actions
affecting political life. Individuals have their impact
on the politicai system through political participation.
Thirdly, political arenas which mean the thinkiné.in and
the understanding of governmental and non-governmental
institutions.

The common conclusion is that political education
is a process of political learning, it takes place in
déliberate and formal ways rather than in undeliberate or
informal ones. Political education takes into its
consideration all values of the society and the experiences
of individuals and their interests. Although political
education has a function in transmitting. political
attitudes and partisan values it focuses attention on
the development of an individual's competence in his
thinkipg to understand and evaluate the values of the
system whether for stéﬁility br chéhge. Moreover,
political education should include the development of
political participation skills to enable people to play
an effective part in the political process, this implies
not only learning to solve specific problems but also the
promotion of the ability of individuals to know the
alternative and the potential solutions of the society's

problems .



gg;;giQal-Sgg;al;zéfiqn-and‘Pdlifi§éie$duéaf16nj
As‘has been seén the cpncépté of péiitical
socialization stress the'importancewdf;political stability
and emphasize thé need to preserve.the'existing political
system. Foi exampie, Greenstein contends that political
learning includes partisan attachment and national
loyalty. Robert Welssberg emphasizes that political
socialization is only those attitudes and behaviours
that contribute to the basic stability 6f the existing
political system. Moreover, W. Langeveld spells out
that the aim of political socializatidh:is’to'protect
the social systems from collapse or'radiéal'Change.
Within this perspedtive K.Langton affirms that
political socialization refers tovfhe way by which
soclety transmits its politicai,culture.from generation
to géneration° "This process may‘serve to preserve
traditional political norms and,institutions"(l).
J. Patrick specifically spells cut that :
Students of politiqal socialization shoﬁld'bé concerned
primarily with questions about the maintenance of the
political syspgm and abbutAthe'transmission of political
orthodoxy. - They have- to ask- how:individuals learn to |
conform to the socio-political status quo so -that political
norms are observed and established political roles are
performed(2) .
It can be concluded from this approach to political
socialization and from some conceptions of political
education mentioned above, that there is a similarity

between them all. Both political socialization and

political education aid the survival of the existing

1) . K.Langton, p.4.

2). J.’ Patrick, 'Political Socialization and Political Education',
p.193..
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political system. Judithfgille5§ie; fbriiﬁstanCe,
argues political education hés'ﬁéfﬁfél liﬁkégés into
political partisan at various levels, Dawson, however,
believes that political education is a deliberate attempt
to transmit political attitudes. Schools have the
obligation of providing instruction by which students
will learn "to adapt and internalize the norms, values,
attitudes and behaviours accepted and practised by the

ongoing system"(l).

Political socialization, however,
tends to concentrate on this approach more than political
educaﬁion° Although there is a similarity between
political socialization and political education, the
latter is not confined to maintaining particular social
and politiéal values. Political education encourages
knowing and ﬁnderstanding of other~valﬁes.

Even so it is evident, from the‘concepts of
political socialization, that all types of political
learning and experience are included in the political
socialization process. This meaﬁs that political
socialization can involve negative aspects for the
survival of the existing political system. --Dawson
contends this view on the grounds that behaviour of
the individual which might be detrimental to the
stability and well-being of the political community
is often inhibited. And as a matter of fact those
who are studying political socialization, more often

than not have focused on the more positive aspect of

1). Robert S. Sigel (ed.), Learning about Politics : A Reader
in Political Sozialization, Random House, New York, 1970,
p.Xil.




what is added to the individual thféughiéﬂéiﬁfééeés
of political socialization ). political socialization
does not necessarily encourage politiéa; sfabiiity, An
individual acquires information which eﬁabiés him to
understand and evaluate the political actions.

Socialization includes new roles which must be
forgotton because it is no longer apt for. the new
positions that are assumed(z). Langton arques tﬁat
"when secondary socialization agencies inculcate
political values different from those of the past-or
when children are raised with political and social
expectations different from those of their forebears,
the socialization process can be a Vehicle of political
and social change"(3)° The important factor which
diminishes the effect of political sociaiization on
political learning is its restriction to political
indoctrination of specific values in order to realize
stability. It is natural that society should seek
to improve itself, therefore_political420cialization
should stimulate the individuals to know the principles
of democratic values. Democracy givés an” individual
freedom in discussing and partidipatiné in the values
of the system, its advantages and disadvantages.

Crick believes that political literacy implies

understanding and trying to have some political influence.

Political education should help youngsters learn to

1). R. Dawson et al., p:37.

2). P.W. Musgrave, The Sociology of Education, Second Edition,
Methuen and Co.Ltd., London, 1972, p.22.

3). K. Langton, pp.4=5. N ‘
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questlon ba51c assumptlons OL thelr pollcy and- to

(1)

con51der alternatlve answers . :jﬁdltthllleSple
concurs with»Crick In her v1ew pOlltlcal educatlon

is the development of competen01es in thinking about

the actlng in the political arenas. Political education
includes values which engender criticism in.consideriﬁg
sociel and polifical issues. It also includes aoﬁiVity
through which the individual may make an impact on the
pol it"iéa'i ‘systeri.

Lengeveld stresses this approach to political
education which aimé at understanding and participating
in the political process. He contefids that students who
have learned to analyse their positions in the politico-
social field of conflicts will also be able to do this
as adults(z). Moreover, Patrick sets out specifically
political learning and instruction in political education,
which relate with change in comoetence as a result of
experiences of the learner's environment to create
effectual changes. Political edgcation in schools
involves fostering the cdmpeteoce "to think critically
ano independehtl&, which could lead to rejeotionfOf
established political beliefs and practices"(3).

It seems concernihg the approach of socio-
political changes of political socialization, the same

approach in the concepts of political education can be

exposed, but through another perspective. Political

1). H. Entw1stle, Polltlcal Educatlon in a Democracy, Routledge &
Kegan Paul, London, 1971, pp.lO-11.

2). W. Langeveld, p.43.

3). J. Patrick, p.192.




education relates to'studentsﬁ7expérienbea”tCﬁbe”abi§r7’*7'5°2

to understand political actions aﬁd'ehaﬁgea’and
participate in them, Besides, it emphas1zes constructive
scepticism and development of competen01es in thinking

of political arenas.

The accepted. concept of political education and
socialization whether for stability or change will
lie in the character of the state. T. Brennan quotes:

One of the basic assumptions underlying both political .-

education and political socialization is that the learning

of: behav1our has important implications for stablllty and.
thus for change. If the state through a planned programme
of . polltlcal education, can induce citizens to act- in

ways$ which help to ensure the stability of polltlcal order,

then presumably “the state can also modify these programmes

to change individual behaviour patterns and perhaps the

nature of the political system. (1)

The political values of a country have their
significance whether for stability or change. Non-
democratic countries or countries which neéd stability
support the former approach, while democratic or more
stable countries embrace the latter approach.

Whilst it is accepted that education alone cannot
significantly change the basic structure of a society,
conceivably it can be a powerful and persuasive
contributory agent. The preservation and strengthening
of political democracy can only be achieved if the
educational system makes a serious effect to heighten

(2)

the general level of social and political awareness .

Therefore the possibilities of political involvement

1) . Quoted by Tom Brennan, PdliﬁicallEdutation,aﬂd“DemQCracy,
Cambridge University Press, Cambridge, 1981,p.l5,
2). T. Brennan, Political Education and Democracy, pp.12-13.




42

are iﬁcreaséd”aﬁd the attitudés) kﬁ@wiédée and skills
of the young are developed and the yoﬁng themselves
become politically sensitive and effective.

In the light of concepts of political education
which focus attention on the development of competencies
in thinking and criticism about political arenas,
Patrick conceives that political education is not the
same as political socialization. He believes that some
definitions of political socialization (Greenstein's,
Easton and Denis's) equate political socialization and
political education. All political learning and |
education, whether for stability or change is viewed
as a political socialization. Political socializétion
for Patrick is a "major facet of political education,
which pertains to learning experiences aimed at shaping
human potentialities to support the sociocultural
order...Political education in schools may be much
broader than socialization"(l), Patrick accepts that
schools should emphasise broad political education
rather than narrow political socialization.

Poiiticai‘éé;cation as.a"broader term<Eﬁan
political socialization is rejected by others. Mary
J. Turner disagrees wifh Patrick and considers that
Patrick's definition is useful in considering the range
of political education instruction(z).> Ehman also

disagrees with Patrick and conceives that the term of -

1). J. Patrick, p.192.

2) . Mary Jane Turner, 'Civic Education in the United States',
in Derek Heater and Judith A, Gillespie (eds.), Political
Education In Flux, p.79.




political education means that subpart of the political
socialization process which Cépétitutes instruction in
schools, both direct and indirect, which is aimed at
shaping the political attitudes, knowledge and behaviour

of youth(l), R. Dawson sets out political education as

only a form of political socialization(z)o
Moreover, T. Brennan conceives political education

a;)"a part of the wider procesées of schooling and

socialiZation which are intimately linked with the

nature of society itself"(S)

. Education is only one
part of a more general process which is called social-
ization. ©Socialization begins at birth and ends only
with deathM)° ‘There is a similérity between the terms
of education and socialization. Both terms refer to an
activity influencing the individual and moulding him.
But the shift from education to socialization is from

an essentially normative perspective to the perspective

of a detached observer, from moral philosopher to

(5)

social scientist
Political education and socialization are

coterminous, both maintain tradition and seek to teach

the inaividual to conform so that political orders

endure. Nevertheless, they should teach the individual

to create and to change political orders. Students of
political education should be interested in the adjustment
of society to meet the needs of individuals as well as

the adjustment of inaividuals to meet the needs of

1). Lee H. Ehman, 'Impllcatlons for Teachlng Cltlzenshlp , Social
Education, Vol.43, No 7, November—December 1979 ;pp. 594~ 55——_—

2). R.Dawson et al., pp 105 -109.

3). T. Brennan, Political Educatlon and, Democracy, p.3.

4) . R. Fltzhenry, Introducting. 5001ology, p:159.

5) . Kourt Dan21ger, Soc1allzat10n, Pengu1n Books, Ltd.,England,
1978,pp 13-14.,




(1)

of society o

ability to use it_éé:aSCtovadjﬁst tS'éXtérﬁalvréiétion—
ships and events, to eXﬁepd orié's range of choice ‘within
them and finaily'to infiuénée them(z),

In thejlight of the above mentioned thesis of the
different conceptions of political socializatibn and
political educaﬁion, it is ciear that both are part
of the same framéwork of political learning. ‘However,
there are some differences in the extent of the role of
political socialization and education for stability or
create the developments and changes in the values of
the system. It can be concluded that political education
is a part of political socialization, althdugh»politigal
education has deep conceptual content more than politiecal
socialization. Political education focuses the attentioen
on the development of an individual ability in under-
standing and thinking with competence in the values of
the system and influence in them.

Taking into consideration this perspective of
political education, this study will deal with political
education as a part of political socialization because:
First, this study deals with formal education, schools
and youth organizations, which consider primarily a
deliberate attempt of political education while
political socialization involved in formal and informal
methods of political learning.

Secondly, dealing with political education in this

1). J. Patrick, P. 193.

2) . B. Crick, 'Basic Concepts for Political Education', p.95.



perspective will enable tﬁeirCSéaféhEi‘tq Stﬁdy‘the
different approaches to ﬁoiitiéél léarhing which are
undertaken by the.cquntries concernéd with the study

of political education or political socialization. It
seems more ﬁseful to consider political socialization
as mainly pertains to political learning which supports

the values of the system and its ideologies.

Knowledge, Skills and.AttitudesP

Most educators have generally emphasizéd that the
main dimensions of instruction and learning ‘about
poiitiCal education are knowledge, skills and aftitudés(l)
Cfick, for example, considers these approaches as
"the right and proper holy trinity for all departments
of education"(z). Patrick argues that these dimensions
can be used to guide appraisals for alterrative
cuiricula and the political learning. Foerudith A.
Gillespie, these approaches are important aspecté of
political education.

An active citizen iﬁ a democratic society needs
‘to have basic knowledge about his social system and
how it works. Basic knowledge in political educatidn
includes concepts,‘ information.and factual judgements
about government and politics. It also includes knowing

the legal duties and the responsibilities of political

and government officials, various patterns of voter

1) . B.Crick, 'Basic Polltlcal Concepts and Curriculum Development'
In Bernard Crick: and Dérek -Héater, Essays on Political Education,
p-85; J. Patrlck, PP 193-195; Judith a. Glllesple, ““Introduction',
pp.-4- -10; Mary i 8 Turner,“'C1v1c Educatlon in the United’ States',
PP 59 61 H. Entw1stle, _Political Education in a Democracy,p 22,
2) . B.Crick, 'Ba51c Polltlcal Conceptsr, p.85.




behaviour and theé relatlonshlp between 5001oeconomlc
status and political part101patlon(l), Judith A.
Gillespie-argues that politiCal eduoation comprises the
structures and-funotions of goverhmént as well as how
the political process works at the loecal and national
leve1(?),

The aims of political knowledge are related to the
common goal of developing good citizenship. Knowledge
provides the citizens with ability to participate in

the democratic process and to influence ac¢tion. An
individual does not participate in the political process
without encouragement because he needs the confidence
created by his knowledge of the machlnery( ), Crick
stresses the role of political knowledge as a part of
political literacy on the grounds that the politically
literate person would possess the basic information

which is prerequisite to the understanding of the political
dimensions of a given context. He would also have the
ability to determine the right kind of knowledge

applicable to particular circumstances. A politically

literate person must be able to use his knowledge in

(4)

political participation effectively The main role
of political knowledge is for effective participation
in political action.

Patrick would argue that political knowledge plays

another role as many political educators assume that

1). J. Patrick, p.194.

2). Judith A. Gillespie, 'Introductloh', p.6.

3) . Derek Heater, ‘Hlstory Teachlng and Polltlcal Education!,. In
Bernard Crick and DPerek Heater, Essays on Polltlcal Educatlon,
p.l48.

4) . Bernard Crick and Alex Porter Political Educatlon .and Polltlcal
‘theracy, Longman Group Limited, London, l978,pp -37=40,




knowledge is neééséqry in;prbmbtiﬁg:bbsgfygﬁée.Of
national loyalty. ‘ﬁééoa CitizénSJKhd&uthé“qlories‘of
their political heritage and the precépts of patriotic
behaviour"(l)n In fact, political knowledge provides
the individual with infermation which ehaﬁies him to
understand political issues and participate in them.
It can also be used to promote patriotic behaviour
towards a particular system. -
Political participation has two dimensions;
intellectual skills and participation skills.
Intellectual skills refer to the individual's ability
to understand and evaluate political acti¢nw This
requires "questioning, information gathering, classifying,
comparing and contrasting, inferring, anaLyzing,
hypothesizing, evaluating and even intuiting"(z)°
Intellectual skills, as called "Inquiry" by Judith
Gillespie, means analysis, a critical approach and
practice of knowledge and attitudes. It involves "the
manipulation of evidence and ideas, without which there
would be no t:anslation into active citizenship"(3).
IntelléctUal skills bécome a fundamental requirement
to create a good citizen who will be able to ﬁse his
critical and evaluative skillé effectively in political
matters and to participate effectively. However, the
development of intellectual skills is related to the

nature of the political life and character of the socio-

political system.. It is usually expected that the

1). J.Patrick, p.194.
2). M.Turner, 'Civic Education in the United States', p.60.
3). J. Gillespie, 'Introduction', p:9.




development of 1ntellectua1 skllls w1il be encéurégéd}
in democratic countrles; Howgve:, non—dechratlc‘
countriQSgdisgqﬁréggethe developrient of intellettual
skills'to:préQeﬁt bhallenges to the current régime.
Political péfﬁic;pation ékills are a consequence
of intellectual skills. They pertain to an individual's
ability "to intéraCt smoothly to maintain a group, to
co—opgrate with others to achieve a common goal, and
to négofiate and bargain to influence and or make

W)

decisions The ultimate end of political education

lies in the fact that participation skills do not.mean
only knowing, but also doing(z)° Pupils should learn
political skills that enable them to participate
effectively and to express their views and ideas. These
two approaches of intellcoctual skills aﬁd participation
skills are combined together to promote the. citizen's
ability to understand and evaluate political events so
that he may participate knowingly in political issues
and actions.

Political education in schools teaches pupils "to
know more‘about polltlcs,>st1mulates them to take an
interest in political events and to participate in
civic affairs"(B). It is acceptable that e#plicit
instruction should be provided in the skills of
participation. Participation is not restricted to

voting in national elections but also include other

actions in polltlcal affalrs. Pupils should learn to

1). J.Patrick, p.195.

2). H. EntW1stle, POllthal Educatlon in :a Democracy, p.103.

3). Alex Inkeles, 'Part1c1pant ‘Citizenship in Six Developlng Countries’,
In Lewis -Bowman and G:R, Boynton (eds.), Political Behav1our and
Publlc Opinion, Prentlce Hall Inc., Englewood Cliffs,New Jersey,

~‘l974 p '247. .




exercise various roles in the,ppliti¢é; arena and how
to influence politicél iésﬁeé ané”ﬁéiicies.

It is maintained that a citizen who has received
better political education will be more involved in
political activity. H. Entwistle argues that political
wisdom is incidentally acquired through political
activity itself; and that it could be contended that
this diminishes the need for political education in
schools. However, he stresses the need for politicai
education on the grounds that participation in
g6vernment'is itself educative. It is quite obviously
necessary to ensure that "a large number of citizens
are brought into an active relationship with those
associations which are often held to provide the best

schooling in politics"(l),

The disposition towards
active responsible citizenship is essentially an
educational object. Political education leads to
political interest and political interest leads to
political activity(z). Education had previously been
identified by many studies as a significant factor in
‘dévéloping pért{éibatiOn in théAcifizen role(3). Oﬁe
of the main criteria in democraéy is that citizens
should be involved in the political process.

Lipset argues that a very high level of participation
in itself is not always an indication of a society's

political and social well-being. For example, the

1). H;En-twistle, Political Educatior_x in a Democracy,pp.7-8
2) . D. Heater, 'History Té‘é(;lﬁng and Political. Education', p.147.
3). A. Inkeles, 'Participant Citizenship', p.244.




of Hitler's

Nazi Party ehow ap;;ncxeegep; ‘the 1evel ofﬁpart1c1pat10n
but this refleCteéicoﬁfiict'acdfthe decline of social
cohesion., The pr1nc1ples of democracy require sufficient
part1c1pat10n to malntaln democracy but. not to undermlne
cohes1on(‘)u Tapper resolves these potent1al problems

of a high level of political participation by holding
that the individual should be trained before’becoming
involved in the polltlcal process( ). An jindividual
cannot involve himself in all issues, but he must feel

he has a potential influence if the occasion arises. ‘A
political participant shoﬁld be able to advocate his
ideas and respect other views. Appropriate participatien
as has been seen needs skills which enable the citizen

to interact smoothly to maintain a group, to achieve a
common goal and to make national decisions.

Politicél education is a significantofactor in
formulating political attitudes or values. 'This aepept'
of political education concerns the feelings of acceptance,
rejection or the avoidance of some attitudes rather'than
others. The principle goal‘Of"political”educatiOn "is
weighted heavily with affecﬁive,concerns‘euch as promoting
interest in politics, tolefance of diverSity,‘feelingS
of efficacy, feelings of trust in government, feelings
of patriofism, support for law and order"(3).

Political attitudes take a wide wvariety of

1) . Seymour Martin Lipset, Polltlcal Man, Helnemann Educatlonal Books
Ltd. London, 1973, pp-32-33.

2). E.R. Tapper, Political Education and Stablllty, John Wiley and-Sons
Ltd., London, 1976, p:61,

3). J. Patrlck, p,l95




perspectives in poLiﬁiCal,eauéa%iQn dépénding upon the
attitudes 6f particuléf ﬁbiiéical and social systems,
Political edu¢ation in schools is an attempt to implement
a set of values through a particular curricula consistent
with the norms of the system(l)n beveloping natioens and
Super‘foweré, such as the U.S.A. and U.S5.S.R., are
‘conéerned_to confirm their political attitudes. For

the most part political education in these chntries
focuses attention on developing loyal, patriotic
béhaViour, commitment to the existing political system
and'to*ﬁationalism.

Patrick argues that the attitudinal goals'in the
democratic model takes place in two educational
perSpeCtives. Some educators have highlighted the
impoitancé of coﬁfgrmity to majority rule and support
its values. Sﬁperficially, however, they proclaim
allégianée to tolerance for diversity, open-mindédness,
and'chstructive scepticism. This is not a valid approach
to the development of democracy. The second perspective
is that some pbiitical'eduCators have tended to stress
criticéi‘£hinkiﬁg,iqéén-mindédheééVand freedom of speech (2

Thisrsecond perspective maintains that all values are not
equél, ana that although values should be interpreted
in their éocial contexts, some of them are more valid

(3)

than others .

To realize this approach, political education should

. E.R. Tapper, Po’li‘ti,cal ,Edﬁ(:ati?on and Political Stability,p.55.
2). J. ’Pgi_;xi’ck, p-196.
3). B.Crick and A. Porter, Political Education ‘and Political Literacy,p.40.




stress procedgphlfﬁeigeég’iémﬁeféecﬁiyqfpoiiﬁicéi
education requipesmteadhéps~£§¥Sﬁ££§Eé;cer£aiﬁ,procedural
values such~a§7ﬁrQEd6mg tolerance, féirmess,‘respeCt

for truth and for féﬁSoning° However these values can
conflict with each other and with substantive'rUles

such as religious and political doctrines embody. The
role of politicel education is to examine such

(1)

conflicts The significance of procedural values is

accepted by others stch as Kohlberg and McNaughton( )
Therefore political education should encourage rational
discussions ahd procedural values rather than the
development of_particular attitudes and values.
Political attitudes afe shaped by many factors.
Almond and Verba make three assumptions concerning the
formation of political attitudes. First,:early
socialization experiences will affect later political
behaviour. Second, these experiences include non-
political experiences, however, they have later
political consequences. Thirdly, the socialization

process is an unidirectional one : basic family experiences

have a significant impact upon the secondary structures

(3)

of politics but are not in turn affected by them .
These aésumptions are focused on eaily non-political
experiences of social situations within the family as a
source of political attitudes and play a crucial role in

the formation of political pre-dispositions.

..;L b N

1). Ibid., p.41. ~

2). A.H. McNaughton 'Cognltlve Development Political Understanding
and Polltlcal theracy R ,Brltlsh Journal of Educational Studles,
vVol. XXX No.3, October 1982, p-267. '

3). Almond and Verba, The ClVlC Culture : ‘Political Attitudes and
Democracy in Five Natlons, Prlnceton Unlver51ty ‘Press,New Jersey,
1963, p:323. '




NonapOlitical_eXpé#igﬁgéag égfiﬁaiggéffﬁdliiiéaii{ }
socialization, are iliusiréfédﬁb§'£he~a§éﬁﬁ§ti§n'£ﬁaf';v
the child, as a result of ﬁis féiaﬁiohsﬁié wifh,parents,
siblings and cher-felatives, deVélép certain expéCtétions
toward people in positions of authorit‘y° From his
personal experiences the child acquires a dgeneral
attitude not oﬁiy to particular féfms of authority -but
also toward authority in general. When the c¢child
develops awareness, these géﬁeral predispoéitions
- toward authority are directed toward other particular
authdrities(l). In short, the child can derive
political attitudes from his contact with his parents
and other close relationship by the indirect political
socialization in a two-step process. First, a general.
predisposition is formed by non-political experiences.
Secondly, this general predisposition is transferred
to particular political objects.

The family is a powerful force in building
attitudes towards authority and decision-making which
can be transferred to the political spheré(g). Non=-
political experiences in childhood may play an important
part in later political attitudes and behaviour, but
these influences can be mitigated and even reversed by
other factors.

Whilst non-political patterns within the family

have an important effect on an individual's attitudes

1). R. Dawson et al., p.95.

2). William Gardner, 'Political Socialization', In Derek Heaterx
(ed.), The Teaching of Pélitics, Methuen Educational Ltd.,
1969, p.35. S




toward politicai,éhﬁﬁbfity,-Hé%é%@@;:ﬁﬁéébéiigf}ﬁbgfxf
family is ana%q@bus tb a p§ii£igél éyé&éﬁ is too‘éimple,
In the firsfwﬁiéééﬂ cefﬁaihjbéhévioﬁré Of”famiiy
authqriﬁyvpéttefﬁglmake generalization to political
realm so,meWhétn;fiifﬁf-iciilt° Furthermore; there are many
of other nonmpolitical authority patternsg to which the
individual is exposed : such as schools, peer groups(l)°
.These patterns may include greater impact ﬁpon political
beha?ioﬁr than’ the patterns of the féﬁily,

Political attitudes and behaviours are shaped by
-various methods. Indirect or non-peolitical learning may
be intentional, as when a Child is told that he ié a
good boy if he obeys what he is told by an-adult; 6r
unintentional, as when the child learns’tﬁé rules of
games. On the other hand, direct.politicélvlearning
refers to the processes in which the contént'éf
orientations transmitted is specifically political and
it may be, also,-intentional and unintentidnal(z).
Intentional, as when the pupils in school iearn abéut
gpvernment>aﬁd learn to opey the_%awsi_ Unihﬁentiohél,
as when the child hears incidentally the views about
political issues. Political socialization students
emphasize both direct and indirect political learning.

It is difficult to determine which method of
political learning has the strongest impact, but

generally it may be said that unintentional methods

1). Almond and Verba, The Civic Culture, pp.324-325.
'2). R. Dawson et al.; pp.95<9%6.
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have greater infiuéptéﬁgﬁv£bé;cﬁ?i§”£ﬁéﬁ intentional 1),
For instance, the fiéﬁéferﬁéf°§é?£iséﬁAaliégiﬁﬁéeffrdﬁ
generation to genefaﬁibp m§y be unintentional. It may
be due to what thé»éﬁiléren héar frbm the political
views of others ﬁéthé; than upon the iﬁteﬁtibhal
teaching of political views. Again, more general
attitudes, such és respect or lack of respect for
government, might be developed in this way(;z')°

Schools -are important sources of both direct and
indirect methods to formulate political attitudes.
Pupils learn intentiénaliy political attitudes through
curriculum courses in history and sociai science.
Nevertheless they learn.unintentionally by styles of
behaviour, classroom procedure and attitudes towards
children.

The pattern of school authority is less personal
than in the family. The teachers are much more like a
political authority than parents, that is to say there
is a considerable element of separétion in the role of
the teacher and the pérSOn of the teacher. "The child
learns to oﬁéi_any incumbent filling the role of teacher® (3),
Therefore, non—political_learhing in- formulating
political attitudes toward authofity is more effective
in school than in the family. Moreover, the framework
of school activities has a consigérable impact on

formulating pupils attitudes towards authority.

1). W. Langeveld, p:l4.

2). Almond and Verba, p.325.

3). Robert E. Dowse ‘and John A. Hughes, Political Sociology,
John Wiley and Sons Ltd., London,1972, p.187.
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Peer groups, also, play an important part inthe
achiéition’of pdlitiCal éﬁﬁigﬁaéét rﬁoliticél'attituaes
attributed to peéers duringAtﬁé’aaolescent years are mpre
significant than the preadoléscent yedrs. Dean Jaros
refers to four prooésses through which peer groups can
influence political va’lues(l)°
First, in homogeheous cultures, peers transmit and
reinforce the prevailing values. Secondly, peers may
act to instil particular values in a segment of the
pcpulatiOn who do not have these values. Thirdly,
groups of peers may develop new and distinctive sub-
cultures of their own. Fourthly, peer groups may
provide a process of indirect political learning. For
example, peer groups authority structures influence the
political behaviour of their members.

Peer groups can transmit and reinforce the political
culture of the society. They may proVide,a social
system in which individuals learn new attitudes and
behaviour. In this study, Langton éxamined the relation
between class homogeneity - hgtgrogeneity=and peer
groubéwéhd‘politiéﬁi 5££{£udéé70f w&fkihg éiéég‘réspondehté;
He found that homogeneous and working class peer groups
fﬁﬁCtion to maintain working class politiéal orientation
and political cleavages which may exist between this
class and other classes. On £he other hand, heterogeneous

working class peer groups appeaifto be re-socialized

1l) . Dean Jéros, SQC:EéIi’zaEEitcbﬁwto-‘Pglkij‘}f’i?:s_ ,:'j’Bra’sic Concepts in'Political
Science,Thomas Nelson and Sons Ltd., London, 1973,p.126. '
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in the direction of higheér class politieal norms .

In general peer groqps,'fhfﬁﬁgﬁ’airéét or indirect
ways, support prevailing values, create new political
orientations as Well as transférring particular values
to their members who do not have these values before.

The combination of knowledge, participation skills
and attitudes is accepted by researchers as being
important. Gardner defines three factors related to
the development of a citizen's role. First, participation
in decision-making in school and the feeling that
individuals have the right to participate in political.
processes. Secondly, knowledge of roles, symbols and
institutions in the éystem, Thirdly, a generalized
seﬁse of trust in other peoplé‘zo. B. Crick suggests
political education should be renamed political literacy.
He maintains that political literaéy must be compounded
of knowedge, skills and attitudes, to be developed
together, each integrating with the other, knowledge
alone is rejected as the object of political education.

An individUél must know hoéw he can .use his knowledge
iﬁ‘péiiticél pé%ticiéétiég.M A£ £hé saﬁe time éé%tibipation
without knowledge of the national institutions of the
country can be self—defeating‘3).

Although political knowledge alone is insufficient,
it is no less important than political participation.

Crick argues that in democracies

1). K. Langton, pp.124-130.
2). W. Gardner, 'Political Socialization', p.30.
3). Crick and Porter, p.31,737.
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.People must know however vaguely, what dec151ons are made
by" government how they” ‘are:made.’ and, what 1s happenlng.-;
Governlng”authorltles of . all Xinds are’”‘ i
part1c1patlon because_they know that in a w1desp1ead
manner it 1s;'mpract al, than ‘they. are to study how- to
make themselvesjg ern’ more openly and less secretlvely
GQvérnments are m‘ restralned by know1ng that their acts

are publlclzed than by partlclpant devices ‘themselves, (1)

It can. be argued'that politieal information about
the system is more important in reformulating a citizen's
political orientation towards the system. However,
political participation to influence and change the
character of the system is an ultimate Object of political
educatiOn.

In comparison.with other factors such as the family
and peer groups, school is an impertant factor for
transmitting political knowledge to pupils, since school
is more successful in teaching knowledge than attitudes
and behaviour. Lee Ehman, in his~reSearéH‘2), argues
that a systematic and carefully developed curriculum
can result in the successful transmission of political
information in elementary and secondary schools.

Knéwledge is the cornerstone of citizenship educatten,

but the overemphasis4inknewleagemor lower level knowledge
outcomes may have negatiVevattitudes consequences. A
careful balance must be maintained between basic

knowledge, decision-making, and participation outcomes.

The Importance of Political Education.

The importance of political education has long been

1) . B. Crick, 'The Introducifg of Politics', in Derek Heater,
The . Teachlng of Politics, pp 17-18.

2).. Lee H. Ehman, 'Impllcatlons for Teachlng Citizenship',
pp.594-596.
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émphasized by philosophéers. From ancient timgsy Pléﬁo
and Aristotle were interested in thevimiortahCepdf
education and its role to maintain political stability.
In their view, the main function of education was -to
produce a harmonious state and a stable government.

The function of the state was to make the education of
its citizens a means of achieving harmony With the law.
Plato and Aristotle gave the priority to education and
believed that the educational function of the state’
was to rear the citizen in the spiritual life of the
state.

For Plato, law is the comﬁon spiritual substance
of a society; it is the cohesive force and sovereign of
a society. This substance has to be transmitted and
imparted by education, citizens must be educated by
the state according to the law, so they may receive

(1)

its content into their being Plato, in his
Republic, wrote:

When children have made a good beginning. .education

has instilled a Splrlt of order, this reverence for

law...will attend them in all doings and foster their

growth, restorlng any 1nst1tutlons ‘that may earller

have fallen-into decay(2)

The main idea of Plato's state is that the ideal
state must be a stable state. Plato hoped to realize
political stability by the institutional control of
succession in leadership. The control was to be

educational, based upon an authoritarian:view of

upbringing, the authority a learned expert and a man

1) . Ernest Barker, Gréek Political Theory_ : Plato and his
Predecessors, Methuen and Co Ltd., Great Britain, 1960,p 43,

2) . Plato, Republlc trans F, M Cornford, Oxford University Press,
London,1961, p. 113, ' .
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fOf»ﬁrOVen prdbity&;);- s@}fﬁemeaucéﬁiéﬁgi;system;ﬁusf
provide not only soldiersyght phiioooﬁﬁers, Thé'héédo
for philosophers is derivedif;om“ﬁﬁe idea of a stable
state. "The first and the most important function of
the philosopher king is that the city's founder and
lawgiver....only a philosopher....is able to see, and
to copy, the heavenly original”(z);

To avoid change citizens must be educated according
to their propetr rolés, "there are innate differences
which fit them for different occupations”(s).

Without proper education, citizens lose their right to
social positions, "the interference andvexchange

of social positions....or the attempt to combine all....
forms of‘work in the same person, would be fatal to

the commdnwealth"(4).

The special emphasis placed by Plato upon
education has been affirmed by Rousseau. "If you wish

to know“ wrltes Rousseau, "what is meant by public

educatlon, read Plato s Republic. Those who.merely
judge bqoks_py their titles take this for:a treatise
on'politiééj”bui"it is the finest treatise on education
ever written"” (5)
Aristotle, like Plato, was quite aware that there
was a connection between education and social idedls,
. The aim'of political education was to achieve the
stability of the country's constitution, so its

citizens must be educated inthe spifit of that constitution.

1). K.R.Popper, The Open.Society and its Enemies:The Spell of Plato,
vol.l, Routledge & Kegan Paul Londons 1962,p 137.

2). Ibid., p.245% . ¢ _

3). Plato, Republlc “p,55

4)._Ib1d., p.126. :

5). Rousseau, Emile!
London, d96 P38,

_3ns;by-Bérbara Foxley, J.M.Dent & Sons Ltd.,




The educatlon functlon has been seen to- réfﬁﬂchiidfenf

in good hablts,_ For Arls otle, thefe 1s DOAPfOflt in
the best Of'L§W$, eVeﬁfwhen cltlzens are Sanctlonedfby
general ci%ie‘censeht' if the 01tlzens themselves have
‘not been attuned by the force of hablt(l)
Aristotle copceiVed that ¢ivic training is to
create the charadter appropriate to the constitution
whether by demecracy or oligarchy. "The education of a
citizen‘in‘the spi@iﬁ~of hié constitutientdbes not
consist in his doing-the actions in which ﬁhevpartisans
of oligarbhy, or the adherents of democracy, delight.

It consists in his doing the actions by which an

(2)

c e

oligarchy, or demoCraey, will be enabled to survive"
The ideal state is a common end, therefore the
system of ediication must be the same for all citizens.
This system must be directed by the state because "we
mﬁst not regard a eitizen as belonging just to himself:
we must rather regard every>citizen as beiqnging to the
state"(3); The ruler is needed‘to regulate‘the
political aims.through a uniform system for all, and
5o theé ruler shéﬁla'“mékewthé'eaﬁeéﬁienwdfifhe young
his chief and foremost concern"(4)
Both Plato and Aristotle moved in harmony and they
were aware of the crucial importance of political

education in securing the stability of regimes by

state control of the edﬁcatibnal system. The difference

1). Aristotle, Polltlcs trans by Ernest Barker ‘Oxford University Press,
London ,1961,p.233.

2). Ibld_., p. 233.

3). Ibid., p.333.

4), 1ibid., P.332.




betwéen them is that "Plato separates the ideal from
tHe material wOrld of-parti¢uiaryﬁ£iﬁg§:aﬁd sees the
physicgl enq;rOQméntiof man as ﬁééeésarily more or less
imperfectJ(iq. Therefore Plato interﬁréts educatien,
at least at the higher level, as a purely inteilectual
activity. For Aristotle, however, education emphasizes
sense experiencé as the starting point of learniqg, and
not pufe thinking. The provision 6f the system of
education "must be a matter of public action"(z)°

For John Locke (1632-1704), political education
derived from the authority of the family and school,
and this authority must be without ascendance or horror.
Unlike Plato and Aristotle, Locke emphasized the prin-
ciples of freedom in education. In his view parents
and government have their authority but "they shouid
use it with great moderation, and not make themselves
such scarecrows that their scholars should always

tremble in their sight"(3)

. Every child had a
particular nature which required freedom in activity
and decision but at the same time he must conform to

(4). Locke

the pattern and values of his society
argued that the curriculum should include subjects:
such as history, civil law and geography. He regarded
history as the great mistress of prudencé and civil
knowledge, and ought to be the proper study of a

gentleman(s).

1) . George Howie, Aristotle (on education) ,Educational Thinkers Series,
Collier-Macmillan Limited, London, 1968, p.13.

2) . Aristotle, Politics,. p.332.

3). John Locke, On Politics and Education,Edited by Howard R.Renniman,
D.Van Nostrand Company, Inc., Loéndon, 1947,p.345.

4) . F.W.Garforth,Locke's Thoughts Cohcérning Education, Heinemann
Educational Books LTD., London,1964,p.11. '

5). J. Locke, On Politics, p.360.




Rousseép.(1712ﬁl778) algé,éﬁéﬁééizgd thgiiﬁﬁor@ancé
of pélitiéai é@ﬁédﬁién. The ﬁéfﬁ!§a§a Qf Rbusééaﬁfs
thinking was to achieve the general will. Each citizen
"must put hié pérson and all his power in common under
the supreme &i?eéﬁion of the general will....each member
as an indivisible part of the whole"(l). At the time,
although the social compact gave the political body
absolute power over all its members, this power was
also»to be uhder the direcdtion of the general will.

And this could be fulfilled within the collective masses
and sovereignty of people.

Govefhment cannot ever make the laws. Laws can
be enaétéa only by the sovereignty of peoéfe, acting
directly and not by way of reprééentation(z). On the
ground of these conceptions, Rousseéu stressed the
importance of political education for guidance with a
view.to producing harmony. Citizens cannot legislate
without prior instruction, they cannot sée the goodgof
‘the general will. Therefore, all citiéens~have equally
the need of guidance,.they must be taught:téuknow what
ig their will."If that is'doh¢;“éuﬁiié“éﬁlightenﬁéﬁt
leads to the union of undersféﬁding and will in the
social body : the parts are made to work exactly
togetﬁer, and the whole is raiséd to its highest power"(3).
In an@ﬁher place, Rousseau reveals the need for

political education directly through specific cases.

1). Rousseau, The Social Contract and Discourses, trans. by G.D:H.Cole,
J.M.Dent & Sons Ltd., London, 1961, p.13. ’

2). Ibid., p.xxii SR ‘

3). Ibid.,.p.31.




In his edUCatiohal plan‘foraﬂoiandfhe-advocated a
system of natiohal eduoatiOn, The ﬁrimary conc¢ern of
his Statercontrolled education was to produce tough,
patriotic crpizens able to defend their country in the
time of need. To realize this object school should
develop the feelings of nationalism by teaching |
children the history, geography and traditions of their
country('l)°

J.S. Mill (1806-1873) considered education a
potent instrument in the deyelopment of democracy. He

defended representative government on the ground that

education was the character and'intelligence gained

(2)

from participation in public functions . RepreSentative

democracy fulfilled the essentiallcriterion of good
government, This could be achieved by diffueion of
responsibility, by allowing citizens "a voiee in the
management of their own affairs, by encouraging active
participation at local and narional level"‘3).

It is quite clear that famous philosophers, ancient
and modern, have empha51zed the 1mportance of political
educatlon.w The common eiemenrhlh their thought is
that the purpose of the educational system is to
encourage Stablllty and harmony in the social order,
but they difféered in the ways and in the extent to which

this purpose could be achieved. For Plato and Aristotle,

the educational system was to malntaln the political

1). F.C. Green Rousseau’": A Study oE: Hls»Llfe and ‘Writings,
Cambrldge Univ‘rs 7 <Press., Cambrldge 1955,p.309.

2). E.Barker, Greek Political Theory, pp.44-45,

3). F.W.Garforth, ‘John Stuart Mill's Theory of Educatlon,
Martln Robertson‘f‘ Company 'td Oxford 1979 p.132,




system -and ‘prodice a harmonious tate. _The state
control of ﬁﬁe éduéaéidnal éyggéﬁ was £g;bé5£ﬁ§fough
and absolute. Stgte4ébntroiﬁin é§§¢aﬁi5n'Qas.ﬁeéessary
to produce harmony, bélanCes wiﬁhiﬁ'the:sﬁate and
protect Citizéhs ff$m ﬁégiigen¢é;v

Modern_philoéophérs have emphasized the role of
political education in political action in fluid ways
and in the presence of freedom and democracy. .John
Locke spells dut”the"imporfance of authority within the
family and schooi in the presence of freedom. Rousseau
emphasizes the genéral will and sovereignty of the
people. by béhéldiﬁg>that political education must be
for all citizens b& guidance to achieve the harmony
and enable them to participate in enacting the laws.
Nevertheless, he stresses the importance of political
education through state control in education in urgerit
cases as happened in Poland. RoﬁSseau doubts the
ability of the repreSehtative démocracy of government,
whereas Mill's‘defence shoWs thévconnection°betwéén
education and'repfesentativevgbVegnmént.

o The‘impoffanéé-ofiéolitiégi“eaﬁgééion_haéﬁbééh<'"
revived in recent times. ‘Mos; societies, whether
democratic, totalitarian or deveioping,‘give their
citizens the chance to have extensive information about
their ideology and pdliticai éystem. ‘They encourage

and provide methods of political education in order to




inculecate loyalﬁy,‘ﬁﬁﬁiiétiSm and support’for'théir
political system.

.,..Each_(natiénal'éduqational) system tries to involve the
young, implicitly or explicitly, with its particular
notions of authorlty, legitimacy, the role of the citizen,
and of- the good llfe, at the same time it €ries to

present negative 1nterpretatlons of politically alien
systems (1).

Most political systems conceive the significance of
the transmission of their particular values through the
different agencies in society as an important instrument
to sustain the system. Easton and Hess emphasize this
approach and interpret the importance of political
education by holding that:

Regardless of the specific devices ah§ systgmjﬁtilizes~to

perpetuate itself, no system is able to func¢tion, much

léess maintain itself for any length of time, without

educating its young politically in the brbédest sense

of the meaning of these terms. Either intuitively or

consciously it must undertake to transmit scme-of its

political heritage to the maturing members of the ‘society

or to construct a new heritage for them so that a system

that is undergoing serious transformation may antic1pate

future supports (2).

Most countries tend to encourage loyalty to their
ideologies, consciousSly or unconsciously, through the
educational system. The Soviet Union gives priority
to the educational system to achieve political consensus
for the political system and ideclogy. Frankly, all
school curriculum, in particular history, is taught to
promote loyalty to the communist party and an accep-
tance of its rulers. In England,  history textbooks

provide examples of this apprOSCh: for instance, in

describing the War of_gpanish Succession;, British books

1) . Quoted by R. Jackson, 'Political Education in the European
Economic Communlty - Some Observatlons, Teaching POllthS,
vol.2,; No.3, September 1973 ps21.

2). Dav1d Easton and Robert:D Hess, 'The Child's Political wOrld',
Mldwest Journal of Polltlcal 801ence, vol.vi, No.3, August,1962,
pp. 231 232,




tend to mention enly»BritiSD;ViEtéries and omit Frerich
ones. On the other hand, French books tend to minimize
or completely omit the part played by Marlborough(l)

Political education has its importance in supporting
and achieving political stability, but the political
system may be ChangEdf Easton refers to the importance
ofrpolitical edﬁcation in securing system maintenance,
but at the samé time the system could change or fail to
maintain 1tse1f(2). Easton and Dennis argue that
political education could perpetuate either stability
or instability, depending upon the character of the
polity 3.

Political stability has different concepts.
According to Lipset the criterion of stability is the

(4)

continuation cf political democracy Apother
criterion has been offered by Needler, who regards a
polity stable, "if it has been functioning over a
long time in keeping with its set of official prescrip-
tlons'(s)° The latter concept does not distinguish
between all types of polltlcal system.

The 1mportant feature of stablllty is that it
does not refer to the structure of the political system

but only to its behavioural aspects. Sharma argues

that:

1) . P. Musgrave, The Sociology of Education, p.270.

2) . David Easton, 'The Function of Formal Education in a Political
System', The School Review, Vol.65, 1957, p.309.

3). D. Easton and J. DenniS)'Children in the Political System,p.4.

4). S.M. Lipset, Political Man, -p. 48,

"5). M.C. Needler Political Development in Latin America, Pandom
House, New  York, 1968,. p»20.




re5pondsﬁto

e, degree and

polarlty of the feedback usually,have a _clslve effect on
its stablllty or 1nstab111ty In a worklng system therefore,

a varlety of ‘disturbances will evoke a variety of ‘matched

> Failure to do so will result into disorder or.
1nstablllty(1)

Thus, the stability of a systemﬁis not determined
by one of its components but by the whole of the system.
The whole of the system includes social, political and
economic status and not the government alone. For
example, in his study on economic status, in stable
democracy, Lipset found that various indices of economic
“development such as average wealth and degree of
inéustrialization are much higher for stable democ-
racies(z)° A stable system responds qﬁickly to a change
of opinion or interests in its components and keeps the
balance between action and reaction.

In the light of the above mentioned concepts of
political stability, political education, as a factor,
has its importance in achieving political stability.
LiESet has $hOWP the cennéetions between stable
‘dechfaey aﬁd“severaliihaieééfef’eQucation.-4He
compared stable democraeies of 13 countries with unstable
democracies and dictatorships of 17 countries in Europe
and Englishfspeaking Nations. Lipset found that the
indices of education are much higher for the mere
democ:atic countries(3). . Education is essential for a

stable. democracy. ’Inggritain, the extension three years

1) . J.C. Sharma, Education and Political Stability: A Comparative

'lAna1V51s of Relatlonshlps:Between Educatlon and Pol1t1cal

Stablllty with Illust re C

1972 Unpubllshed Ph. .

2). S. Y Llpset POllthal Man pp 50(54
3). Ibid., pp.45-33. '




earlier of the voteitofthé5ﬁaféxurban working class

neceSS1tated the esta_lishment-of State alded elementary

education in 1870(1)
It can be argued that there ié a positive correla-

tion petween‘fcfmal education and political stability.

However, this correlation does not mean that education

is the only factor achieving political stability.

There are also many other factors.

' Sharma conecluded that the significant positive
correlation between formal education and political
stability on his sample does not mean that political
stabiiity is the only product of formal eduéaticn°
Education is, nevertheless, involved in the input cf

political functions(z)

as one of the many structures.
Its influence will have to be looked at viz-a-viz
other structures which perform political socialization.
Sharma derived from the cases of Afghanistan and Japan
that both these countries shared a common level cf
political stability, although the education level in
Afghanistan ic less tﬁéntin Japan. In both cases he
found “the ~domi naREt VATUE orientations in the polity and
political socialization were performed by the primary
structures of family,-kinehip, lineage, clan tribe,
religion and community. This resuited in the similar
(3)

level of political stability in these two countries .

Political stability is due to the relationships

1l). P. Musgrave, The Soc1ology of Educatlon p.272.

2). Input polltlcal function’ 1ncludes4polltlca1 socialization, see
G.A. Almond, 'Introduction:d Functlonal Approach to Comparatlve

',.p.17.

i Education and Polltlcal Stablllty, pa551m. This research

was pduCted in 1972 The ?tuatlon now is changed because of

the’ Sov1et invasion of Afghanlstan




established between. the political system and orien-
tations of citizens téwéﬁdiﬁﬁe syétegﬁ iﬁiﬁiﬁfL&,
there are general feelings 0f a§¢§ptan§e'ér rejection
towards the sysStem. To realize stébility the system
tries to convince péople to accept itsivalues(l). ‘But
groups of pe@ple will have different backgrounds and
perspéétiVes; some may attempt to influence policies,
others may accept the values of the system and oéhers
may be completely ighorant of the system.

Political education has its significanée in responding

to these relationships either to achieve stability or

change. It is accepted that citizens need‘actual
information about the system and to develop critical
thinking to enable him to evaluate the system. There-
fore, the possibility of stability or changefwill be
mainly related to the values of system and its ability

to change itself to be consistent with the demands of
change. A political system will be more stable if the
people accept its values énd orders with conviction based
on educational criteria rather than indoctrination and
violence. -

Political educatioﬁ has its importance at times of
crises and it is also impoﬁﬁant for acﬁieving
nationalism and integration within a society.

C;vic training becomes a déliberateIPOlicf when elements

of potential instability are perceived in a political system.

For instance, when -an attempt i$ beéing made.to weld
together divers and antagonistic populations into a single

1). W. Gardner, 'Political SociéiiZétion',~p.24.




nation. Exten51ve formal polltlcalf;ducaf” n also oecurs

where, as’ . \ :
caries én m: 1y of the functlons ordlnarlly performed by
other lnstltutlons (1).

At times of rad;gal transformations, an educational
system becbmeS-much'mgre vitél and subject to close
scrutiny. For example, after both the French and
Russian Revolutions, the new régimes immedigtely
directed their attention toward renovafingjﬁﬁeir_whole
educational systems. Curriculum and proVisién of
education were modified to be consistent with the
demands of the new regimes(z), In Britain, according
to Entwistle, the period before and immediately following
the Second World War was a period of heightened intérest
in the training of citizens and the development of civic
courses in schools('B)° This interest had to do with
the reinforcement of nationalism in a time of crisis.

Similarly, before the Second World War, schools
in the United States emphasized the virtueés of the
American system, stimulated students té take an active
part in civic services and stressed the duty of voting.
During the Second World War, considerable attention
was paid to aréusing feelings of patriotism and
allegiance to the country<4).

Hitler realized the significance of education; he
reiterated the need to exploit it in the service of

National Socialism.v The whole of the German Education

system was promptly and efficiently linked to social

1). Fred I. Greenstein, 'Socialization', p.551.

2). D. Easton, 'The Function of Formal Education in a Political System',
p.310.

3). H. Entwistle, Polltlcal Educatlon in a Democracy, p.2.

4). Mary J. Jurner, 'Civic Education in the United States', p.53.
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and political ends,f Currlcu]um‘s” : ;
hlstory and biology were exp101ted to support the
glorification of the German race andANa21 theOrles»of
race(l)° |
For most countries, especially younger nations,
natidnalism is a major important reason for intro-
duang political education. They want their citizens
to associate themselves not only to the local community
but also to the larger community of the nation. Further-
more, it is hoped that these feelings will create
‘nationalism and loyalty to the system. The existence of
nationalism is strongly related to "the extent to which
it is able to undermine local community 1oyélty and
create a loyal national c1tlzenary( ).

The state promotes broader allegiance to a national
entity. Belle and Goncalves support this idéa and
accept that a state has two important objectives. One
of the goals of a state is to subvert locaIVSOurceS;of
solidarity and-loyaity. The second goal is to
legitimate state authority and the establishment of a
‘uniform 1deology(3). The French Revolution is an
example of the unification of different groups toward a

common national purpose in the overthrow of aristocracy,

and the establishment of a nation-state under the

1). F.W.Garforth, Education and Social Purpose, Oldbourne Book
Co. Ltd., London, 1962, pp.30=31.

2). N. Paulantzas, Pouvior Politique et Classes Sociales, Vols,
1 and 2, Petite Colection Maspero, Paris, 1975, Quoted by
T.J. la Belle and J. da S. Goncalves, 'Control and Service of
School : The Community and the State’ ,Cbmpare;A Journal of
Comparative Education, Vol.1l0, No. 1, 1980, .p.4.

3). T. Belle and J. Goncalves, 'Control and Service of School!',
p.4. : '




aIl);

control of ,the»sna-tianal baafgéési‘sm

Most systems, 1n partlcular new systems, try‘to

1ntegrate thelr members and create a'natlonal communlty.
However, the 1ntegrat1ve rolevof educatlen ‘depends -
upon the ideology of the system and 1ts capac1ty to
accommodate national unity. The integrative role of
educatioh:is'also relatéd to the extent Qf'diffetences
'between'the subcultures of a society. These factors
'h’a.%;@a'ihéir ‘sighificance, but education catﬁ’:‘-'p*e ‘an
instfgment for understanding the similaritieS;and
differences within society and trying to;hisimizevthe

differences through common uniform ijectiies.

1). H. 1efeb§re, De 1! etat'DesHégéI‘e'Mao Vol.2., Union
Generale d'edltlons, Parls, 1976, ‘Quoted by T. Belle and
Goncalves,-'Control and Serv10e of Schools', p.4.




THEORETICAL F MEWORK oF POLITICAL EDUCATION°
'EORN’N_POLITICAL EDU ‘TION

The Deve}opment of Pglitical Concepts in School Years.

Piégét examined pdlitical understanding in an early study
of "The Moral Judgement of the Child". From his reSearch it
can be concluded that political terms develop through a
child's experience and cognitive development. Piaget
noted that children, before the age of 10, see rules as
unalterable facts derived from the authority of adults.

"Children harbour an almost mystical respect for rules

rules are efernal, due to the authority bfhparents, of
the gentlemen of the commune, and even of ah almighty
God.“(lj ‘But--after the~agérofmtenquiégéf'foundwthat
the concept of democracy fbllows oh from thescracy aﬁd
gerontocracy. "Consciousness of. rules urndergoes a
complete transformation. Autonomy follows ﬁpon
heteronomy...the child no longer thinks that everything
has béen arranged for the best in the paét..,he believes
in the value of’experiment inmsd faf_as it is sanctioned

" (2)

byvcollecti#e opindon.

1) .Jean Piageﬁ, The .Mfc’r‘al:‘!_J‘qidgfemen.ﬁ: of the €hild, Trans.
by Marjorie Gabian, ‘;‘R‘dut]fc'?;'@‘gfé '&"'K‘(’ag:é.-n "Paul, L'ondon ,1975,p.52,

2) 1bid., p.56-57.




The development of cogﬁitiye”tﬁ%©<iﬁgfi§‘ﬁélé?éd ?0
the capacity of the»inﬁi?iaﬁairfo ﬁﬁéérsgéﬁéﬁhié”environ—
ment. Cognitive thinking develéés through a series.of
stages of the individual's life and it differs from stage
to stage. Political learning coincides with.oiher'types
0of learning éccording to individual capacity for cognitive
thinking. Therefore,A"older children whose cognitive
capacity is further advanced aré in a position to under-
stand and think about politics in a manner quite different
from yoﬁnger children." (l)

Piaget discovered that children's thinking takes
place in different ways at different periods in ‘their
lives and that is what is calléd cognitive dévelopment.
Piaget postulated three states in which cognitive
development occurs through childhood and adolescence.

First: the period of preoperational thought, this
stagé starting froﬁ the age of 2 to 7. 'Children can
distinguish between the w&gds and symbols and what they
represent, and their behaviour is largely "ééocentfié":
and-nonjsoéialw vBecauSe of that they cannot.deal wiﬁh,
léf-ﬁﬁdérstaﬁd the viewpoints of others and ‘they believe
that everything they think is right and everyone thinks
as they do.(z)

Second:. between the ages of 7 and 11, the child

acquires what Piaget called concrete operations. At this

period the child is able to think about things.(3) Concrete

'l). R. Dawson et-al.,, p.71.

2). Barry J. Wadsworth, Piaget's Theory of Cognitive Development,
Longman Inc., New York, 1977, pp.70-71, Il6.

3): David Elkind, Children and Adolescents:Interpretive Essays on Jean
Piaget, Third Edition, Oxford University Press, Oxford, 1981,




s

operations are only useful .

problems involving concrete’

the child can thiﬂk_1§giqéi}y, he Cannét_aggiy’hisiiégié

1)

to verbal and hypothetical problems. At the period

of preoperationai.{ﬁgught the child is uﬁhﬁié to deal
with the viewpoint of otﬁers and needs to be told what is
right, but at thé,period»of concrete operation he becomes
aware of the difference between his thinkihg and éthefsu
In other words his thoughts become social.

Third : the stage of formal operations bétween the
ages of.12 and approximately 15. Formal thought permits
adolescents to think about their thoughtg, to construct
ideals and reason realistically about thevfuture.(2)
During this period, the adolescent's cognitive structures
enable him to think similarly to adults. But at the same

time adolescent thought is not the same as adult thought -

(3)

it is only that the adolescent achieves a new potentiality.
During the period of formal operations children can solve
most problems which they cannot solve in the concrete
operations stage. They can apply their 1qgical thought

to complex verbal and hypothetical probiéms: 4) ~The main -
difference between the formal and concrete operations

stages is that concrete thinking is restricted by tangible

problems of the present and children cannot understand

1). B. Wadsworth, Piaget's Thebry_of chnitive'Development, p.90.

2). D. Elkind, Children and Adoléscents, p.24.

3). B. Wadsworth, Piaget's Tﬁley'of Cognitive Development,p.lOl.
4). Ibid., p.l16.




vérbal and hypothética

opératiqns-stageAéﬁil_ren"caﬁ'aéal with abééfaef.iééas
and verbal andfh¥§§ﬁﬁétical problems éf.present,~past
and future. “

The theory of cognitive deveidpment contributeé,to
an understanding and aﬁ illustration of the develdbment
of political conée‘p_ts‘° It is reasonable to infer from
‘ .thié~£heory that the development 0£‘politiCal-concg§£s
folieﬁs the capacity of individual thinkiﬁé“frbm'egbceﬁtiic,
pérSOnal, and concrete to formal operations. During the
féfﬁal operations stage "the adolescent is'ablé to confront
pelipiCal issues and ideologies."(l) In ¢hilafen-of six
ana‘Seveh, concepts of the pOlitical-Worié afe vague,
personal and nondiscriminate because their canitive
thinking is not yet developed. "Only as their cognitive
capacities are developedvcén they begin to come to grips
with the complex and often abstract notions’ and relationship
of thevpolitical world and their own role in,it."(Z)

To study the developpment of'political‘concepts
during the period of pxgadplihood, it is-uééfﬁl to divide
this period into two sub-periods: 1) Childhood which
includeé.early childhood from the age of 5Jt6.9, and
late childhood from the age of 9 tb 13. 2) Adolescence,
(3) .

roughly, from ages 13 to 18. These age categories are

1). Selma Gillman and Elaine Graham Sofer 'Childrén, adolescents, and
politics: a selective review', Cambridge,qoqrhal of Education,
Vol.8, Nos. 2 and 3, 1978, pi8l.

2). R. Dawson et al., p.38.
3) . Ibid., p.50.




approximate. HumaadbehaﬁiOUr.is coﬁﬁfex~aﬁd.affeoted»byﬁ'
maﬁy’SOéial'faotors; It is not expected that a1l 1nd1v1duals

follow the same age categorles°

The Development of Political Concepts in Childhood.

Most researches, dealihg with the deﬁelopment,of
politicalvconcepts during childhood, and'adolescehce,»have
been conducted in the United States (Greenstein, 19§5¢
Hess and Torney, 1965, 1967; Hess and Eastoh 1960, 1962;
Easton and Dennis, 1965, 1969; O'Neil, 1960; Kagon and
Coles, 1972) and some such research has been undeftaken
in Britain (Jahoda, 1963; Morrison, 1967; Jackson, 1971;
NcNaughton, 1982; Stevens, 1982). These studies have
indicated that the most important political concepts are
acquired in early childhood.

Easton and Hess have concluded about the American
child that : "every piece of evidence indicates that the
child's political world begiris to take shape'well'before
he even enters primary school and that it undergoes the-

wi(1)

the most rapld change durlng these years. Greenstein
found that when he asked chlldren aged ll what changes o
they would make in the world the majority of the responses
were political.( ) Hess and Torney's research was conducted
with children in the age range‘7 to 9. They found that
acquisition of{political information and attitudes proceeds

rapidly during the primaryhsohoOJ'years. (3)

1). D. Easton and R"Hess, 'The Chlld's Polltlcal World', p:235

2). Fred I. Greensteln, Chlldren and POllthS, Yale Unlver51ty
Press New Haven and London,’ 1965, p 69, '

3). Robert D Hess and;gudlth V. Torney, The Development of Polltlcal _
: 'Attltudes 1n Chlldren Aldlne Publlshlng Company, Chlcago, 1967,p 26.
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Studies conducted in Britain have. also conClﬂiiféd
that development of:politicei concepts and awareness of
political events coﬁe in eaéyy years, English children
too can begin to develop tﬁeir politicél,outlook before
they entErjprimagy scﬁool, Jackson's study concluded that
children develop their political concepts between the age

(1)

of four and eight. According to Stevens' study, at

the age of seven many children were able to take part

(2)

intelligently in discussion about politics. Jahoda's
study on the acquisition of the concept of nationality
revealed that betweeﬁ the age of six and eleven, children
acguired a set of conceptualttools enablingvthem to
organize their environment meahiﬁgfully and to identify
traditional conventions in their society.(B)
Early development in childhood of political concéepts
and a senee of nationality occur in other nations as well.
Studies by Bereday and Azrael have/indicated that Soviet
children acquired political attltudes and patriotic feel-

(4)

ings in the early years. Glllman and Soféer argue that

Australian children at the'ége.ofwfive begin to acquire
"polltlcal concepts and attltu ‘s ‘towards authority. +5) ' i
Although the above mentioned studies have been conducted

with children from different nations and although these

studies had different aims, they indicate in the first

1). R. Jackson, 'The'Deﬁelopmeht:of Political Concepts in Young
Children', Educational‘Reeeapch, Nov.1971, pp.51-55.

2). Olive Stevens, Children Talking Politics:Political Learning-in
Childhood ,Martin Robertsoﬁ &”Cémpany Ltd‘,"ékford 1982,p.168.

3).G. Jahoda, 'The Development of Chlldren 'S Ideas About Country and
Nationality', The. British Journal of - Educatlonal Psychology, Vol.33,
February and June, 1! 63, P 151,

4).George Z Bereday an

konnle B Stretch 'Polltlcal Educatlon in
' Y i fonal R’v1‘w,‘Vol 7,

No.l, Jane 1963, p. :
'Coleman (ed.) Educatlon,

5) S. Glllmen and- E.Soferwi»Chlldren, ado}escents, and pOllthS', p.81.




place that children i mosE
political concepfs aﬁd feelings éf‘ngﬁioﬁéiyibya_hn““"
early childhood evenfbéféféjﬁhéy enﬁer_priméry-séhgqi,

It seems that the‘géfly'éééﬁisition of pbiifical-éttitudes
occurs regardless cf {he ideology and pOlitigél system éf
the country concerned.

Studies invéstigating the development Of’poIitiéél
concepts in childhood conclude that different aspéCts of
political ledrning take place at different stages of ‘the
cognitive development. Basic attachments and identifica-
tions are acquired as the first political éﬁtlook in
childhood. Studies indiéate that early attaChmentfto the
nation and political system is éssociated with the head
of the state, monarch or president.

American children first become aware of their
political system and authority through a kifowledge of
the President. Hess‘and Easton concluded that American
children between the age of‘7’and_l3, especially at an
~early age, have a high positive -image of the Presidert.
The primary school child tends -to view even unfamiliar
figﬁfes df authority”in&pésiéive‘terms;(lyv Pbsi£ivé<
aﬁtitudes towards the President and national symbols’
derive from two factors
First, children see the President on the television screen

as the most important figure in national and international

affairs.

1). Robert D. Hess and David Easton, 'The Child's Changing Image-of
the Presidernt', Public Opinion Quartérly, Vol.24, 1960, p.636,
£39. ekl A0S LA LRSS A ;




en as the foremost authorl

secondly, the President ig- s
- : . B G ( l )

in the'Eﬁérican politicai‘éystem;

Engllsh chlldren acqulre 9051t1ve ‘feelings towards

natlonalll entlf1catwon and loyalty through the monarch

and the Unlon Jack Inrhls_study conducted with children
between the age of 4 to 8, Jackson found ﬁhat nearly
tnfée—éuartens of 4 year olds 1ikeéd the Queen ahd: the
national flag although they were unable to identiiyrthem
és"ﬁolitidél conéepts until one to three years latér)ikg)
Childjeh aevelopedvpoSitive feelings towards the Queen
beéaﬁééithey had seen pictures of the Queen in court
dress and participating in state activities on the tele-
vision. :Thus tﬁé”dﬁeen was relatively easyfto identify
as aieymbol of state power. Positive feeling develops
towards the national flag because of its proximity and
familiarity.

.Although a younqneh;lathas strong positive feelings
towards his'natioh, he canﬁot jqetify his patriotic
vfeeiing}_ By late childhoodjxﬁowever, young people are

able to justlfy th';r patrlotlsm “Hess and Torney con- .

v cluded that the Amerlcan chlld s strong ‘dttachment to
the United Statesuis quickly,eStablAShed at an early
age, but his attachment is vague and crude. A child at

the ege of 7, wheéen askea’if he would like to be an

1). Ipid., p.633.

2). R. Jacﬁson, 'The Development of Polltlcal Concepts in Young
Chlldren', . 53 55 :




Englishman or an Americaﬁ,-éaiéfﬁ "Well I would't
to be an Engllshman because I wouldn E llke toltalk thelr
way, and I'd rather be ankAmgrlqanibeCause they~have
better toys...better bgas éhﬁ blankets. . .and better
schools and teachers,"(i)

Young American children have little information about
their country and acqguire national loyélty through
"concrete objects" and "national symbols" such as the flag
and the Statue‘of Liberty. As they develop, concrete
objeéts‘and national symbols become less important and
the child's image of»natioﬁal pride includes!ideolqgical
components and abstract ideas. Older children justify
their patriotism by uéing words such as "fxeédom", "right

to vote", and "political system.ﬁ(z)

Responses become
more sophisticated at the threshold of adolescence and
they.often approximate to the ideas of their teacher.
While children of 7 said that it was the United States
that kept peace in the world, children at 13 said it was
the United Nations. |

It is difficult for a young Chlld to -understand .
polltlcal 1nst1tut10ns | Although there,axe symbols of
government, they are not used with the sanie frequency as
the flag and other'similarvnational symbols. Government

is an abstract idea and includes many complex institutions

1). Hess and Torney, The Development of Politjcal Attitudes in
Children, p.27.

2). Ibid., pp.28-30.




which différ in..

a young ch1¥5'téﬂ§é”t0*§ée,gove nment in teérms-of ¥

personalltles. iniEaSton and ‘Denni&'s résearch, children

said: "Government i8 a man that
u(l)

1ps people when they are
in need. Hegs and Torgéy fbuﬁd childrén aéed'V or 8
referred to govérﬁment as "thé man who signs chequesg",

"the state aﬁd city government are different men, but they
beth areVQQVeﬁnment", or."the government is a nice man"e(2)
Thrquh,attachment towerds thefhead=of state, the

child relates to government and political authority.
British children first become aware of thegpelitical
system through the’mOnarch, who is initialiy seen as thé&
effectiﬁe ruler of the coﬁntry° To the young child the
(3)

Prime Minister is a helper of the Queen. For an

American child, Conéfess is a lot of men who help the
President.(4)
As has been seen, the child acquires early attachment
to nationality without the ability to justify his
patriotism. He cannot describe adeguately what the
concepts of government and of the political eystem ere;
Easton’and“Hess’concluded“that,an Aﬁerican-childr“leerns
to like the government before he realiy knows what it is;"(s)

Gillman and Sofer argue that Australian children at the

age of 9 are aware of government, but with no concept of

1). Easton and Dennis, Childtenjiﬁ»the Politicai System, -p-129.
2}. ‘Hess and Torney, p. 33, ' o )

3). Barrie Stacey, Polltlcal Socxallzatlon in Western Soc1ety,
Edward Arnold London, 1978, $:10.

4) . Hess and Torney, p:32. _ ) _
5). Hess and Dennis, Chlldren in the Polltlcal System, p 138




government as»a'édbial;é%'
As children growdo‘ _L,*Eﬁey'seevcdnéeéts of government

in less personal térﬁs. Dawson_argues.thaf”by the age of

11 children begln to move away from the hlghly personal

and emotional perceptlon and begin to understand more

abstract ideas and relationships. By the ages of 12 and

13 their coghiti#e capacity increases and they beconie more

able to understand and distinguish between dlfferent

(2)

polltlcal roles. Gradually, the child becomes aware
of governmental institutions and learns some thihgs
about the norms of democracy such as voting and representa-
tien, Hess and Torney investigated the respénses of
children between the ages of 7 and 13 towards making laws
and governmental institutions. They found elder children
believed that Congress is more important in law-making than
the President. At the age of seven 76 per cent chose the
President and 5 per cent Congress when asked who makes
the laws. In contrast, by the age of 13, the majoritywof
dhiidren chose Congress,(3)
Faston and Dennis su@ported these results. They
concluded that at the mid p01nt of thls perlod (7—13),
i.e. approx1mately at 10 years, significant changes toward

the understanding of concepts of government occurred.

The child moves from a personal image to a cognitive image

1). S. Gillman and E. Sofer, 'Children, adolescents, and politics',p.8l1.
2). R. Dawson et al., p.54.

3). Hess'and Torney, p.33.



"elicits democracy in his interpretation of what Ameérican

government is. At the same £¥mef,hé'i§wb9ginﬁing to

sharpen his knowledge about thelbounaariésfofVgoiernment
by sorting what is outside the realﬁiof governmentiffbm
what is within i, (D |

It seéms that the child moves from a_personaiiieﬂ
concept to’an°iﬁpersonalizea'one, from one or a small
number of:persons?to a large group, from crude political
concepts ofigoVernmént to more rational; and concepts of
governnent authority and norms of democraCy'become,more
meaningful. -ACGoraing to these studies, the child first
begins to identify government simply as a person, then |
becomes aware of the group Character of government
governmental institutions and thelr authority. At the
same time children show more awareness of the representative
‘character of democracy and law making.
| Anocther aSpect of the‘development ofgpolitical
concepts is an attachment to polltlcal parties.
Individuals learn to prefer some polltlcal partles to”
others. Attachments to political parties are formed by
an early age in different ways. Hess and Torney's research
in cennection with attaénments indicated that the first

awareness -of political parties was associated with

1). Dav1d Easton and Jack Dennls, 'POlltlal Soc1allzatlon of the
Elementary School child', in Donald H. Rlddle and Robert S.
Cleary”(eds ), Polit l»Sc1ence in Soc1al Studles, 36th Yearbook
of National Counc wfar'the 8001al Studles; ‘The Council,
Washlngton, 1966, p-233. S




'candldates who: we"
chlldren flrst becoﬁe.eware of ﬁatlon and gOVernment
concepts 1n persqpaixtermg,‘thexr first understanding
of a political party comes when they label the presidential
candidates either‘Democrats or Republicans.

| TheePIOGess of party identification is not clear to
young chiidren and "théir preferences are only a reflection
of the adult world of parents, relatives and neigrbours,"(z)
Identifiéation is important to distinguish between the
child himself and others, at the same . time to provide a
iiﬁkxbetWeen the child and his parents and other significant
individﬁals. Therefore, the child in early years acquires
the 'same orientation towards the political parties as his
family.

It is clear that eariy“party attachment is an

emotionel feeling rather than a cognitive linkage. Young
Chiidren do not understand the differences between
political parties and political,parties*have no ideological
meaning for tﬁem.(?) 'The young child develps a party
preference before he can make adequate distinctions
‘between party phllOSOphleS or 1dent1fy partlsan p051trons
on crucial issues.'?

As the child grows older, he develops his capacity

for understanding the nature of a political party. Studies

1). Hess and Torney, p: 82.

2) . Fred I. Greenstein, Chlldren and Polltlcs, p+74.

3). B. Stacey, POllthal Soc1allzatlon in Western Socmety, p. 13,

4). W. Gardner, 'Polltlcal Socrallzatlon', p .37,




conducted by Greenstein’ and

do not become familiar with
until the'age of 9' althoughcfheyfwere able to assert
a party attachment before thls age (age 7 for Easton and

A1)

age 9 for Greensteln By the age of 9 the majority of
chlldren -could not name the leaders of the two American
parties. After the age of 10 chlldren can name one-party

'leader and by the age of 13 chlldren name leaders of the
(2)

Children cannot understandvthegdlfferences
between political parties on specific issues before the
age of 13,(3)

Attachment to a political party seems to be acguﬁred
in early.age in personal terms,lxiike attachment to -
national loyalty or the politiCalheystem,.ihitial,partiSane
ship lacks cognitive content,“”The‘child,hae*feelings
aboﬁt political parties without ihformationaor understanding
of what constitutes a political party, the differehCes
between them and their attitu@esvtoward specific iesuesa
As the child grows older,zhe.aCQUires information aboui
peolitical parties and at the age of 13 he becomes aware
" of the dlfferences between them "Heé aISO-begans to 77
dlstlngulsh between the arfferent views of political
_parties towards specificfiésﬁes.

It is gquite clear that the different aspects of

1) . Easton and Hess, 'The Child's Political World', p.245; F.
Greenstein, Chlldren ‘and . POllthS, SpeT

2). F. Greensteln, Chlldren and POllthS, p.71-72.

3) . Hess ‘and Torney, p.f




polltlcal concepts 1n early chffdhood are related

stage of the lntellectual development of the 1nd1V1dual
Young chlldren are tled to personal figures of natlon
attachment and politicai system. Early attachment to the
polltlcal system seems to be in positive- feellngsa
Although many children have little knowledge, they
rapidiy develop their pelitical attitudeetduring~the
period of childhood. As the child gets older personal
aspects become less‘iﬁportant and are replaced:by
impersonal concepts. Children's thinking becomes more
cognitive and at the end of this stage (at age 13) their
thinking becomes more abstract.

The young child's failure to understand politicail
concepts in the abstract is due to intellectual limita-
tions. Political concepts such as the political system
and community are abstract ideas and they include a wide
range of relationships not merely between persons but
also between groups in the society as a whoie. They
also embrace many purposeS’and’ideological concepts of
their own. Young chiidrenls thinking ie restricted by
egocentric th5Qthf"'1n their research Adelson and C?Néil'
concluded that until the age of 11, young children's
failure to grasp political concepts in the abstract can
be attributed to two factors. "First : these children are,in
Piaget's sense, egocentric, in that they cannot transcend
a purely personal approach to matters which require a
sociocentric perspective. SeCohd : they treat political

issues in a concrete fashlon and cannot manage the

@)

regyisite,gpstraetﬁee'
0. ' RO

of attltude“J
P O NEll

'Growth of Polltlcal Ideas in




The Development of

RésearChes

knowledge with an understandlng of. polmﬁlcal processes

P

and mQre interest in polltlcal events,'ﬁakesplace during
the period of adolescence° The adolescent begins to
develop his polltlcal thlnklng and interests in amore

adult wayu(’)

DUrlng this period much 15"1earne§ about

the structure and mechanisms of government, the political

system and a sefise of community. 'Perspeetiﬁés of time

are developed: past, present and future. “The-adolesceht

_begins to understand'historical oCcurrences¢in.the1r

chronological sequence and also to antid;pate‘the‘peteﬁtiai

sequences of political actibns; Idediegicgl.thinking

begins to develop and social groupings incgeasinglyutake

ori political relevance® () |
The early_years of adolescence, from:tﬂe age of

about 12 or 13 to 16, are marked by importaat developments.

Basic orientations towards politics and_theéhOrﬁs of. the |

a.1®) agelson found,

political system are estéablishe
durlng these years, that the adolescent,s understandlng
“of the polltlcal world 1s llke that of adults.ﬂ The

"adolescent moves w1th some aglllty within the terrain of

political conceépts, he has reached the stage of being

able to understand abstract ideas and his capacity to deal

1). S. Gillman and E.Sofer, 'Children, adolescents, and polities'
p.83; R.Dawson . et al., p.58.

2) .B. Stacey, p.l9.

3) william A. Welsh Studylng POllthS Thomas Nelson and Sons Ltd.,
London, 1973, p.125% R. Dowson and T Hughes, Political Sociology,
p.187; Easton and‘Hess, 'The Chlld's Political World', p.236.




arly-adolescence’

régt in political

affairs and thé ahilityjto teason‘po;iﬂméglly.
Morrison“investigated British children‘s attitudes
towards intérnational.affgairs° He conclhded that children,
in early adolescence, become aware of the concept of the
Cold War in terms of the Western Viewpoint of -East-West
affairs. This awareness was achieved before international
affairs were taught by formal instruétion in'SChOOls.(Z)
The American child at approximately the age of 14 was
able to reason politically. Sigel quoted from the res-
ponses of children to unreasonable behaviour of thé
President, "...we would not re-elect him. Congress would
not pass his bills, he would not be voted money to run
government, he might be impeached"fa) These reponses
were beyond the capacity of the younger children. Stacey
argues that the period from 13 to 15, in coﬁparison with
the period from 16 to 18, is characterized'by quick
growth in political cognition.(4)

Although the studles oh ‘the development of pOllthal

concepts during adolescence have emphasized the 1mportance
of the early years of adolescence, this does not mean
that no development takes place as the addlescent matures.

Children's knowledge and ability to undegstand and think

1) . Joseph Adelson, 'The Political Imaglnatlon -of ‘the Young Adolescent'
in Jerome Kogan and Robert Coles (eds ), Twelve to Slxteen - Barly
Adolescence, W.W. Norton and Company Inc. New ‘“York, 1972, 'p.l06.

2). A. Morrlson, 'Attitudes of Children Towards Internatlonal Affairs',
Educatlonal Research Vol 9. No. 3 1967, P 201

3). R, Slgel 'Polltlcal Soc1allzatlon Sdme’ Reflectlons on Current
Approaches and Conceptuallzatlons . Unp‘ ,Jed .paper - presented at
the Meetlngs of the Amerlcan ‘Pélitical St ence Assoc1at10n, New
York, September 1966, p.8, Quoted by R« Dawson ‘et al., ps 54.

4) . B.Stacey, p.31l.




about politics contlnues to grow durlng adolescenceu R

Their political thlnklng_becf!es more crystalllzed and

refined than it was prev1ously (1)
Joseph Adelson and his associates have investigatedb
the &hifts in'dhgneotet of political thought through
interyiews with ehout 450 adolescents, réhging in age from
11 - 18, in the ﬁnited States, Great Britain, andyﬁest
Germany. Their findings indicate that the development
diuring this period is due primarily to acjé‘:i‘q’q.- 'Although
there were some national differences in péiitical thopﬁht
during the period of adolescence, these difierenoesréfe
by no means as strong as the effects of aéeing, "ALtwelve=
year-old German youngster's ideas of politics are closer
to those of a twelve-year- old American than to those of

£2)

his fifteen-year-old brother". There were some
differences in sex, ihtelligence and 5001a1 class, but
these differences also do nbt count as a potent factor

in the growth oprolitical congepts« ﬁB;ightvadolescents
are capable of abstract thouéht a bit earlier; members of
' the upper mlddle class -are somewhat less authoritarian,

but these dlfferences are on the whole minor. What does
count, and count heavlly, ;s.agev.(B)
Although the sense of community is primarily due to

ageing,- the responses of the American and German adolescents

1). R. Dowson et al., p.5; R. Dowson and J.Hughes, Political Sociology,p.187.

2). J. Adelson, 'The Political Imagination of the Young Adolescent', p.108.
3). J. adelson, p.107.




emphasize the importance of community, ‘social harmény.,

and strengthening the state more than British adolescents. ‘D)

It is believed in B¥i§§1;  infbépﬁrast to the Unitéd States
and,GerméQy, that thé bénefit of the law and politiéél
decisions accrue to»Eﬁe‘iﬁdividual rather”fhan,to the
commupity as a whole. "For the British, what comes first
is the well-being of the individual citizen. Whereas the
German or American might say that what_is good for the
community is good for the citizen, the British clearly
believe that what is good for the citizen is good for the
country. " (2)

Aﬁthoritarian attitudes decline from early through
mid-adolescence to late adolescénce. In early adolescence
there is an ingenuous belief in the goodness and justice
of authority. It is difficult for the young adolescent
to imagine that authority might be arbitrary or mistaken.
Thus he supports any law, even when he is not altogether .
clear about its purpose. He f;elé that his duty is to
obey the law. The young adolescent's orientation towards
government and. law is trust}ng?.uncritical and acqﬁieséent.
'Tﬁese Eéhcébﬁé’chanée'5§fth§féaélescent mo&eswthrough.
adolescence. Atffourteeﬁ, fifteeﬁ and. beyond, the
adolescent's thinking towards aﬁthority becomes critical_

(3)

and pragmatic. He underétands that concepts of

1). J. Adelson, pp.139-140.
2). 1bid., p.136.

3). B. Stacey, p.33; S.Gillman and E.§o_'fe_,r\} 'Children, adolescents,
and politics', p.85; J. Adelson, pp.}17-119.




1nd1v1dual rlghts and becomes aware that law and 5001al
policy can be changed or amended 7
Adelsondcenclhded that.the most imporfant change ‘is
the achlevement of abstractness in the tran51tlon from
the threshold of adolescence to mlddle adolescence
(ages 14-and 15). This change is illustrated by comparing
the responses to the question : what is the purpose of
laws? The answers for the age of twelve or thirteen were:
"théy do it, ‘1like in schools, so that pecple don't get
hurt. If we had no laws, peoprle could go around killing
people. So people don't steal or kill." The answers
for the age fourteen or fifteen were : "to.ensure safeﬁy
and enforce the goﬁernment, To limit what people canfdoxﬁtl)
It is clear that the difference between these two responses
is that the political thinking Qf,adolescents at the
threshold is related to concreﬁe examples, while at the
middle of adolescence, polifical thinking takes place in
abstract conceptions. . ”:.‘ 4 : .
The youngSter by mideadorescence can deal with
.abstractlons 1n relatlng to 5001ety or communlty “At
‘the threshold of adolescence the youngster glves few o
signs of a sense of communlty; He cannot imagine social-
reality in the abstract. He enters adolescence with only

the weakest sense of social institutions Eiﬁheir structure,

1l). J. Adeison, p.lo8.




functions, nOrmsvand'ppihcipiéQ?Wh}QQTliﬁk»theée;iﬁstituG

tions toveach~etﬁéi; With adﬁéﬁciﬁé aéé, the a&ﬁléséént
begins to undersﬁaﬁd*the'sﬁfﬁdtuxé and_functioning‘of the
social orégf aé_a’whole, At the same time he also begins
to understand the specific sociél instiﬁﬁtiens and ﬁheir
relaticnsAto the whoiea The failure to aéhieve abgstractness
does not permit young adolescents to-understand politieal
concepts such as community, authority, rights, liberty,
equity and representation. -By'the age of.fifteeh they
can underétand these éoncepts. In the early years of
adolescence, the child's mind is locked ihtb_the_present,
He shows liftle sense of history or a precise and
differenﬁiated sense éf the future;fi) Gfadually‘he
becomes able to link past and present to understand
that the presen£ is influenced'by'fhe past. At the same
time he develops the ability to imagine the‘future and
what aspects of the present may be important for the
future.

As in Piaget'é model on‘ﬁhe fheory of cognitive

development, it seems. that the adolescent moves from

concrete operations, to formal operation in understanding

his political world. His thinking ability to deal with
political concepts in the abétfact has been.achieved.
By the age of 11 children's politicdl concepts are

understood in terms of concrete and egocentric thinking,

1). Ib’i;d.", p.109,110; J. Adelson and 0'Neil, 'Growth of Political
" Ideas in Adolescence', p.304. :




be able to deal w;th'p
the hyPothetlcoiﬁ!gj”"
testlng hypotheses°

Agglsen apd‘olygil,’in their study. on development
of political céﬁéeptsvih chiIdren at the ége-of'll,213, 15
and lS,kconcludéa that the child at Il céﬁﬁﬁt ach;eVé the
Capacity for formal operétions. .His thiﬁking'is:conéréﬁe,
egbcéntric, tied to the preseént; he iS~ﬁnéﬁie‘to.eﬁﬁi§age
long-range social ¢Qnséquehces; he cannoct ébmfbrtably |
reason from premises; he has not attained”hipéthético—
deductlve modes of analy51s At age 13, the child aﬁhievgs
these capacities some of the time, but he 4s unable to
display them with any consistent effectivéneés.' The child
at this age is on the threshold of mature modes of
reasoning;(l) The 15 year-old has an assured grasp of
formal thought,. He nelther hesitates nor falters in
dealing with the abstract. The differences between age
15 and 18 are less than between age 11 and 13 or 13 and
15. The LSfygar-old'is the 15—year—éld,fbut'he'knbw57
more, he speaks more fluently and he can elaborate his
idea. His.thinking becomes more philosophical and
idéological.(z)
| The development of political concepts over the school

years has its importance in the process of political

1). Ibid., P.305

2). Ibid., p.306




Qaﬁcatibnw .E§55$Péfif$ :'£ .535,{;‘7 %ériéfigsg 'Tﬁh
it is nét bé?miéé;b}e toﬁassegsfaﬁy'pngﬁpéfiéd asffﬁe ﬁpst
important. |

Thévgeriodvof‘chilahood which congigts of early
childhodd (S§'@éé§f€he ages 5 to 9) and late childhood
(approximatéiy ages nine to thirteen) is an important
period. of thé_prbcéés of-political education. It is
believed that what an individual acquires in the ;May of
political conpepts in the early years playSaan important
role in the development of individual personality and
tﬁe individual's attitudes towards politics. Early
political léarning is not easily changed laﬁer in life
because what individuals learn as childrenzis-more
permanently ingrained than what they learniih later life,(l)
In recent times this belief has been supported by psycho-
analytic theorizing which stresses both ch%ldhoOd as a
major formative period of life and the inter—relationship
of authority struétures ;n>family and sociggys(z)

As has been seen, studiées indicated'that positive
feelingsitoward natiQnﬁliﬁy}gnd the political sys;emgare
adquired in early years. 'Easton and Dennis supported
these findings and they found positive feelings toward

the political system cgntinue until even the end of
childhood and the beginning of adolescence. "When the

child is thirteen or-fqurteen years of.age.,.(he) still

1) . P.W. Musgrave, Thé Soci¢logy of Edﬁcétiqn,.p:QQ.

2). B. Stacey, p.5.




bleésingsogQHe*see “eluctant €0 . glVe up hlS 1n1tial

highly p051t1ve evaluatlonoeathe early formatlon of A

(1)

bond,,,;skhard,totlcoeeno" Easton andfﬁess~concluded

also, that'cﬁi,wreh at the age of 12 and 13 have developed

highly>favourable opinions towards the:pclitical system
and gavefnmentyiz’

’A¢cor&ing to these findings, it is dif%iCuItufcr
children to lose their early attachment to~the;pclitica1
system and nationality. Positive feelings “in this period,

therefore, count as important fadtdrsmiﬁfthe process of

political learnihg in order:to eupport;théﬁpciitical_gyStem,
If the political system desires to perpetuate'itseﬁﬁfwdhﬁ
it does, it is easy to do that through pélftical socraiie
zation. This can be done by previding chﬁ;ﬁ}envwith'the
informations and attitudes creéting positigeéfeeliggs.

It has been shown that the development of polltlcal

outlook rapldly changes d' "e—perlod of chlldhood.

Great changes take place at Qh' beglnnlng of the perlod

(3)

of 1ate chlldhood at. the'a es. of‘9 and 10 N1ne

“'seems to be the age of ‘the ™ nld view" and*theré'ie'
an increase in chlldren S ablllty to dlscuss and understand

" political concepts, By the age of eleVen, chlldren are

capable not only of acqguiring political-information, but

1) . Easton and Dennls, Chlldren 1n the POllthal System,p 128.

2). Easton and Hess, ' The Child s polltlcal World', p.240.
3). Hess and Torney, P.26. ' '




concluded that between edrly éhildhced and the age of
eleven, aEpgéximately,'chi;dién‘éffﬁ?ﬁking lacks the
cognitive éléEEnt and they éénhoi ﬁnderétand the political
world in abstract coneeptions. Théy a@qﬁire:theirfpblitical
concepts in personal'perceptionSIOr concrete fashion. By
the end of late childhood and threshold of adolescence,
the capacity of children increases to COmpfghena‘abStract
‘pqlitical ideas and to distinguish between p61iti¢éi¥réTes:
Development of cognitive thinking during these years
enable children to understand and think about their
political world more than the children before these ages.
From this perspective the period of childhood is
important with respect to the changes in the development
of political cdncepts. Children. develop their information
and knowledge about the political world in late childhood.
This development has an impértant implication for.political
education with an emphasis on“the personal, symbols and
concrete thinking until the agevof 11 approximgtely.
P&liticélvand,sécial:dttitpﬂesj,relationships‘between
 individuals and society, are too complex and too difficult
for children at these ages to cémpréhend."They must be
symbolized by material or syﬁbqls to be understood. The
end of late childhood and threshold of adolescence, ages
12 to 13 approximately, bécomés mére important because the
child begins to understand the péliticai world in more

impersonal and abstféct thinking,

1) . O.. Stevens, Ch_ildr,en;fl,‘vé,l,rkciﬁg?}?g'i:-i.’tigs; p-168;173.




As has been seen, studies. investigating the dQVelopq"
ment of pdlitiéal concéﬁfs:duiing the preAadult périod
suggested ﬁhat'Piaget's stages of development of cognitive
thinking coincide with the development of political
concepts° However, Piaget's moael of cognitive development
is not necessarily a rigid model for the development of
political learning° Piaget and his scholar follqwers,
such as Adoleson and O'Neil, were more interested in the
interpretation of the development of political concepts on
the basis of the theory of cognitive development. 1In
spite of the significance of this theory, political
learning and the acquisitipn of political concepts can
also be explained and reinforced through environmental
stimuli and social status.

For example, Jahoda replicated Piaget and Weil's
study, on the development in children of the idea of

homeland and of relation with other countries, with

Scottish children between the age of 6 and 11 in Glasgow,(l)
He found that it was impossible to follow exactly the
limited procedures in Piaget and Weil's research. Jahoda's

findings paid considerable attention to social status.
Jahoda concluded that Piagét made a mistake in his
.assumption that children under the age of 11 were not able
to understand nationality relations because of their
inability to make logical class inclusions. However, both
studies revealed that children between 6 - 7 and 8 - 9

years showed a marked increase in awareness of other

1).. B. Stacey, Political Socialization in Western Society, p.5l.




countries. The moré.-significan

study was the "whitéfcéiiéi"f’h Idréﬁ ﬁé%éaléa;a higher
level of awéréﬁéss €ﬁ5£ o%b§} thiéién, Mdiéovar, aél
has already been iné;catéd”é;thoﬁgh Adelson’ dattempted
to attribute the déﬁél@bmeﬁﬁ'df pclitical‘EhOught mainly
to age and cognitive development, it is clear that~ﬁational
differences and'soéial status have their inpact uﬁén the
development of political éoncepts,

Furthermore, Greenstein ahd Easton and Dennis's
findihgs showed that upper class children exceed lower-—

) papper

class children in their political interests.
argues that adolescents from privileged families are
more interested in politics than those who come from oﬁher

(2)

families. Secial class differences are due to the

differences in the home atmosphere and the political
interest of parents from different social classes. (3)
Middle and upper class American parents are génerally

more interested ih'poliiibs7éﬁa current evénts and have

a more déVeioped educaﬁionalfbapkground than lower class
.éarents._ Child{eh_ﬁib@f&ﬂé!ﬁfﬁé;é_and upper classes are
more inclined to acquire ' from their parents, ;;”ihterest
in political affairs, thén children from the lower class,
although there are obvioﬁsly inter-class variations.

Other studies proved that some children are able to

1). Freed I. Greenétein, Children and Politics, p.94, 115; Easton and
Dennis, Children in the Political System, p.349.

2). E.R. Tapper, Political Education and Stability, p.64.

3). Hess and Torney, p-.100.




they reach the age of eleven 'or twelve. - Dowse argues

that chifdren’bé"w"ﬁyﬁheiagééwngSeyén'and”thirteen
eive ‘the political world in a more

1)

years come to ‘pe

abstractlhﬁhhér,i In another study conducted with
childfen‘in the agé rénge four to eight, Jackson found
that ﬁhé politiqél concepts of Prime Minister and the
notion of the state are somewhat abstract to the &oung
Eﬁéliéﬁﬁchild, (2) waevér, Olive Stéevens found that
some children at the age of nine were able "to construct
Ehe‘possibility_of alternativeisocial and political

arrangements to their present ways of life, and to

(3)

justify these alféfnatives according to certain principles.®
This ability is related to the stage of formal
operations or abstract thought which takes place at the
age of 12, approximately, in Piaget's model. It would
seem, however, that the development of political concepts
may occur earlier than the expectations of the theory
of cognitive development. The process of political
éducation'may speed up the development of political
'éoﬁceéfs:”-V o |
According to studies of the development of political
éoncepts during adolescence, it can be concluaed that

the period from the onset of adolescence (age 12 or 13)

1). R. Dowse and J. Hughes, Political Sociology, p.187

2) . R. Jackson, 'Thé bevelopment of Political Concepts in Young
Children', p.55.

3). O. Stevens, Children Talking Politics, p.169.




until mid-adolescen é;qfohthy:égé}iﬁj i's’ characterized

by 51gnlflcantfdevelopmentsu>“Métura£i6n76f~ébstract‘
thought has establlshed during these years. The ability
to thlnk_;n apstrapt%enables the adolescent to deal with
politi¢§1 COﬁéapts in an abstract and critical way.

He becomesAable to uﬁderstand political processes and

is mére intereSted in political affairs. These develop-
ments have their importance in the implications for the
process of political education during the agés 13 to 15
appfokimately.

If an understanding of politics dependé on the
¢criticial thinking and abstract concepts and if political
education aims at the developmeht of criticial thinking
and an interest in politics, these ageé can be consideréd
as an important time to introduce political education.
Political éducation can be continued throﬁQh late adolescence
becaﬁse the aﬂolescent's political thinking_becomes more
crystallized than in the prev1ous ages

It is quite c¢lear that polltlcal learning is not
confined to specific ages, but it can be iq;roducéd to
aLlAégéé_iﬁvtﬁé préQadﬁit; fféﬁ,ééfly'éﬁiidﬁOOd to late
adolescence, in primary and in secondary schools according
to characteristics of the development of political concepts

at these periods.

Formal Political Educatipﬁ in3$chool°

Researchers generaily regard school as primarily a




S 103

formal 1nst1tutron of politlcal educatlon“(l) Fbrmal
lnSthCtlon or poTltlcaJ eoucatlon w1th1n ‘the school
can take sevelal dlfferent forms, for~example, it can
be 1ncluded w1th1n the currlculum as a subject in its
own right or in other subjects such as history and
civics. The styles of administration of the school
can also be regarded as en influential factor in
political education.

Although the formal educational system is only one
among the many agencies and processes involved in the
formation of political orientations, it is accepted*by
some researchers that formal schooling is the most

(2)

important agent of politioal education. This idea
is derived from the fact that school is more readily
controlled by the state than other agencies of political
education. Schools transmit political beliefs through
conscious and planned instruction. That is to say
schools are direct rather than indirect, although they
include indirect methods, agents of political education
and transmit their political role in a deliberate way
rather -than a'non—deliberate way'.

Formal schooling in most nations is used as a
legitimating agency for the dominant ideas and values

in society and for the social order and its power structure.(3)

1). For example, I. Volgyes, 'Political Socialization in Eastern Europe:
* A Conceptual Framework', in Ivan Volgyes - (ed.), Political Socializa-
tion in Eastern. Eurgpe Y ComparétiVe Framework, Praeger Publishers

Inc . London, 1975 P 13; J.S. Coleman, '1ntroductlon;Education

and Political Development', in J.s. Coleman (ed.) ,. Education and
Political Development p.19; W. Gardner, 'Polltlca1 Socialization',
p-47; R.Dawson et. al,, p: 138 R.Douse & HHughes, Political Sociolegy,
p.186, R, Welssberg, Polltlcal Learnlng, p- 15.

2). E. Tapper, Polltlcal Educatlon and Stablllty, p. 38
3). B. Stacey, p.75.
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Volgyesrargues tha£ fbrmalfeduéatipnél:inétitufiéﬁs'in £hé
démﬁﬁnisf-équhtries aré m§£é*impoftéﬁt~as'agehts of
politiéal léarningfthén in non~commUni$tcountries°
Educational instifutions under communist direction

attempt to incﬁlcate the norms of the regime in pupils®

(1)

minds. It is expected that the communist system
subdues all édudational institutions under its control
more than in the aemocracies in order to create éompiiance
to the communist ideology.

School is not restricted to formal political educa—
tion. It also includes informal, direct and indirect
learning of political orientations. Social climate,
styles of beha§ioﬁr, and unplanned activities contribute
to the acquisition of political orientations. Langton
argues that school can implant political beliefs informally
through unintentional, casual experiences in the school

(2)

environment, It appears that although schools include
informal political learning, it is in the first place
formal instruction of political learning. Curriculum,
styles of administration, most activities and ritual
life'ére COnsciQusly intrpduced into school and are
planned by official bodies.

It is difficult to separate or distinguish between

the formality and informality of some school activities,

1). I. Velgyes, 'Political Socialization in Eastern Europe', p.13.

2). K. Langton, p.84.



but certain school activities mainly take place in"an
informal way. 'Nevé;tﬁeleSSALiﬁforﬁal éCtiVitiesgahd
indirect iearning'hé§é,a Significan£iimpaét~upon'the
development. of éolitiéél'édﬁCatioh; FOrJéXAmplé,
voluntary activities dé?elop the childreﬁ‘s ability.to
take a part in, to organize and to make responsible
chqices in their activities. "Learning to weigh the
alternative claims of différent activities, choosing
between them and then committing oneself to‘thém.fuiiy,
is essential to maturity and requires, in itsélf,,a.SKrll
essential to‘the‘democratiCISdCiety",(l) The significance
of these activities lies in the fact that they occur
voluntarily away from school -authority and in ‘an intereétiné
way. Moreover, voluntary activities give children the
opportunity to contact and deal with other institutions,
bodies, and personnel outside the school.

Entwistle argues that school activities outside the
curriculum encourage children in‘considerable participation,
management and the making ‘of policy. He quotes from
Coleman:

Suppose we take the fdcus away from internél government -

that is, decisions about the way the school should be run -

and put it on external actions, actions which the student

‘body can take towards theé outside : interscholastic competition,

expositions, class excursions, parties, community surveys,

or work projects. Students can be given a wide range of

. authority over such activities without endangering the policies
or procedures of the schoeol. (2)

1). Entwistle, Political Education in a Democracy, p.65.

2). Ibid., p.63
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The Effect of S¢hool on Political Education.

The effectiveness of polifical education within the
school depends on many]factdts*bsth~internal’ahd external.
Internally it isArelatéd to the curriculum, teaChers and
their attitudes, styles of adminiétrati¢h, activities and
the social climate. Externally, agencieé'such as the
family, peer g;dups, and mass media éithervsuppo;t'or
negate the work of'the school. Dawson says "although
education prgrams are more uniform, manipulable, and
déliberate.than the family, they are generally short of

total control and uniform effect." (1)

Langton suggeSted
that schools’ impaét_is still an unsettled gquestion

because very little has been déne to examine systematically
the influence of thé school environment. (2) Beck supports
this view and attributes the unsettled roie of school
influence to two reasons. First, researches in political
learning have considered the family as the primary model

in the process of political socializa£ion, at the same

time relegating schools to a secondary role. Second,
severe méthoaological problems in demonstrating a school's
influence have hindered reseafchers; (3)

In spite of these findings, school has its prominent

role in political learning. Langeveld argues that studies

which prove that school has the primary role in the

l). R. Dawson et al., p.169.
2) . K. Langton, p.84

3) . Paul Allen Beck, 'The Role of Agents in Political Socialization',
in S.A.Renshon (ed.), Handbook of Political Socialization,p.128.




formation of pqliti¢§l‘éttitﬁdés g?erﬁét less than Stﬁdies
which haVefrgleéatéé ﬁﬁe réle of»sthbél to a subordinate
positiono‘(l) -Dawson.streéSés that although there are
some factors working agaiRSt the role of school, it
remains one of the more controllable sources of political

(2)

learning. Almond and Verba suggest that the school
is more influential in the formation of political behaviour
than the familyo(B)

School hés been used as an institution of political
learning since ancient times. In recent times it has
become more_impbrtant since the political role of
traditions, churches and elites have diminished,(4)
Heater emphasizes that if the school omits politics from
the curriculum, it will neglect its duty to prepare the
voung for the life.(s) Key and Gardner concur with
Heater and they see the educational system as a powerful
force for induction into citizenship and in providing a
view of the political world. (e)

It seems that although some research has relegated
the importance of school on political learning, school
still has a significant rolé in>£ﬁe procééS'of political
educafion° School is closer to the political system,

therefore it is more responsive than the family to state

controls. Consequently it has a greater significance for

1). wW. Langeveld,'ppL3l—32.
2). R. Dawson et al., p.l169.

3). Almond and Verba, The Civic Culture, p.268.

4) . W. Langeveld, 'Political EQgcat;on:Pros and Cons', in D.Heater and
J. Gillespie, (eds.) Political Education in Flux, p-24.

5). H. Heater, 'Political Sﬁudiééiin thé School', in B, Crick
and D.‘Heater{ ESsays on:Political Education, p.23.

6). V.O. Key, Eﬁblicaopiﬁioh‘éﬁd{AﬁexiCanibémocraCyJ Alfred A.Knoph,
New York, 1961, p.317; 'W.Gardmer, 'Political Socialization', p.39.
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shaping political attitudes, In addition, the significance
of school is related to its influence during the crucial
years of the dewlopment of political attitudes in child-
hood and adolescence.

In the United States school is the most important
agent of political éducation. An American educator reports

School is the greatest and most effective of all Amerlcanlzatlon

agencies. This is the one place where all children in a

community or’ dlstrlct regardless of natlonallty, religion,

pOllthS, or social status, meet and work together in co-operative
and harmonlous ‘spirit...The children work -and play together,

they’ catch the school spirit, they live the democratic life,

Amerlcan heroes-become their own, American history wins their

1oyalty, the Stars and Stripes, always before their eyes in

the school room, receive their daily salute. Not only are

these immigrant chlldren Americanized through the publlc school,

but they, in turn, Amerlcanlze their parents carrying into the

home many lessons of democracy leéarned at school. ()

It seems that the Amerlcan school is an important
instrument in promoting the communlty splrlt Americanizing
the citizens and preparing them for the American way of
life in a democratic society. This aim of school is
derived from the fact that the United States have a large
number of immigrants who differed in' their social and
political values. . This aim is derived -also from the belief
that the American political system is a democratic one.
Moreover, the United States is considered a super power
which tries to prove and display its ideology against the
Soviet Union.

In line with the previous case, the schools in most

modern countries and the Soviet Union occupy a significanf

1). A. Dahl, Who Governs?, Yale Un;versity Press, New Haven, 1961,
pp.317-318, Quoted by R. Dawson, et al., p.3.
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role in learning its political orientations. Beck argues
that the Soviet Union is aliéged to have played a critical

role in socializing children to the norms of communism.(l)

Key observed that schools are used as a major element of
the apparatus of the modern state in learning apecific
political orientations. In his comparative observations
"elementary and secondary schools mould children into
little Amerjicans, little Germans, little Russians., They
Propaéate the historical lore of the people, thevmyths,
the beliefs and the faiths....Beyond its inculcation of
values and beliefs, the educational system develops
intéllectual skills and basic attitudes that are reflected
in the political behaviour and opinion of the adult long

after he has left SChOOls"(2)

English school is not the
same as American or Russian school, although thé former
is considered a centre at which an individual acquires
the characteristics of citizénship.(B)

In fact, educational systems in most societies reflect
their social and politicgl ideology. Although most
societies use schools to transfer the social and political
values to the new generation, they differ in the aims and
ways of political education which depend on the values

of a society and the norms of its political system.

Séhool influence on political learning has two

1). P.A. Beck, 'The Role of Agents in Politicél Socialization',
p.131.

2). V.0. Key, Public Opinion and American Democracy, p.315.

3). E. Tapper, Political Education and Stability, p.45.
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dimensions. It is utiliégd'ﬁp,QnC6urage the :loyalty and
commitment tdiﬁhe country and the valueés of its political
system. School contributes to integration within the
society and to maintaining the political sysfem. It
helps, develops and-transmits certain bases of political
orientation that members of a society should share in a
specific eraa(ly This aim can be realized by introducing
a curriculum which informs students of the systeﬁ and
its norms, and through ritual life inculcates patriotism,
positive feelings and attitudes towards political leaders
and ihsti’tutions°

Educational_policy makers assume that systematic
exposure to the national symbols will produce greater
attachment and respect for the nation and its institutions;(z)
Patriotic feelings are transmitted to children through
the ritual life of the school : saluting the flag,
repeating the pledge of allegiance and singing patriotic
songs., In addition, pictures of historiCal figures,
national heroes, sayings and maxims of leaders and their
pictures are displayed to inculcate patriotic feelings in
children. In the American school, "the feelings of
respect for the pledge and national anthem are reinforced
(3)

‘daily and seldom questioned by the child." Rituals

surrounding the flag and other national symbols are more

1). D. Easton, 'The Function of Formal Education in a Political System",
p.311.

2) . R. Dawson et al., p.l1l46.

3). R. Hess and T. Torney, The Development of Basic Attitudes and
values Toward Government and, Citizenship During the Elementary
School Years, The University of Chicago, Chicago, 1965, p.202
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frequently presented to young éhildren than to_older
children.

It is assumed that these acts prbduce awe for govern-
ment, attitudes of submisSioh, respect and dependence.
Ritual life in the early years of school eétablishes "an
emotional orientation towards country and flag even
though an underStanding of the meéning of the words and
actions has not been developed. These seem to be
indoctrinating acts that cue and reinforce feelings of
lofalty and patriotism. This early orientation prepares
the child for later learning and stresses the importance

of loyalty for citizens of all ages°"(l)

The importance
of ritual life springs from the nature of group activities
and their behaviour which is considered more meaningful
and effective when these acts are practised collectively
in school. From this perspective school is more important
than the family in implanting loyalty and patriotic
feelings towards the nation, political system and its
values.

Inculcation of political knowledge and emphasis of
loyalty towards the political system is an indoctrination
process. Schools in most régimes use political indoctrina-
tion with the aim of inculcating loyalty, values and norms
of the system and its institutions to the nation.
Deliberately or unintentionally through textbooks and ritual

life, school tries to advocate and justify the social and

political system of a particﬁlar society.

1) . Ibid., pp.202-207.
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In the Soviet Union it is believed that political
indoctrination plays a significéni part in the educational
process. Soviet political indoctrination Wwas emphasized
by educational_leadérs'in the early years of the Soviet
state to implant communist morality. In bringing up
childreh Soviet educational leaders suggest that the aim

is "the formation of behaviour, character and traits of

personality necessary to the Soviet State."(l)

The major
task of education is to inculcate loyalty and to support
the political system and its leaders.

Schools in the Soviet Union are the most important
agent in carrying on political indoctrination. According
fo Merriam, "the Communists in Russia have seized upon
the schools as one of the most effective agencies for the
purpose of building up a new generation impregnated with

communist doctrines and ideals.(z)

In all stages of the
educational ladder schools impress upon the mind of the
pupil the values of communism and its norms. With great
enthusiasm they teach revolutionary history, struggles,
victories, heroes, the philosophy of Marx and Lenin, and
the principles of communism.

The Soviet Union is not the only country which
utilizes schools as a means of political indoctrination.
Governments in all new nations use their educational system

(3)

to introduce socio-political indoctrination. Political

1). N.A.Lyalin (ed.), Kollektiv i razvitie lichnosti, Leningrad, 1962,
p-28, Quoted by Frederick C. Barghoorn, Politics in the USSR, Second
Edition, Little, Brown and Company, Boston, 1972, p.94.

2) . Charles Edward Merriam, The Making of Citizens:A Comparative Study
of Methods of Civic Training, The University of Chicago Press,
Chicago, 1931, p.93.

3) . B. Stacey, p.3.
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indoctrination isialso to be found inrsome democratic
nations. As has been mentioned schools programnes in

the United States also have political content with a view
of instilling political beliefs and loyalty to the nation.
Jaros concludes from various pieces of research that direct
indoctrination has important political consequences.
American school programmes are designed to buttress the
young against the influence of Communism. In spite of

this approach of political indoctrination, educators stress
the virtues of democracy and encourage participation in‘the

(1)

affairs of government. Political learning in the
United States is not restricted to political indoctrina-
tion. It takes into its consideration the democratic
attitude by giving the opportunity to discuss political
affairs.

It seems that most countries teach their political
values and suppoft their system. Political indoctrination
is related to what the norms and values of a country are
and to what extent it needs to support the specific
political system it embraces. Political indoctrination
depends on how muoh the values of the society permits it.

It is expected that : first, a new nation feels the
need for political indoctrination more than older nations.

Secondly, while indoctrination in non-democratic countries

1). D. Jares, Socialization to Politics, p.15.
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has a prominent role in-the process of political education,
demécratic countries do not encoﬁrage this fashion of
political education. The first expectation relates to

the need of new nations for unity and harmony within the
society and also the need to support their new system.

The second expectation derives from the fact that democratic
attitudes give an individual the opportunity to learn

about other values and have the right to select between
different alternatives with the aim of improving the

values of the system.

Although democratic attitudes do not encourage
indoctrination within the process of polifical educafion,
Heater arguesithat the fear of indoctrination is one of
the factors which leads to the neglect of political
education in Britain.(l) Langeveld, however, maintains
that indoctrination should not be a fundamental reason to
hinder political educatioﬁ because this fear is common in
other subjects such as history and religion,(z)

The common impression, then, is that whilst the
degree of political indoctrination depends very much on
the values and political ideclogy of a country, political
indoctrination has its enthusiastic advocates in most
(3)

countries. This belief is supported by Merriam.

Dawson also argues that most political régimes and

1) . Derek Heater, 'A Burgeoning of Interest:Political Education in
Britain',International Journal of Political .Education, Vol.l.
Part 4, November, 1978, p.325.

2). W. Langeveld, 'Political Education:Pros and Cons', p.46.

3). C. Merriam, The Making of Citizens, p.l19.
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educational leaders accept political indoctrinatioh as
an important part éf éaucation, (1)

Although indoctrination in political education has
its advocates, somefreSearchers reject this dimension of
political education. Crick contends that teachers "should

w (2)

not advocate one doctrine or another. Leming argues

that indoctrination in school is not effective in shaping
either student's moral knowledge or moral behaviouro(3)
Dawson argues that political indoctrination may be quite

(4)

ineffective. In his view there is not clear evidence
that particular values that are taught are internalized
by the student. Moreover, attempts to introduce political
indoctrination in some school courses seems to be boring
to the student.

It seems there are two related issues in which
political indoctrination is regarded as acceptable.
First, loyalty to the nation is different from support
of specific values and a political system. What justifies
this view is there are many revolutions against specific
values and systems. 7These‘reVolutions are led by patriotic
individuals with the aim of realizing the'dévelopment of
a society. In the light of this perspective political
indoctrination is an important approach of political

education with the aim of supporting loyalty to the nation.

1). R. Dawson et al., p.l69.
2). B. Crick, ‘'The Introducing of Politics in Schools', p.15.

3). James S. Leming, 'Implications for Teaching Values', Social
Educatioen, Vol.43, No.7, November-December 1979, p.597.

4) . R. Dawson et al., p.l46.
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Second, and related té;thé;fixét; societies -are always
changeable, therefore political indoctrination to specific
values is not permitted. In this perspective political
indoctrination dimihishes political education. School
indoctrination is only one dimension of political learning,
it should not be restricted to particular values and a
system.

As well as conserving values in a society the
édﬁcational system has also a role in intxdeCing wider
social and political values. Schools "are in the position.
of béing able to do something about changing an ethnocentric

(1)

atmosphere to a more global one". Crick concurs with
this approach of political education and he argues that.
teaching of politics should help to embrace other political
(2)

viewpoints. Political education within the schools can
include studying international leaders, other political
and social values which are different from one's own, and
issues in international politics. From this dimension of
political education within the school, it is expected
that the ability of pupils in critical  thinking can be
deveidpea. Moreover, they can diécuss andrparticipate

in political affairs and become able to improve their

social and political values of the society. The basis

for this idea is that children of today will be the adults

1) . W. Gardner, 'Political Socialization', pp.48-49.

2) . Crick and Porter, p.33.
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of the future.

Thus Crick suggests“thrée’logical.stages of compre-
hensive and objective political education within schools.
First, political edﬁcation should take into consideration
knoWiedge of.the poiitiéai system; its values and how the
system works. Secondly, political education creates
active citizens who can participate in public affairs and
influence them. This requires an appreciation of
different viewpoints, values and interests within a
society. The third stage is related to the possibility

(1)

of changes or alternative values to the system. To
realise the third stage it is necessary for students to
be habituated to use critical thinking of the values of
society and other values he will>meet in the real world.
Thus any good programme of political education should
include all of the three stages.

These three Stages of political education within
the school are related to both conservative and progressive
theories. Cohservative theory regards political education
as a means of respecting values and traditions of a society
and maintaining the status—quo. "If the main goal of
political educadtion:is the legitimization of the status-
guo with all its injustice, inequalities in power....it

(2) The

is understandable that progressives reject it."
progressive view is to give an individual the opportunity

to use his ability as much as possible to create and

1). B. Crick, 'Basic Political Concepts and Curriculum Development',
pp.20-91.

2). W. Langeveld, 'Political Education:Pros and Cons', p.31.
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improve the values and system of a society.

Most political régimes desire to perpetuate their
values and systems. In many countries educational
policy makers and school programme designers are in a
position of authority and also close to the government.
Therefore, it is difficult for political education to work
in such a way that contradicts the values of the system,
that is to'say the progressives view is not easyito
realize., Even so the educational system can be used to
imbrove the values of a society.

It can be concluded that political education should
teach children not oniy the values of the system to cope
with that society as conservative theory believes, but
also how to improve values and systems of their own
society as it is believed in the view of progressive
theory. In other words it is necessary for political
education to take into consideration conservative and
progressive theories in maintaining the political values
and system of society in addition to improving and changing
them.

School infiuence on‘political,learning can take
three different forms, the provision of knowledge, the
development of participation skills and the shaping of
attitudes. School provides pupils with political knowledge
about the system and its values and how the system works.
It also develops students' participation skills and their
attitudes towards the system and its values. As has

(1)

already been discussed, children learn significant

1l). See the part of the Development of Political Concepts.
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information and acquire polit?Cal attitudes towardé the
system during the years of pfiméryAand éecondary schools.

Almond and Verba in their cross—national studies in
five nations (United States,:Gréat Britaiﬁj Germany,
Italy and Mexico) stressed £he crucial influence of the
school on political attitudes. Among other’factors and
variables, "none compares with the educational variable
in the extent to which it seems to determine political
attitudes. The uneducated man or the man with limited
education is a different political actor from the man who
has achieved a high level of education...even when these
additional factors are controlled, respondents of lower
and higher education still differ substantially. in

(1)

political attitudes." In all the five nations, the
study's findings proved strong correspondences between
the level of education and political attitudes. There
were substantial differences between an individuai who
had received more education and an individual who had
recéived less education in his attitudes towards politics.
Compared with a less educated person, a more educated
berson: |
1) is more aware of the impact of government.
2) is more likely to report that he follows politics and
pays attention to election campaigns,
3) has more political information,

4) is more interested in political subjects and more

likely to engage in political discussion,

1) . Almond and Verba, The Civic Culture, p.379.
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5) feels free to’dis§ﬁ35=p0liticsvwith a wider range
of people,
6) is mo:ewlikely to.considér himself competent to
influence»the government,
7) isnméte likely to be a member of some organization,
-and
8) is more likely to éxpress confidence in his .social
‘environmento(l)
In cach of the five_nations, the degree of the
differences between those who have had a primary education
ahd those who have had a higher education is at least
twenty pércentage points. "More complex attitudes depend
upon such basic orientation as awareness éf the political
system, information about it, and some exposure to its
operations. It is just this basic set of orientations
that those of limited education tend not to have",(z)
The prominent role of a school's influence on political
orientation has been emphasized by other studies. Key,
in his research, concluded that : (1) a more educated
individual feels that his duty is to vote and to fulfill
his political role, (2) a well educated citizen feels more
competent in his political efficacy, and he thought that
the gbvernment has regard for him and he could reach it,

(3)

3) a better educated person is more active in politics.

1). Ibid., pp.380-381.
2) . Ibid., p.382.

3).V.0. Key, Public Opinion and American Democracy, pp.323-331.
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In a large measure Key's findings correspond with
Almond and Verba cross—national studies. The common
conclusion is that schools have a significant effect
over the process of the formation of political attitudes
and acquiring political knowledge. Political outlobk
varies with the extent of education. The well educated
bérSén has more'political knowledge, more interest and
activity in politics, he feels more competent in discussing
'bOlitical issues and in influencing the government than
those of limited education. These differences which
féfet to educational differences are associated with other
differences in social and political behavibur. In school an
individual learns specific subjects, acquires political
information and skills that develop his political attitudes
and helps him to participate and to involve in political
actions. In a 1arge measure schools also reflect the
values of society and its political system and transmit
them to an individual. -

Although political inférmation has an important role
in understanding the political system and issues, in
formuléﬁing political attitudes, invpartibipating in
political affairs and in making decisions, Ehman argues'
that an over emphasis on political knowledge goals can

(1) It is a

result in negative outcomes of attitudes.
predominant role for schools to take into consideration
knowledge, participation and attitudes and also to achieve

the balance between them.

1) Lee H. Ehman, 'Implication for Teaching Citizenship', p.595.
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Political éduca#ionAisfconsideréd‘a Significanf
factor in creatiﬁéfafpféaispb;itiéﬁ fowéfdé political
participation ana pféparing young people for this activity.
A school's environment and structure can be viewed as a
minox polifical Sysfem, Pupils may extrapolate the
styles of éuthority and relationships within the school

to the political system,(l)

Schools can provide students
with many opportunities to be involved in a participating
‘process. Students'can improve their participation skills
“from experiénces within the school such as taking part

in classroom discussion and curriculum deéisions, school
activities, interaction between different individuals

and groups, and election processes. TheséAexperiences
develop competénCe in decision-making.

When Welssberg examined the behaviour of participation
in American high school, he found that most students
participated in electoral activity. ﬁowéver less than
50 percent participated in school decisions; only 40 percent
participated in»classroom discussion and only 45 percent
felt free to-protest against unfair treatment from

(2)

teachers. Political participation witﬁin schools is
not restriéted to voting and elections. It includes
other aspects of participation such as school decisions
and classroom discussion and these are considered more

effective in improving participation skills than the

participation in elections. Thus although democratic

l). R. Welssberg, Political Léarning, pp.88-89,

2) . Ibid., pp.89-91.
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values are predominaﬁt in America, Améxican studehisihavg
a low level in involving themselves ih'the most important
proceésgé,of participaﬁion.

In spite of the fact that participation in American
scho¢ls-is>ibw, therevére other nations in which school
participatidn has an even lower level. Almond and Verba's
study indicated‘that in Britain only 16 percent of students
partiéiééted in school discussions and debates, and only
35 percent félt'free to discuss unfair treétment in school
orrté disagree with teachers. 1In Italy the figures were
11 percent for the former and 29 percent for the 1étter,(l)
In Britain political education in schools was neglected

(2)

during the period of the sixties. Despite the high
standard of democracy in Britain, the neglect of political
education resulted in a low level of political participation
within schools.

In a study undertaken by the Education Commission of
the States in 1973, Patrick deduced that only 25 percent
of 17-year-old students could mention four ways of
political participation, and only 11 percent could list
five4techniques for exerting ﬁoiitiéal influence. Less
than half of the sample could'participate in ballot
correctly. 1In Patrick's view political knowledge was more
prominent than participation skills in the process of

(3)

political education. These findings reflect a low-level

1) . Almond and Verba, The Civic Culture; pp.332-333.

2). H. Entwistle, Political Education in a Democracy, p-2.

3)..J. Patrick, p.199.
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of'political,participation'asSoCiated with‘péiitipéif
educatidﬁ,: » | |
Aithough politichgparticipation is a significant

approach of pglitiCal_édhcation, the common conclusion
is that SChodls alone cannot develop all aspécts of
poLiﬁicalﬂﬁarticipatiQn in a large measure. In other
words schoolsvare not able to improve all approaches of
,pOlitidal education in the same degree. Political know-
ledge can be taught more difectly,thanvattitudes and the
inteilectualzskills of participation. Low-levels of
ﬁolitigalvpgrticipation.within.schools reflect the fact
thatApartiéipation needs intellectuai skills which require
in turn high,levels of cognitive thinking.

'“Aiﬁﬁbuéh political educators have acknowledged the
virtue of parficipation skills in democratic attitudes,
"they have given little attention to teaching these

skills,"(l)

Political participation depends upon many
factors within the school such as curriculum and its
content, attitudes of teachers, the relationships in4the
school community, and how much students participate in
these acts.

Hess and Torney consider teachers a model in the

(2) Thus

processes of identification and imitation.
teachers are influential in formulating children's political

attitudes. Stacey sees that most teachers seek to instil

1). Ibid., p.200.

2) . Hess and Torney, p.1lll.
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a particular view of a_giyén séCiety and"to;éﬁﬁpégf iﬁé
,system,(l) Although téécﬁérs éhére in trénsMitEihgéthe
political information and in shaping political attitudes,
there is evidence to Sﬁggést that teachers can not
completely develop the ability of students in political
participation.

Langton deduced that American public school teachers
"are often hostile or uncommitted to democratic érinciples",(z)
When Langton examined the effect of teachers .performance
of secondary school on the political impact of civics
curriculum, he found that teacher performance did not

(3)

significantly alter curriculum effect. ‘Hess and
Torney found that teachers avoid.discussing the attitudes
dealing with partisaﬁ conflict-aﬁd disagreement in the
classrdom, while they express their opiniens concerning

other attitudes. (4)

Langeveld's obserVations concur
with Hess and Torney's findings. He observed that
teachers avoid discussiﬁg‘national political conflicts
in their classroom and they discuss intérnatiQnal
conflicts without makiﬁg links to natiQnalwpolitics,(So
Teachers' attitudes undcoubtedly have a significant
role either in reinforcing or minimising the impact of

classroom discussion participation in the teaching of

politics. On the one hand teachers are in a sensitive

1). B. Stacey, p.75.

2). K. Langton, p.86.

3). Ibid., p.98.

4) . Hess and Torney, p.1lll.

5). W. Langeveld, 'Political Education: Pros and Cons', p.33.
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position;in.discus§ing some political:issues in the
classroom sucﬁ as béftiéaﬁ'vglues and natiénal policy
or COntféversial iésugswy:op the other hana‘political
education,sﬁould ihClude'knpwing and understanding these
political issues. The teacher can improve this task
of poliﬁical education and encourage studénts to political
-pafticipa#ion by introducing and discussingvpartisan
values andicontroversiai issues without giving any
‘particular view or bias towards any political issues.
Political participation depends very much on the variety
of viewpoints. Thus teachers should help students to
express all their points of view and to feel free_in
discussing such isSUes° Conéequently, teachers can
improve their role in reinforcing the effect of classroom
discussion in political participation.

A school's role in developing the ability of
students in political participation becomes more effective
by introducing political knowledge to students in a
critical way, to help them éxpress their opinion, and to
give them the will to participate effectively and responsibly.
Participation isAnot dévéloped without politiéal information
that gives students the confidence and enables them to
avoid the fear and illusionbin'practice. Participation
does not necessarily solve speCific issues, it rather
provides students with competence to discuss and to

understand political issues.
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The.curficulum"ié régérdedAas a significaﬁt instrument
in the proceés of p@;itical education. "The schoél
curriculum that liestin the heart of educational systems
of western sociéties is one of the great cultural forms of
human history. Its content embraceé diverse culture
traits believed to be requisite for participation in the
society,n,Many of the basic values of the éociety.are to
reinforce (if not originally transmitted to pupils) by
means of the choice of materials placed before them in

w (1) In order to transmit and reinforce social

soéiety
énd,political values of the society, the school curriculum
in most countries tends to teach children sﬁbjects or
lessons about politics and values of the society.

The curriculum in American primary and secondary
schools includes American history and government. The
aim of teaching social studies is to give children an
understanding and appreciation of the American political
traaitions and values, in addition to implanting in them
these values and preparing them to participate in the

(2)

American system. Learning about politics is not

restricted to social studies but also occurs in other

(3)

subjects such as reading, English and art. Socialist

countries are involved in political learning by using most

(4)

of school curricula even mathematics. It seems that

1). Arnold and S. Fisher, 'The Currxiculum as an Instrument for
Inculcating Attitudes and Values', Comparative Education Center,
University of Chicago, unpublished manuscript, 1967, Quoted by
R. Dawsen et al., p.l40.

2). Marian D. Irish and Elke Frank, Introduction to Comparative Politics:

Thirteen Nation-States,Second Egitién,'Prentice—Hall, Inc.,
Englewood Cliffs, New Jersey, 1978, p.154.

3). R. Welssberg, E§litical Learning, p.1l5.

4). I, Volgyes, 'Political Socialization in Eastern Europe', p.16
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democratic or socialist couhtries utilize~the:schobl
curriculum to introduce and inculcate studehts in their
social and poliﬁical values according to a specific
ideology.

Social studies are more related to social values and
politics, therefore, they are more significant than other
school subjectsrin providing children with political
vinformation and in. shaping their political attitudes.
Civi& education is one of the prominent subjects of
social studies. In an early study undertaken in eight
démocratié and socialist countries, Merriam concluded that,
"in all the systems appraised in this study, the school
emerges’as thé heart of civic education of the'political
chmunity,rand in all probability will continue to
function increasingly in this role."(l) The significance
of civic ¢ourses in learnihg,political orientations has

(2)

been emphasized in more recent times. Civic education

in the'United;Statesyinclpded courses about the political
system and political éffaifs such as American Government,
Probléms of Democracy, Americanism, Communism and Democracy,
Intéinatibnal Relatibns, WOrié Cifizenship.and Compafétivé
(3)

Politics. The overriding aim of these courses is to

create "compliance to rules and authorityﬂ(4) Civic

education is designed to introduce children into the norms

1). €. Marriam, The Making of Citizens, p.288.

2). 0.V.Key, Public Opinion and American Democracy, p.317; D. Jaros,
Socialization to:Politics, p.9.

3). K. Lan@tOn; p-20.
4). Hessyénd Torney, p.llo.
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and character ofiﬁhegéyétémc

Langeveld argués that civic education provides
students with knoWledge and understanding of the processes
of the political system to create a strong conviction

(1)

with the existing political system. Bourne observed
that civic courses aim to develop the pupils' performance
of their duties of citizenship by studyihg the structure
of government and the duties of individuals towards it
and by learning them the performance of social duties;(z)
A wider aim of political education requires more than
loyalty to the system or knowing and performance social
duties.

Civic education should include the various aspects
of society which are related to individuals. It must
involve the concept of democracy that gives an individual
the opportunity to share power, share responsibility,
share respect, and to share knowledge. Therefore civic
education has its important role in stimulating an
interest in the processesiéf democratic government and in
providing students with knowlexge and experiences will
make them more active as citizens in thé political

(3)

affairs. Civic education can create a good citizen-
ship by providing students with knowledge and understanding
the process of the system and its values, and by knowing

the rights and duties towards the society. It should also

1) . W. Langeveld, 'Political Education:Pros and Cons', p.37.

2). Hgﬁry E. Bourne, The Teaching of History and Civics in the
Elémentary and Sgcondary Séhobl, Lorigmans, Green, and Co., New
York, 1921, pp.93-94.

3) Benjamin Nispel,'Teaching Civics' in Joseph S. Roucek (ed.)
The ‘Teaching of History, Peter Owen Limited, London,1968,pp.246-47.




improve thé abfiity7bf;styqents to participate ianoliti§éi~
mattérs; | | |

Some S£UdiesL ﬁowever, indicate that some courses in
civics fail to pfqmote political learning. In the United
States some coﬁrsés in government and civics failed to
provide pupils with the ability to discuss political

(1)

affairs. Erdm various pieces of research , Langton
deduced that some courses on civics and politics had
little impact upon the ability of students to participate
in political afféirs, although these courses have
signifiqant impéct on 5up§orting patriotic feelings and
democratic beliefé,(z) These findings refer to two factors,
on the one hand‘political-participatidn.ﬁeeds praCtiéal
experiences, on the other hand civic education provides
children with theoretical experiénces.

Although there was a lack of evidence that civics had
a significant impact on political attitudes in American
secondary schoqls, Langton's research does not support
the thinking of those who look to the civics as a minor

(3)

source of political learning. Generally his findings
revealed that civic courses had their impact on‘political
attitudes. In his words "the more civics courses the

student has had, the more likely he is to be knowledgeable,

to be interested in politics, to expose himself to the

1) . David G. Armstrong, Social Studies in Secondary Education,
Macmillan Publishing Co., Inc., New York, 1980, p.377.

2). K. Langton, pp.87-88.
3). Ibid., pp.115-16.



political content of thé mass media, to have more political
discourse, to feel more efficacious, to'espOUSe a
participative orientation, and to show more civic

(1)

tolerance". The significant role of civic courses had
been reinforcéd by other studies. Almond and Verba's
findings suggest that teaching about EOlifics increases
the political Cdmpetence of an individUai in the United

(2)

States, Great Britain and Mexico. In another study,
Hess and Torney indicated that American teachers felt
that teaching about politics was at least as important
as other subjects (readihg and arithmetic) in citizenship
training. (3)
The common conclusion is that, although some researches
minimise the impact of civic education in formulating
students' attitudes towards'political participation, it
is still one of the more significant instruments in
citizenship training. Langton,; in his research, found
that American students taking courses on traditional
American Government, compared with students taking the
American Problems courses, more often stressed the loyalty
rather than the participation aspect.(4) It appears from
this study that the impact of civic courses depends upon

their content. Courses related to the political system

and its values can develop loyalty and patriotic feelings,

1). Ibid., p.97.

2). Almond and Verba, The Civic Culture, p.361.
3). Hess and Torney, pp.109-110.

4). K. Langton, p.97.
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while courses deallngw:LthpolltJ_Cal affairs and problems
have their impaéé:éﬁ;thé devélbpﬁeﬁt of attitu&és towards
political participation.

Civic education becomes more effective if its
programmes are not discrepant with the child's actual

(1)

observations in political life. Civic education has
little impact if it is only seen as a part of social and
-political life. So "it cannot long be forgotten that
political loyalty depends upon the balance of sociél
interests of which it is én index, and without which it
is nothing...Understanding of systems of civic education
wiil not be :eachéd uﬁless thej are takeﬁ.as a part of a

(2)

totai social situation". Civic Courses should take
into its‘cohsidération what childreén learn and meet in
other agencies of political learning and the different
attitudes withih the society. Children are not satisfied
if their learning differs from what they perceive in
their actual life.

Bourne argues that there is "no subject in the school
curriculum touches deeper-rooted or ‘stronger interests than
'history}“(3) This belief reflects . an important impiiqétioh
in facilitating aﬁd simplifying the political learning
‘through history teaching, "actual historical case studies

can help breathe life into the textbook statements."(4)

1l). R. Dowse and J. Hughes, Political Sociology, p.188.

2). C. Merriam, The Making of Citizens, pp.8-11.

3). H. Bourne, The Teaching of History and Civ;cs, p-4.

4) . D. Heater, 'History Teaching and Political Education', p.151.
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On the one hand history is related td'§clitics and
political life. On the other hand teaching politics
includes many abstract ideas which can be drab. So many
of these abstract ideas can be learned in the interesting
subject of history. |

History is a prominent vehicle for political educa-
tion. In the United States the history curricula includes
citizenship training through the study of Americén
traditions, ideals, achievements and failures, political

(1)

systems.and the principles of democracy. In France

national history is used to foster patriotic feelingS'by
revealing the superiority of French culture. (2) Official
educational réports in Bfitain have asserted the importance
of history for political education., The Committee of the
Secondary School Examinations Council in 1943 argued that
through the teaching of history "we believe the best
contribution can be made in échools to the growth of an

informed democracy."(B)

History is a significant subject
in the creation of good citizenship in a democracy. 1In
most developing countries schools use history to reveal
natiorial achievéments and struggle. (4) The principal
aim is to realize patriqtic feelings and introduce the
‘values of the society to children. It seems that most

countries utilise history as an important instrument for

1). B. Nispel, 'Teaching Civics', p.248.
2). W. Langeveld, 'Political Education:Pros and Cons', p.34.

3). Board of Education, Curriculum and Examination in Secondary
SChOOlS, H.M.S.0., London, 1943, p.l0O.

4) . R. Fitzhenry, IntrodUcingfSociology,-p.l73.
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political education whether to cieate a love for the
country and support fér the systém or to promote good
citizenship. This depends upon the ideology of the
country.

The significance of history in political learning is
that history has wider approaches of instruction which
are closely reléted to the different meaning of political
education. History is an important subject in creating
loyalty and patriotic feelings towards a particular
nation. "It is impossible to look for patriotic feeling
from one who is ighorant of what his country has stood
~for in the development of civilization". (1) National
history provides children with many lessons in patriotism
such as national achievements, specific civilization,
victories, stories of national heroes and by transmitting
a specific ideology.

This aim of history is to be found in ancient and
modern time. During the Greco=-Roman periéd history
consisted largely of sforigs of the exploits of regional

(2)

and national heroes. Burston argues that history in

Victorian timés was seen.asbthe "schbol of statésmen",

at other times history is used to engender the right kind

of patriotism by teaching children the heritage of their
(3)

societies. .

1). H. Bourne, The Teaching of History and Civics, p. 89.

2). Mehdi Nakosteen, 'Philosophies of History and the History Teacher',
In J. Roucek (ed.), The Teaching of History, p.18.

3). W. H. Bursten, ' The Place of History in _Education', In W.H.
Burston and C.W. Green (eds.), Handbook For History Teachers,
Second Edition, Methuen, Educational Ltd., London, 1972, p.3.
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In modern times history has sefved SbeCific national
interests. "Each national crisis was reflected in the
history program. Republic France, independent Belgium and
United Italy naturally wanted their formér historical
accounts revised and brought into ‘line with the new
situation. The World War had a'similarTeffect.

Revised programmes appedared in nearly all the countries,
and in most instances they reflected on dccentuated

(1)

nationalism. Whatever the degreée of using history to
support patriotic feelings and specific system, this
approach of history depends upon the time and the neéd

of the country to support its system although love of -the
country is desired by most countries regardless of the
time and ideology.

'History has always had a socializing function by
teaching the values achieved by a country to the new
generations. Consequently, history teaching could exert
an influence in perpetuating the values of society.
However, the purpose of history is not restricted to this
approach since history can be used to evaluate and promote
the values of society. This purpose can be realized :

If the objective procedures of history are followed, it may
well be that they produce pupils with knowledge and insights
that will strengthen their loyalty to, and acceptance of, the
values in ....society, which may be shared. On the other hand
those same skills and insights may enable other pupils more
effectively to challenge, indeed to seek to change, those

values. If history teaching seeks to guarantee either of those
outcomes, it ceases to be history and becomes indoctrination. (2)

1) . Wesley, Edgar Bruce, Teachihg the Social studies, D.C.Heath and Company
Boston, 1942, 2nd. ed., pp.177-178, Quoted by Mehdi Makosteen,
'Philosophies of History and the History Teacher', p.19.

2). John Slater, 'The Case for History in School', The Historian, No.2,
Spring 1984, p.lé6.
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Political edqcatioﬁ is3notbrestricted to preserve or
promote the values of society éhd ité'éystem, It includes
knowiné and understanding interhational events'and
activities. History can develop this appréach of
political education by studying history of the other
societies. Ccrresponding with this appfoach the D.E.S.
in 1967 argues "that we ought to be teaching world history
rather than British historyf(l) Professor Batho-deduces,
from L.E.A. Guidelines for the teaching of history in the
years of compulsory school, that the purposes of teaching
history are "to allow the pupils' handling of a wide range
of evidenée, to offer a balance between local, national
and world history". Moreover, the concern of history as
in Cheshire's discussion document is "to make clear the
inter-relationship of political, social, economic, cultural
and technological factors and others over a sufficient
span of time to show change and continuity and to allow
comparison with the present day?(z) Therefore, history
could develop students' ability‘to underétand that one
particular society is different from another and to conceive
that societies haﬁe different political and social back-
grounds and attitudes. Moreover, it enables a student to
compare the development of his own society with that of
others and detect real evidence of progress.

In spite of the significance of history in teaching

1) . Department of Education and Science, Towards World BHistory,
Pamphlet No. 52, H.M.S.0., London, 1967, p.2.

2). Gordon Batho,'History:A most Crucial Element of the Curriculum',
Teaching History, No.42, June 1985, pp.4-5.
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political education, some re$éérchérs have relegated the
role of history in the development of political education
to a secondary position . for example, Ian Lister states
that "Perhaps the most common objection to the introduction
of political education is the claim that an adequate
political education is already gained through such subjects
as history...This claim, which has been accepted by too

(1)

many for too long, needs to be challenged". Moreover,
Brennan argues that history may be "a necessary condition
for political understanding, but it is not , of itself,

(2) Although the present can be

a sufficient conditién"%
understood in.the light of studying the past, Heater
contends that "there is no necessary transfer of under-
standing‘from the political past to thg political present.
The civic education function of history can only be
performed by studying the past in such a way as deliberately
to iliuminate the -present...The function of history is to

understand the past, not the present."(3)

Perhaps the

limitation of the role of history in teaching political
education is due to the belief that history is mainly a
study of the past and it alone cannot develop the under-
standing of political institutioné and issues which are

more relevant to the present conditions.

The function of history, however, is not restricted

1). Ian Lister, 'Political Education and the Schools', New University,
May 1969, p.23.

2). T. Brennan, Political Education and 'A Framework for the School
Curriculum', Documents of the Political Education Research Unit,
Department of Education, University of York, 1980, T S. p.5.

3). D. Heater, 'History Teaching and Political Education', pp.l53-154.
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"to promote an enlarged understanding of the hhmah condition; -
principally in the past, but also by inference in the

(1)

present and the future". Consequently, history plays

an important role in preparing étudents for citizenship

by enabling them to understand the present and also by
providing them with perspectives for the future. Burston
argues that hisﬁéry is significant foricitizenship training
for tWQ”reasons: first,'ﬁistory consists of a seiection

‘of matefials’baSed_on what is important in the present.
Secondly, the past is directly connected with the present,

(2)

\éha‘hiStory is the étudy of this connection. Historical
studiesvenable students to understand that the present is
the result of what happened in the pést and to understand
that the present is different from the past, therefore,

(3)

the future will be différent from the present. From
this approach of studying history, students are aware
that society is always changeable. This fact is allied
with one 6f thé important aims of poiitical education
which considers that changes within the society an its
system are significant factors in reaiizing the development
of society.

In line with the‘preVious approach, history enables

an individual to "understand previous stages of civilization,

discover the achievements and mistakes, adopt what has

1) . Richard aldrich, An Introduction to the History of Education,
Hodder and Stoughton, London, 1982, p.165.

2). W.H. Burston, 'The Contribution of History to Education in
Citizenship', History,Vol.XXXIII, October 1948, p.227.

3). D. Heater, 'History Teaching and Political Education', p.l50.
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proven useful and discard what has proven errqnéoﬁs aﬁa
obsolete. " (1) History iérnot réSftiCﬁed to stuaying the
achievements of the society. It iﬁcludes-the'féilures
and mistakes of the sQCiety. This is an important aspect
of political education since it énables an individual to
understand the problems of the society. History helps
studénts to understand how present problems often have
their roots in the past and encourages them to tﬁink
logically and historically to disover the facts of these
.problems° A

The significance of history in tegching political
education relates to the fact. that history devélqps the
ability of young people in intellectual thinking. History
ié relevant to the questions how do I know this is truez ,
what wag it like to be?, qnd what would I have done if-,.?(z)
'The responses to these quéstions need a series of skills
and insights which Are relevant to the evaluation of
evidence. Thus studying history helps students to think,
discuss, and examine the evidence which support their own
conClusions. From this perspective history is related to
evaluaﬁing and understanding political and social develop-
ments within an open socieéty.

 Moreover, history'has become more political in recent

time. Most history teachers "accept that one of their roles

is to try to make the world in which young people live

1) . Mehdi, Nakosteen, 'Philosophies of History and the History
Teacher', p.19.

2). J. Slater, 'The Case for Hiétqry in School', p.l6.
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less incomprehensible by;putting it ‘in its historical

(1)

context." ‘Batho argues that history in recent time

becomes more politically—minded and a fundamental feature

(2)

in preparation for life. This purpose can be realized
by teaching young people contemporary history and equipping
them with knowledge and skills which enable them to
understand political and social contemporary issues. The
characteristics of contemporary society which the history
teacher ought to help pupils understand :

is a society which at all levels, politically, sociélly; in

the appearance of our cities and countryside and in our moral

attitudes which is inescapably and profoundly affected by

developments in science and technology; it is,glpbally

interdependent; (it is also) an open society which gives

young people constant opportunities, and sometimes the

obligation, to make choices between alternative points of

view. (3).

Furthermore, history provides students with oppor-
tunites to develop certain concepts, attitudes, and
skills which are related to political education. For
example, history can develop political concepts such as
power, welfare, freedom, socialism, conservatism and
nationalisation. Attitudes such as tolerance, compromise
and open-mindedness can also be developed by studying
history; Moreover, history seeks to develop pupils' skills
(4)

by‘evaluating evidence and identifying bias and propaganda.

It could be argued that school can be one of the most

1). Ibid., p.l4.

2) . G.R. Batho, History:The Useful and Cost-Effective Subject,
Report of a survey on the position of history in the polytechnics
and colleges of H.E., The Historical Association,1983, p.4.

3). J.Slater, 'The Case for History in School', p.1l5.

4) . ILEA, History and Social Science at Secondary Level:History,
Part two, ILEA, London, 1981, p.68. ‘
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»impoxtaﬁtfinStrgﬁents of pqliﬁiqal,léarhing’tO’sﬁpport
the epproaehes76fueither pdiitical soéialiiétibn'or
political edueetiopf The importance of school ih
political.learﬁing relates to the fact that schools are
usually more Ciosely ﬁnder the control and supervision of
the state. It seems that new systems and non-democratic
copntries attempt to exploit this feature of schools in
order to propagate'the desired values and ideas of the
system and to realize their perpetuation. Although it
ekpécted that political uhderstanding_in democratic
countries will’be-fﬁrther developed through the approach
of political education, it is likely that in some
demoeratic countries the two approaches of political
socialization and political education will be found. On
the one hand these democratic countries are aware of the
significance of school in the acquisition of feelings
of loyalty and patriotism to the country and the system.
On the other hand they emphasize the principle of democracy
by encouraging young people to practice democracy and
participate in political effairs, enabling them to discuss
and to change the values of the system. Consequently, it
could be argued that the promotion and development of
political education depends to a large extent on the
values of the system and its ideology. That is to say
school is not always in a position to promote political
education except in a more democratic country.

School has its influence on the acquisition of
political knowledge, the shaping of children's political
attitudes, and stimulating them to political participation.

The influence of school lies in the purpose and content of
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school curriculum and the way in which the curriculum is
communicated. A school curficuIUm-can’déVelop all
approaches to political education. However, schools
are usually more explicitly concerned in teaching
political knowledge than political participation, In
spite of the fact that the curriculum can provide for the
develépment of children's skills in political participation,
such skills can be further developed through mos£ formal
and informal school activities.

Social studies have a prominent role in the introduction
- of political learning. The significance of social studies
lies in the fact that they are more closely related to
the values of society and cOnsequently'social studies
are more appropriate in teaching pupils particularly
social and political values and shaping their political
attitudes. Courses in civics provide young people with
knowledge and understanding about their present political
system, society's values and institutions, and prepare
them for citizenship by teaching them their duties and
rights. Moreover, civic education can promote the ability
of children in participating in social and political
matters of their country. The purpose of civic education
depends upon the values of the system and its ideology.
Some countries utilize civic education to develop loyalty
to the system and its values, while the purpose of civic
education in other countries is to develop the ability of
children to understand and evaluate the values of the
system and participate in political affairs.

It could be argued, however, that not all courses

of civic education do develop children's skills to discuss



1473

and understand political affairs and participate in them.
Participétion skillsvcan only be promoted through courses
derived from political affairé and interesting,issues from
everyday political life at the national and international
level. LMo:eover, attempts to relate theoretical to

real experiences within a society have their influence

in develbping the ability of children to participate in
political life.

Teaching of history has various approaches which
serve the wider concept of political education not only
in suppdrting loyalty and patriotic feelings but also in
understanding and improving the values and system of the
society. History helps pupils to understand and interpret
the present political action in its historical context
and also provides them with perspectives for the future.
The acquisition of knowledge and understanding of
international events and activities contributes to under-
standing and evaluating present evidence and values of a
particular society. Contemporary history could be
utilized in reinforcing this approach and enabling
students to a further understanding of social and political
issues specifically in their country and generally in the
world.

Moreover, historical studies develop the ability‘of
pupils in conceptual thinking through the evaluation and
discussion of evidence. Conceptual thinking through,
weighing the evidence is a necessary approach to the
development of political education not only in understanding
political and social developmént but also in giving the

reasons behind them. Therefore, young people could
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develop parﬁicular and alternative viewpoints towards
what has been done and what coﬁld be better, that is to
say their critical thinking could be de&eloped, These
characteristics of history enrich its effect in the
development of political education. HowéVer, the
responsibility for political education does not lie only
withinrthe‘field of teaching histcory. Other subjects

and branches of social studies also have their influence
in teaching political educatidn, especially courses which
concentrate on present social and political issues and

institutions.



CHAPTER- FOUR.

THE DEVELOPMENT OF POLITICAL AND DEMOCRATIC
LIFE IN EGYPT BEFORE THE REVOLUTION: OF 1952

The purpose of this chapter is to oﬁtline the devel-
opmeﬁp of polifical life and the extent to which the
Egyptian people participatea in political institutions
during the period 1517 to 1952. ' The chapter will also
trace the effects of educational developments on pOlltl-

cal life and growth of polltlcal awareness.

The Ottoman Occupation (1517 - 1881).

From 1250, Egypt was under the rule of Mamelukes
who were' white slaves brought from the middle and the
west of Asia and used in the armies by rulers until they

seized the autho:ity. (1)

~During the rule’of the Mamelukes,
Egypt was invaded and occupiea by the Oﬁtomans in 1517,
Their aim was to establish some sort of sovereignty over
Egypt and then to control the country by the elimination

of the existing governore(z). Hence the Ottomans tried

to remove the Mamelukes, put an end to‘their authority

and prevent them from taking part in the political and

1) . Said Abdel-Fatah Ashor, Egypt in Age of Navy Mamelukes State,
El-Nahda El-Misria, Cairo, 1959, pp.12-13.(in Arabic).

2).Halil Inalcik, 'Ottoman Methods of Conquest',Studia Islamica,
Vol.II (1954), P.103, Quoted by P.M. Holt. 'The Pattern of Egyptian
Political History from 1517 to 1798', In P.M.Holt (ed. ), Political
and Social Change 1n Modern Egypt Oxford University Press, London,
1968, pp.80-81. : :
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social life. Nonetheless, the Mamelukes retained a
share in the government of Egypﬁ(l).

In spite of the Oftomans° declared sovereignty over
Egypt the inflﬁence_of the Mamelukes and their distinc-
tive military power existed alongside the Ottomans’®
authority. Therefore Egypt began to suffer from the two
authorities and £he conflict that took place between them,

The conflict reached a crisis in 1769 when one of the
Mamelukes, Ali Bey Al Kabeer, seized power and declared
Egypt independent of Ottoman rule. His attempted coup
failed largely because he did not use effectively the
Egyptians' hatred of the foreign ‘occupatio‘n(z,)° The con-
tinuous conflict between the Mamelukes and the Ottomans
led to a neglect of economic and social development and to
the exclusion of the Egyptians from political life.

The poor economic and social condition of'the country
during the rule of Mamelukes had deteriorated further
with the discovery of the way round the Cape of Good Hope
at the end of the 15th century. This tended to leave
Egypt socially as well as economically isolated from Europe
at é timé‘when‘the Euro?éan renaiésance was beginﬁing. The
Ottomans did little to change the situation.A The principal
aim of Ottoman.rule was to get maximum exploitation of its
resources for the benefit of the Imperial Treasury(3?.

The Egyptian farmer worked the land without owning it

and was subject to high taxes imposed by the Sultan and the

Mamelukes. Furthermore, skilled Egyptian tradesmen were

1). P.M.Holt,'The Pattern of Egyptian Political History from 1517 to
1798',p.81. ,

2). Girgis Fauzy, Studies in the Politicdl History of Egypt Since
Mamelukes Age, El-Dar El-Misria, Cairo, 1958;p.21,22.(In Arabic).

3). Stanfbrd J. Shéw,'Landholdingrand Laﬁd4tax Revenues ih Ottoman
Egypt', in P.M.Holt (ed.) ,Political and Social Change.in Modern
Egypt,p;Qé.




sent to Turkey to participate iq:déjelopiné Turkish inu
dustry, whilst high taxes wg;e.imPOSed on>Egyptian indus-
try(l). Moreover the Ottomans did not significantly con-
tribute to the cultural development in Egypt(z).

The political and military conflict between the Otto-
mans and the Mamelukes only served to aggravate the economic
and social situation. The Egyptians received litﬁle en-
couragement to develop agriculture énd industry and little
progress was achieved during the four centuries of Ottoman
rule.

During the latter part of the 18th Century, Tufkey
suffered increasing internal and external problems arising
from its colonial conqueSts, At.the saﬁe time Britain was
emerging as one of the moét advanced industrialised coun-
tries in Burope, and France was beset by unrest which
eventually led to a revolution. The growing competition
of European countries for markets and resources, the de-
sire of England and France to extend their empires, and
the advantages of the geographical position of Egypt as a
route to the East led to the invasion of Egypt by Napoleon
in 1798¢3) .

The French occupation was short lived but highlighted
the strategic position of Egypt as a trade route to India.
Furthermore it opened the door to the introduction of modern
western progress and culture to Egypt(4). Durihg the short

French occupation France tried to change the image of the

feudal Egyptian society into a capitalist society on the

l1). G.Fauzy, Studies in the Political Histery,pp.l18-19,

2) . Mohammed Anees and S.Ragab Haraz, The Revolution of 23 July and
its Historical Eoundat‘ionr,Dar El-Nahda El-Arabeia, Cairo, 1969,
p.6. (in Arabic). ) '

3). G.Fauzy, pp.22-23,p.26.

4) . Sobhy Wahead, Foundations of Egyption Question,El-Anglo El-Misria,
Cairo,1950, pp.129-130. (In Arabic.)
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line of ﬁhe:French eapétaiisma This was imbortant‘fer
ﬁhreevreasons’ B

Flrst the French expedltlon was successful in
arousing a patrlotlc spirit and popular re51stance on the
part of the Egyptlans against the Ottomans and Mamelukes
as well-as the French., While the Mamelukes and the Otto-
mans claimed that they were defending the Islamic civili-
zation, it was obvious that the religious imperialism of
the Memelﬁkes and Oftbmans was no different from the im-
perialism of France,

Secondly, by trying to overturn feudalism in Egypt
the French were Obliged to weaken the authority of the
Mamelukes. They peseed a law on the 16 of September,-
1798, that a person who plantéed the land also had the
right to own the land. The French alsc pxePOSed the

abolition of taxes on the lahd(l).

Although these two
reforms were not implemented due to thevdeparture of the
French from Egypt, nevertheless they did mark the begin-
ning of the move away frqm feudalism in Egypt,

Thirdly, the French expedition initiated the idea
of building the Suez Canal. Fﬁfthermore.éroups of »
scientists who accompanied the.French expedition intro-
duced significant ideas which were later made use of by
Mohammed Ali in the subsequent development of Egyptian
society.

With the aid of a British force the French expedi-

(2)

tion was eXpelled from Egypt . Although the circumstances

1). M. Anees and R. Haraz, The Revolutlon of 23 July,p. 30
G. Fauzy, p. 30.

2). A. A. El- Gamal Introduc’:tlon to Foundatlons of Political and
Social System First Edition, Dar El—Nahda El-Misrid, Cairo,
1957, p.364. (in Arabic).
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appeared to provide an Qpportunity for the establishment
of an Egyptian government, in fact, there were no Egyp-
tians capable of assuming power. Thus the couhtry remained

under the rule of Ottomans and Mamelukes,

This situation, however, changed dramatically after
1805 when a Turk, Mohammed Ali, became ruler of Egypt°
Mohammed Ali enjoyed the support of both Turkey and the
Egyptians. He quickly seized on the hatred of the Egyp-
tians for the Mamelukes, whose position had,already.been
wéakened by the French,vto drive them from pOwer(l), Thus
_Ali became regarded as a saviour who had put an end to the
rule of the Mamelukes which had lasted for-mére‘than-five—
hundred years. Clearly, the support of the Egyptians
for Ali's action reflected their desire to achieve indepen-
dence and a,sharéfin their country's gowvernment. - Never-
theless, in the absence of effective Egyptian leadership,
Mchammed Ali and his successors were to remain in power
until the July Revolution of 1952,

Although in effect Mohammed Ali was a.  dictator, his
rule was a curious mixture of autocracy and consultation
thrOuéh various councils and departments which he estab-
lished to investigate, discuss and administer state affairs.
The most important council was the high council whose
functions were to investigate all affairs except finance(z).
Other important councils and departments included the Dep-

artment of Accounts, the Schools Department, the Military

Department and the Council of Public Health.

1). BAnees and Haraz, p.71.

2). M.F.Shokry (ed.), Structure of Mohammed Ali Egypt State, Dar El-
Fekre El-Araby, Cairo, 1948, pp.8-12. (in Arabic.)




150

Mchammed Ali was_conéerned'to foét§x:the develépmént
of Egypt, and no dpubt his style of goveinment could be
justified, to some éXtenﬁ'initially,-given the shortage of
trained people. ’Eﬁen so; it was clear that Ali did not
trust the Egyptian people and was determined to retain
control over all the authorities in the state. Thus the
Egyptians were ﬁot provided with an opportunity to develop
and eXercise effective political power,

Ali's main aim was to»reélaéelﬁhe Ottoman rule by his
own dynasty. Thus he attempted to establish a powerful
army supported by economic development. His economic
policy was based on securing national economic independence
and socialist government. ConSequently his government
attempted to control all the means of production and to
control any profits(l).

Agriculture and industry became state monopolies,

In respect of agriculture, Ali sequestrated most of the
land and granted vast areas to certain classes of soc-
iety. Although he was keen to improve agricultural prod-
uctivity by the introduction and development of new tools,
farmers were tenants who were required to sell their crops
to Ali at a fixed price. 1In respect of industry, the state
received all profits and workers, in effect, became state
employees(z).

To achieve his political aims, however, Mohammed Ali

realised the necessity of extending educational provision.

Therefore he attempted to increase the number of schools

1) . Gamal El-Deen Mohammed Said, The Way to Socialism, El-Nahda El-
Arabeia, Cairo, 1962, pp.137-144. (in Arabic).

2). Anees and Haraz, pp.74-75.
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In improving the social and eédnomic conditions. of
Egyptian soCiety, Mohgmmed Ali was léss concerned about the
welfare oﬁ'the people than in securing his own ambitions
and éétablishing a powerful army. This can be seen in
the London Treaty of 1840 by which the Ottoman Sultan
granted the rule of Egypt to Mohammed Ali and his descen-
dants in return for a decrease in the size of thé Egyptian
afhy. Sﬁbseénently, many of the projects which had been
introduced by Ali were neglected(z). In any case, many
of the social, economic and cultural projects had been
implementeﬁ somewhat hastily and did not attempt to solve
the deeper and long-standing problems of the Egyptian
people. |

The trend to autocratic aﬁd-totalitarian government
was carried further under the rules of Abbas I (1848-1854)
and Said (1854-1863). Attempts to improve society were
abandqned, heavy taxes were imposed, individual freedom
was restricted and there was a rise in the incidence of
injustice(3). Furthermore, Egyptians were removed from
important offices éﬁa répladéé'by Turks and otherAforeign—
ers(4)° Consequently the Egyptians were largely excluded
from the political affairs of their country.

As a result of Said's extravagances the debt to
foreign countries rose to approximately L.E.11,160,000 ih
1863 and led to foreign interferenqe in Egypt's affairs.

Table (1) Shows that the expénditures exceeded revenues

1) . H.El-Fiky, The Cultural History of Education in the United Arab
Republic,El-Nahda El-Arabeia, Cairo, 1966,Chapter 2. (in Arabic)

2). Ibid, p.59 ‘ : _

3). A, El-Gohary (ed.), Studies in Political Sociology,pp.252<253

4) . H. El1.Fiky, The Cultural History of Education,pp.64-66.
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during Said's rule,
TABLE 1

Expenditure - and Revenue During Said's Rule.

Yedrs Expenditures. Revenues

1854 2.817.000 | 2.200.000
1855 2.383.000 2.078.000
1856 2.637.000 2.474.000
1860 2.984.000 2,154.000
1862 8.868.000 3.707.000
1863 14.395.000 6.094 .000

Source: Mbhammed Fahmy Leheta, Economic- History
of Egypt in Modern Ages, El-Taalef Press,
Cairo, 1945, p.239. (in Arabic)

The sucession of Khedive Ismail to power in 1863
brought little éhange in the mode of goVefnment° In 1866,
- however, Ismail established a RépresentatiVe Council of 75
members elected from the great landlords. Unfprtunately,
the landlords tended to be mainly concerned with pro-
tecting and furthering their own intereéts. Moreover,
the Council's terms of reference were limited to discussion
of secondary affairs such as taxation and irrigation, with
the Khedive retaining the right to make decisions and
formulate final orders on all important political matters(l).

A further disadvantage of the Council was the fact
that the members were indirectly elected. In the process
of indirect election, the people who had the right to vote
elected their representatives in two sﬁages° First, people
in each area were divided into groups and each one elected

an envoy to represent them at the second stage. Secondly,

1). A. El-Gohary (ed.), Studies in Political Sociology,p.253;
G.Fauzy, pp.80-8l.
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the envoys from the groups elected the membér of Parlia-

(1)

ment In othér.WOrdé, the Trole of the people was res-
tricted.tq‘elécting fpeir envoys.  This system was very
different frcm'thg tfue’democracy thrbugh which the people
choose theif,représéntative direCﬁly°

Iﬁ épite of theﬁe disadvantages the growing mood of
Egyptian patriotism and other factors conspired to encou-
ré@e the Council to press for a greater measure of democ-
racy.

Perhaps the most important of these féctors:Were
Ismailis attempts to introduce,EurOpean’civiliZatiSn to

(2)

Egypt and his imposition of heavy taxation ' ~’. ‘The intro-
duction of European civilization reinfd£ced the growing
cultural and social awareness in the coﬁntry and the
claims for sound democracy. This was furfher strength-
ened by the spread of the education and the sending of
missions to the European countries. The imposition of
heavy taxes led to a feeling of oppressibn among the
people and that the Khedive was not prépared to tackle
the economic and social problems facing Egypt.

These factors led to the eﬁergence of the pioneérs'
of the social movement such as Refaha El-Tahtawi, Gamal
El-Deen El-Afaghani, and Mohammed Abdu. They had con~
siderable influence in encouraging the growth of national
awareness and claims for constitutional life and sound

democracy.

During the rule of Ismail the foreign debts rose from

1) . T.Badawe, Political Systems, Dar El-Nahda El-Arabeia, Cairo,
1975, pp.260=261." (in Arabic). ’

2). Saleh Ramadan, Social Life of Egypt in Ismail Age (1963-1879),
Mansheit El-Maharef , Alexanderia, 1977,p.82, (in Arabic).
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L.E.11.160.000 to one hundred million pounds. These debts
| (1)

were incurred by unwise and wastéfuirSpending As a
result of the grow;ng~imbalance between revenue and expen-
ditures, sée‘taﬁle (2), Ismail had to mortgage the provin-
ces of thé country, and the profits of the railways. Ultim-
ately, he was forced to sell the Egyptian's share in the
profits from the Suez Canal. Public opinion became alarmed
at the growing economic problems and pressed the éovernment

to solve the problems of the debts.

TABLE 2

EXPENDITURE ,AND REVENUE DURING ISMAIL'S RULE.

"Yéér§ :' | Expenditures | Revenues

1864 13.551.000 © 6.972.000
1865 10.785.000 5.362.000 |
1866 15.278.000 5.058.000
1867 10.854.000 ©4.129.000
1868 16.637.000 6.011.000
1869 10.530.000 5.255,000
1870 12.309.000 5.389.000
1871 15.084.000 5.711.000 -

Soufce_: G.Fauzy, p.62.
Although Ismail drew up a plan to pay back foreign
debts within 60 years, some of the creditor countries

refused to accept the plah(z).

This led to European inter-
ference in Egyptian affairs. Ismail requested officially
that Britain send financial experts to help the Egyptian

.ministers in regulating the financial affairs.

A committee of five English experts was formed and

1) . S. Ramadan, Social Life of Egypt, p.82,116.
2). G. Fauzy, p.66. '
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they reported that the financial coﬁditions of Egypt - could
be improved only under the supervision of the creditors.
Consequéntly, Ismail established the debt box as a res-
ponse to the creditors' demand. The purpose of this was
to raise a sum of money for the payment of debts. When
this failed, a Européan Committee was set up in January
1878 to investigate the financial affairs of Egypt. 1In
March, 1878 Ismail granted the Committee the right to
Supérvise"the*financiai affairs of Egypt. At the same time
that committee demanded guarantees for the payment of the
debts by mortgaging Ismail's_poésessiOnS'to'the state. 1In
AugUSt,1878 Ismail had to agree to_the,demand of Bfitain
and France to form a new ministry'including two European
ministers - an English minister for the Ministry of Fin-
ance éhd a French minister for the Ministry of Business(l),
During the new Ministry Ismail attempted to concen-
trate power in his own hénds and insisted on attending
Cabinet meetings. Nobar Basha, the Prime Minster, resis-
ted these moves and Qas dismissed from office by Ismail.
Britain'and France, however, compelled Ismail to férm a
second Ministry in March 1879 under the supervision of
his son Mohammed Tawfeek. Furthermore, they required
that the Khedive should not attend Cabinet meetings and
that the two European ministers should have a right of
veto over the Cabinet's decisions(z).

Many Egyptians resented this growing interference in

Egyptian affairs and reacted strongly. They demanded the

1) . S.Ramadan, Social Life of Egypt, Chapter 3.
2). Ibid:,pp.127-128.




156

formation of a Cabinet WhiCh.wonId bg'cdﬁéﬁitutiohgliy 
responsiblejto an Egyptian ?afliéméhéiaﬁd whicﬁ_exclﬁde&
foreign membership. Faced with this rising tide of pat-
riotism and his position Weakened by foréign interference,
on‘the resignation of Tawfeek's Ministry, Ismail acquiesced
to these demands(l)u

Britain and France objected vigorously to Ismail's
actioh, ‘In the meantime,however, the Ottomans haa decided
to depose Ismdil from power, and on the 26 June 1879 Tawfeek
(2)

was appointed as ruler of Egypt Tawfeek was cleérly

shaken by the factors that had led to the deposition of
(3) |

Ismail and he quickly abolished Parliament ATthoughr
the Parliément had been shortlived it gave birth énd
impetus to a movement for constitutidnal reform,

Tawfeek was faced by a deepening crisis in Egyptian
affairs. It was difficult to maintain the army due to
indebtedneés; the price of crops was falling; and there
was a marked decline in the economic and social welfare of
Egyptian society. Tawfeek responded by adopting an-auto—
cratic pattern of government, exiling some of the pioneers
of Egyptian patriotism such as Jamal El-Deen El-Afaghani
and Mohammed Abdu, and refusing to approve the draft of
the first constitution and laws of election which had been

(4). The aim of this

'prepared by national representatives
first constitution had been to widen the authority of
Parliament and to restrict the power of the Khedive.

At this time, however, the idea of forming a National

1) . G.Fauzy, p.84.

2). A.El.Gamal, Introduction to Foundations of Political and Social
System, pp.368-369.

3). G.Fauzy,p.85.

4) . A.El-Gamal, Introduction,pp.369-370.
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Party was emérgéhé and géfleqtgd thé’éésifelof patriots to
secure a democratic foiﬁ of governmeﬁt. >This:Party was
later led by MouStafa'Kahgl (1874-1908) and Mchammed Farid
(1868-1919) and succeeded in spreading and re-inforcing

the spirit of nationalism among the Egyptian people(l).

The policy of the Party was to save Egypt from totalitarian
rule, to pay back outstanding debts, to expel foreign
influence and to implement urgent reforms to impréve living
standards(z),

Moreovef,.armed patriotic groups under the leadership
of Ahmed Orqbi'Were formed and in 1881 Orabi led an armed
revolution. The main purposes of the revolution were to
free Egypt from foreign interference, to regularise the
country's financial affairs, to replace totalitarianism by

(3) (4)

constitutional government , and to exile the Khedive .

The British Occupation (1882-1922).

The nascent national movement and Orabi's armed
revolution had a dramatic impact on the development of
constitutional and democratic institutions. Khedive Taw-
feek was forced to issue a hew constitution on 7 Fébruary
1882 followed on 25 March by a law for electing members of
Parliament. The most important principles underpinning

(5)

the new constitution were:-
1 - Members of Parliament were to be free to express their
opinion. '

2 - The Representative Council (Parliament) was entitled to
guestion Ministers.

1) . Arthur Goldschmidt, 'The Egyptian Nationalist Party (1892-1919)',
In P.M.Holt (ed.), Polltlcal ‘and Social Change in Modern Egypt,p 308.
2). A.El-Gohary (ed.), Studles 1n Political 5001ology p.254.
3) . G.Fauzy,p.86. S
4) . Anees and Haraz,p.l07.
5). El-Gamal, Introduction,p.371; A.El-Gohary (ed).,Studies in Political
Sociology,pp.255+256. a
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3 - The Cabinet was to be responsible to Parliament.

4 - Parliament must apprbve the sEate budget.

5 - Ministers had the right to attend sessions of Parlia-
ment to express their points of view. Ministers could
also submit proposals for legislation. Such proposals,
however, required the approval of Parliament and the
ratification of the Khedive.

Electoral 1law decreed that every Egyptian citizen
over the age of 21 who paid an annual government tax of
not less than 25 pounds was entitled to vote. Peéple of
the educétéd classes, however, were exempted: from this tax.
Despite the inequities in the polling system, the Con-
stitutidn'represéntéd a further step forward on the road
to democracy.

UnfOrtunately, this step in the deVelopment of demo-
cratic 1ifé in Egypt only existed for 47 days until 26
March 1882. After that the parliamentary sessions were
not run according to the democratic principles of -the 1882

(1)

Constitution This can be attributed to the following
factors.

First, it is true that the 1882 Constitution had been
introduced as a result of growing natiQnal political aware-
ness. But this awareﬁeés wés ‘restricted to cultured class
and did not extend to the great majority of the Egyptian
peopie. Furthermore, this awareness was a relatively new
phenomenon and not the product of long term social evol-
ution. A wide gap remained between the class of feudal-

ists and the great landlords on the one hand and the maj-

ority of the society on the other. 1In 1914, for instance,

1). E.S.El-Dawla, Parliamentary System and Democracy Prcblem, Dar El-
Thakafa El-Arabeia, Cairo, 1976,p.153. (inArabic).
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% of the total number of 1andi0rds owned 36.7% of ‘the
total cultivated area in Egyﬁﬁ(L), Nevertheless, the
great landlords formed the majority of  those who paft—
icipated in government and political life. Between 1914
and 1917, 80% of the ministers came from the dreat land-

(2)

lords and capitalists Ministers represented the
executive power énd consequently they had the opportunity
to work for their own political and social interests at
the expense of the interests of the majority of the people.
A éimilar situation was reflected in Parliament. This
was supposed to represent the people. However, in 1913,
for example, 76% of the members of Parliament came from
the great landlords(3)°
Secondly, the political awareness which emerged
during the period was a reaction to ﬁhe dictatorship of
Mohammed Ali's dynasty represented by Khedives Ismail,
Tawfeek and then Abbas II. This dictatorship, presum-
ably, should have ended with the diSappearance of this
gfoup of rulers who wére origihally non—Egyptians..Never—
theless, Mohammed Ali's successors continued to exercise
considerable political power. It was because of this
possible situation that Orabi had stressed the need to
declare Egypt a republic governed solely by Egyptians.
Thirdly, the 1882 Constitution had been secured
partly by national awareness but also by armed force

represented by the Orabi Revolution. To ensure the con-

tinuity of this democratic gain, it was necessary to some

1) . Quoted by Asem El-Dosoky, Great Landlords and their Role in Egyptian
Society (1914-1952), First Edition, Dar El-Thakafa El-Gadeda,Cairo,
1975,p.57. (in Arabic.)

2). Ibid., pp.218-219.

3). Tbid., p.211.




extent for the constitution to continue to be supported

by armed force until its roots had extended to most classes

of the society. However, the armed force was suppressed.
One of the most important reasons for European ‘inter-

ference and the occupation of Egypt was the dictatorship

of rulers. This made it Orabi's major goal to end this

rule. ,Orabi's'Revolution represented a threat to Taw-
feek who asked for the protection of foreign couﬂtries.
In response to this call, the British and the  French
armies entered Alexandrian waters and both Britain and
France asked for Orabi to be exiled from Egypt(l)°

As a result of Turkey's call for the withdrawal of
these armies, France withdrew its forces; the Britisﬁ
forces, however, remained and fighting between these
forces and the Egyptian army headed by Orabi broke out.
Orabi was.defeatéd(zo and Egypt was occupied by Britain
when the latter entered Alexandria on 11 July 1882(3).
The 1882 Constitution was shelved and a new stage of the
struggle for both independence and the constitution
started. -

Althdugh Orabi's Revolution was suppressed, it sup-
ported the national movement for establishing democracy
and participation in political life. Orabi's Revolution,
however, ended with the occupation of a foreign power
supporting a regime opposed to the demands of the people.
Orabi's Revolution came to an end for four reasons(4):

First, there was a lack of solidarity among the leaders, and

'1). A.El.Cohary (ed.,), Studies in Political Sociology,p.256.
2). A.El.Gamal, Introduction,p.372.

3) . G.Fauzy,p.90 '

4) . Anées and Haraz, pp.l07-108.




Orabi's Revolution failed to gain the support'éf the,poiiu
tical and civil fo’fce"s° The §plit was intensified by a
disagreement oyer relieving Khedive Tawfeek of his post
and declaring a repﬁblican system. The great landlords
aiso refused to support the Revolution because there was a
direct relationship between the monarchy and the preser-
vation of land oﬁnefship; Thus, the Revolution was only
backed by the middle cultured class. This class was not
politicaily influenfiél whereas the class of great land-
lords played an important role in politiéal life. Secondly,
Orabi fneglected the popular forces ‘and did not enlist them
in preparing for tﬁe struggle against occupation although
the people were ready to face the invasion and support

the Révolution. Thirdly, the army included elements that
supported the Khedive, Fourthly, Orabi miscalculated the
intentions of the European military forces. He believed
tﬁat France would not allow Britain to interfere in Egypt
and he also hoped‘for the assistance of the Ottoman Empire.

Orabi's Revolution may appear to have been the direct
cause of the occupation of Egypt by the British. There
wefé, however,»éthéf factérs which also contributed to the
occupation.

First, the aspirations of the European countries
motivated by capitalist interests which emerged at that
time. France had tried to occupy Egypt in 1798. 1In res-
ponse, Britain had also attempted to occupy Egypt in 1807.

With the defeat of France at the battle of Trafalgar in 1805,




Britain had:gained full control over the area of tﬁe Médi»
terraneah(l). Seédndly, the weakrniess of the inteérnal situ-
ation in Egypt and its inability to practise democracy.
This is due to the fact that despite the realization of
some democratic prinCiples, this democracy did not‘emerge
through social evolution. At the same time dictatorship
continued to prevail and this led to Orabi's Revolution

and Tawfeek's call for the protection of foreign éountries,
Thirdly, Britain?slmilitafy power and the Ottoman's weak-
néss, the latter having the real control over Egypt should
have been able to defend Egypt. Fourthly, Egypt's stra-
tegic position both econimcially and politically.

| With the advent of the’British occupation of Egypt,
the constitution of 1882 was cancelled and-the British

and Ottoman authorities'laid down a new constitutional
system in May, 1883. This established an Advisory Legis-
lative Council and a General Assembly. The Advisory. Leg-
islative Council was entitled to give advice regarding
draft laws and budgets submitted to the Council by the
government. If, however, the government rejected the Coun-
cil's recommendations, the Coqncil was entitled to be in-
formed of the reasons for rejection. The Council, however,
was not entitled to question the rejection. The most im-
portant duty of the General Assembly was to decide upon
taxes. The Advisory Legislative Council had no right to
(2)

object to the General Assembly's decisions

Thus, the parliamentary system was a set back along

1) .. Anees and Haraz, p.49.
2). A.El-Gamal, Introduction,i pp.373-374.
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the road to democratic life. vgéﬁ&%Qiﬁélto,thélﬁ{éViéus
constitution (1882) the lééiéiéii&é body was dﬁgﬂorized to
question the Cabineét and to pass laws. According to the
new system, the parliamengs terms of reference were -only
advisory. This prevénted the people from practising true
democracy and centralized authority was in the hands of the
government and the Khedive whose position was strengthened
by the British occupation.

Although the British authorities had declared on
several occasions that their occupation of Egypt was tem-
porary, "Cromer acting from day to day to solve Egypt's
most pressing financial and administrative problems, gradu-
ally established a set pattern of government. Uider this
system, often called "the veiled protectorate", the
appearance bf rule was retained by the Khedive and his
ministers, while the real power rested in the hands of
Cromer, aided by the British officers in the Egyptian army
and in the army of occupation, and by a growing corps of
advisors in the Egyptian ministers",(l)

Consequently, the occupying authority strengthened.
its position. This situation aroused national “feeling and
renéwed the demands of the national movement. The chief
goal of the naﬁional movement had been to set up a demo-
cratic life. But after the occcupation it also became con-
cerned with the necessity of achieving independence and
the evacuation of occupying forces.

When Khedive Abbas II came to power in 1892, the

1) . A.Goldschmidt, 'The Egyptian Nationalist Party', pp.308-309.
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national movement and ;ééiétahce to the occupatignwiﬁféhw 
sified. Abbas‘II fried to ekerf his full authority'ana
this soon brought him into conflict with Lord'Cromer(l).
In his struggle against the British authorities Abbas II
sought allies among ambitious patriots, thus becoming a
popular figure and succeeding in arousing animosity against
the British occupatlon(2)

The alliance between Abbas II and the national move-
ment was perhaps-mbte apparent than real. ‘The former was
intent on retrieving his power from the British whereas
the latter was trying to achieve independence. Although
the national movement did not trust the Khedive, they
found the alliance a temporary convenience. This situa-
tion was a major feature of the political life during
that period.

Another factor which gave impetus to the national
movement and reflected the desire to participate in the
lpolitical life was the emergence of political partieé
during the period. Political parties are considered the
real channels through which the in&ividUal can-téke part
in the poiitical.life. Mofeover, théy are one of the
most important means by which individuéls develop their
ability to comprehend the prcblems of the country and to
find various solutions to them.

The political parties which emerged during this
period can be classified into a majority party and a num-

ber of smaller parties representing the minority. The

1). Ibid., p.3l0.

2) . Mohammed Zayid, 'The Origins of the Liberal Constituticnal Party
in Egypt', in P.M.Holt, Political and Social Change in Modern
Egypt, p. 336. :
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majority was represented by the’National‘Party headed by.
Moustafa Kamel. This party was established in 1967 althoﬁgh
the idea of forming this party had emerged in thé period
preceding the isSue of the 1882 Constitution.

TheApopularity of the Nationai.Party can be attri-
buted to its adherence to the necessity of acﬁieving'in—
dependence and establishing democracy. Moreover, the
Khedive élso backed Moustafa Kamel because the fogmer wanted
to curtail the auﬁhority'of,the ocdﬂpatioh. Furthermore,
Moustafé Kamel's own personality was higle‘influential
in attracting‘the national forces towards thengals of
the party. His magnetic personality, his vigorous pat=
riotism'and'hié abilities as a writer and orator ehabléd
him, with the assistance of the Khedive, to build up the
national movement in Egypt(l), These factors enabled the
party to carry the standard of popular opposition against
the British occuﬁation of Egypt(z).

The programme of the National Party consisted of ten
principles which aimed at achieving Egypt's’indepéndence
with no foreign protection or mandate and forming a con-
stitutional gévernment in which the sovereignty must be
in the hands of the nation. Moreovér the executive power
should be responsible to a parliament having full author-
ity. The National Party was also concerned to improve
health conditions, to extend education to the poor, and to
(3)

revitalise the Egyptian economy

Among the minority parties established were the Party

1). Ibid., p.336.

2). A. Goldschmidt, 'The Egyptian Nationalist Party',p.308.

3). Younan Labeb Rezk, Egyptian Parties Before the Revolution of 1952,
Center of Strategic and Political Studies of Al-Ahram,Cairo,1977,
p.95. (in Arabgi) ' '
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of the Nation, in 1906, and the Reform Party, in 1907.
Bothlparties supported the hational movement although the
former concentrated on improving education and the economic
aspects and the latter supported the Kh_ediv‘e(l)°

The Noble Party, in 1908, was established to defend
the interests of the Turks, and the Liberal Party, in 1902,
was the only party which supported peaceful acceptance of

(2)

the occupation and sought benefits from the occupants .

The goal of the Liberal Party was baséd on a misconception
that weak countries like Egypt must make peace with strong
ones. In addition to these parties, Ehere was the Cen-
stitutional Party which‘emerged in 1910 and which cbncurred
with the Réfofm‘Party in their support for the Khedive;
Two other small parties the Republican Party and the
Socialist Party, which were set in 1907, were character-
ized by ideolégical goals(3). The Republican Party de-
manded the estéblishment of a republican system of govern-
ment on the grounds that this was closest to the prin-
ciples of democracy and justice. In spite of the validity
of this idea, it could be argued that a constitutional
monarchy as in the éase of the United Kingdom would also
achieve these principles. Perhaps the call for a repub-
lican system could be'justified by the past experience of
the Egyptian people with the dictatorship of the inherited
rule of Mohammed Ali's dynasty. The Socialist Party
believed that the adoption of socialist principles repre-

sented an alternative for solving the problems of the society

1). Ibid., p.28, 96.
2). Ibid., pp.33-35.
3). Ibid., Chapter 5.
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and eradicatingrfépdé;ism and Capitaliém;

Clearly, the-natibﬁai'mOVemeﬁt'ﬁprnéémanding indepen-
dence and democratic life had iﬁCreased'during that period.
Two factors supported the natiénalvmovément - the agreement
of the majority pééty and Khedive Abbas II on the goal of
shaking off the authority of the occupation, and the emer-
gence of several other parties. It seems clear that many
of thesebparties generally agreed on the necessitf of achie-
ving independence and sound,demo’cratic‘life° This goal.
ﬁad thé'utmoétbprio:ity to the party of the-majority, Des-
pite the ‘Khedive's su?port of that party, its goals re-
flecﬁ,cleariy a desife to reform the governmeﬁt éystem,
énd to establish a constitutional systeﬁ«in%which‘the
executive power should be responsible Before the people.

. There were other parties such as the Party of the

Nation and the Reform Party which supported the National

Party in achieving independence and democratic life but
their priorities wete the reform of the society econom-
ically and culturaily; It is clear from the goals of some
parties such as the Reform Party and the Constitutional
Party that they tended to support the Khedive. Naturally
the achievement of‘deﬁdcraéy was not embraced by the Khe-
dive. This was understood by the National Party which re-
fused to declare its support for the authority of the Khe-
dive and instead célled for independence and the constitu-
tional life.

The national movement had its effect on the occupying
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authoritiés who attempﬁed to soothe down pﬁblicfgpiniqno
In 1913 the previqus»parliamentary system Which»cémﬁrised
the Advisory Legislative Council and the General Assembly
was amended and’replaced by the Législation Assembly. The
government appointed the head of the Legislation Assembly
and one of its two deputies whereas the other deputy was
elected by the Assembly from among the elected mémbefs,
The only important authority of the Assembly Qas £o de~
cide upon taxes. The government was required to-.consult
the Assembly before passing legislation. The ASsembiy
was also consulted in the affairs of the state.  However,
thé government had the power to abolish the'LegislatiOn
Assembly‘l). |

Clearly then, the Assembly aid not meet the demands
of the national movement for establishing democratic
life and constitutional government. With the exception of
the Assembly's power to block new taxation it was mainly
an advisory body. ‘Moreover the right of the government
to appoint the head of the Assembly and one of the two
deputies hardly representéd sound democracy.

In 1914 when World War~I”broke out, Turkey sided
with the enemies of Britain. This affected thepolitical
life in Egypt. Britain declared Egypt under her protec-
torate on 18 December 1914. Meanwhile, Bfitain deposed
Khedive Abbés IT and replaced him by Sultan Hussein who

(2)

was succeeded by Sultan Fuad in 1917 The protectorate

ended any remaining Turkish control over Egypt and all

1). A. El-Gamal, Introduction,p.376.

2). A.El-Gamal, Introduétioh,p.377.
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authority passed to the hands ‘of che Brltlsh occupatlono

The Egyptlan strqule contlnued throughout the war.
When the war came to an.end, Egypt looked forward to real-
izing its aspirations for independence and a constitution.
The declaration of the principle that peoples had the
right to decide their self-determination by ‘the American
President Wilson'strengthened the determinatien of the
national movement to achieve independence. The national
movement ledboY'Saad-Zaghloul”rejected‘the~protectorate
and demanded full indepéndence. A communigue issued by
‘Saad Zaghloul assertedj

...All sc1entlsts of 1nternat10nal law assert that the

protectorate cannot be. valld except through a contract between

two parties, one of which: demands to ‘be- under the. .protectorate
of "the other who accepts the respon51b111ty of "this protec-
torate...In 1914 Britain ‘déclared ‘hex protectorate of its.own
accoxrd and w1thout belng requested or accepted by the Egyptian
nation. Thus it is an invalid and 1llegal protectorate It

is a nece551ty of ‘the war ‘which has to be cancelled once the

war comes to an end it can never live after the war. (1)

Saad and his colleagues requested to be allowed to
attend the Reconciliatioh'Conference held in Europe in
order to call for Egypt's independence. However, Saad
and his colleagues were exiled in Malta in’'March 1919(2)
This led to angry demonstrations and strikes in Egypt
denouncing and protesting agaihst this action and to the
1919 Revolution. Saad returned from exile and independence
was negotiated with Britain. These negotiations culmin-
ated in the British declaration of 28 . February 1922,

The declaration terminated the protectorate, declar-

ing the independence and full sovereignty of Egypt. It

1) . Al-Ahram, Fifty Years After the Revolution of 1919, Centre of bDoc-
uménts and Historical Reséarch of Contemporary Egypt, Cairo,1969,
p.172. (in Arabic). '

2). M.A.Drowza, Arab Unlty, Publications of Commercial Bureau, First
Edition, Beirut, 1957, p.477. (in Arabic).
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also established Egypt as a cbnstitutionél méﬁéfcﬂy(l)o 'On
the 15 March 19227Su1tah Fuad'issﬁed a cqﬁmuﬁiqﬁé ass-~
uming. for himself tHe title of His Majesty Kingvof'Egypt(z).
The declaration, hOwevér, included certain provisos ensur-
ing British trahspbrt'through Egypt, retaining Britain's
power to defend ﬁgypt against any foreign aggression, and
protecting foreiQQers‘ interests. The provisos w§rezenfor—
ced until a later agreement between the Egyptian- and -British
,govérﬁmén£(3), The 1919 Revolution ended wi%h,é‘declara—
tion of superficial independence devoid of content and the
conditions which preserved occupation. HOWéver, this Rev-
olution ended the British protectorate andvopened'ﬁﬁe“way
to participation in political life through demahds fbrfthe.
introduction of a constitutional state based on thé‘prin=

ciples of democracy.

The 1923 Constitution (1923-1952).

The previous,périodVWas‘characterized by the rise of
the national movement whose aim was to achieve partici-
pation in political life through the setting up of a gover-

" ning regime on democratic and constitutional lines. Further-
more, the national movement aimed at achieving independence.
This period ended with renewed demands for the issue of a
constitution and the achievement of complete independence

as a result of the declaration of 28 "February 1922. The
following period from 1923 to 1952 was generally character-

ized by developments in democratic and constitutional life

1). A.S. El-Amri, Foundations of Co@parativé Political Systems,p.299,
2) . Al-Ahram, Fifty Years After the Revolution of 1919, p.533.
3). A. El-Gamal, Introduction,pp.377-378.
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based on the 1923 Constitotion, There were, however,
obstacles to the implementation of the democratic prin-
ciples set out ih’the'1923»Constitution, Moreover, Egypt
was not able to achieve full independence though the
national movement tried hard to secure this goal.
The new constitution was issued on 19 April 1923(1).
It stated that thevpeople was the source of all authority.
The leglslatlve power was taken over by both the King and
an elected parliament comprlslng the Senate and the ‘Rep-
resentatlves Assembly° 'One fifth of the total number
of the Senate Qas eppointedﬂbypthe:King‘and the others
were eleoted° 'As for the Representatives“ Assembly, all
its members were elected. Article 19 of the constitution
asserted;the principle of the sovereignty of the people
by statlng that the members of parllament represented the
whole natlon(z)
According to the constitution, the executive power
was to ‘be taken over by the King and the Cabinet. The
Cabinet was to be responsible to the parliament which had
the rightpto”require the resignation of a government.
The government could, however, request the King to dis-
solve the parliament. Moreover, the constitution secured
the freedom of the press and_of individuals and the form-
ation of political parties(B).
The 1923 Constitution was considered to be a reaction

to the national movement and the outbreak of the 1919

Revolution. This constitution set out many of the pillars

1) . Galal Yehea, Foundations of‘th'e'Revolution, of ‘23 July,Dar El- Kawomia
Le-El-Tebaha, Alexanderia, 1964, p.131. (in Arabic).

2) . E. El-Dawla, Parliamentary System,pp 156-157.

3). Y. El-Gamal, Constitutional System in Arab Republic of Egypt Dar
El-Nahda El-Misria, Cairo, 1974;p.107. (in Arabic).




of démoé;aqy and a parliaﬁghtary system which.facilitétéd
opportﬂhities for paftiéiﬁétién in;politieal life on demo-
cratic lines. Although the 1923 Constitution reflected
the aspiration of the Egyptian people to establish a sound
democratic life, it'Was only a theoretical gain. Subse-
quent experience reveaied that many of the democratic
principles included in the constiﬁuﬁion'were not followed
iﬁ practi_ce° This was due to two ‘factors. |

FipSt} the cbﬁstitﬁtiqn'requi:éd that ‘members of the
Sehate'should be from'thewhigher classes of the society
such aé:ministers, deputy ministers, reputéble scientists
.ahd lawyers, great léndlérds and professionals. The pol-
ling'law also imposed severe financial restrictions on
nomination for the Representatives' Assemblycl). Clearly,
these restrictions'cohfined participation in political life
to a limited class within the society and deprived the
majority of the opportunity to practice their political
rights.

The electoral law issued on 30 April 1923 gave the
right to vote, without any financial conditions, to every
Egyptian over twent& one years of age, for the Represen-
tétives' Assembly and twenty five years for the Senate.
Nevertheless, it also imposed some restrictions. In
effect, these restrictions made the election of the mem-
bers of the Representatives' Assembly a two stage process
and the election of members of the Senate a three stage

(2)

process . In the case of election to the Representatives’

1). E. El-Dawla, Parliamenté—ry Sysf,tem, pp.156-167.
2). Ibid., pp.157-158; T,Badawe, Political Systems,p.250.
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Assembly every thirty individuals yé#é rééuirédﬁto elect
one répresentétive who in £urn wouldieléct‘the members

of the Representativés° Assembly. In the three stage
process eveiy thi#tyAindiVIQuals elected one represen-
tative. ©Every five repzeséntatives were required to
elect an envoy who in turn would elect the members of the
Senate.

In contrast, democratic practice normally gi&es the
right to every indiviéuél to elect members of parliament
directly and nOt'thfough the mediation,of~aﬁ0ther per-
son. It must be mehtiohed, however, théﬁ variations=Were
made to thé,électéral system during thiSrperiod, “For
example, election Act 4 of 24 June 19244canéelied the
multi-stage voting system and asserted direcﬁ'public
voting, Héwevéf, this act was discontinued and cancelled
on 8 Decembéf 1925 and the multi-stage voting was re-
sumed with further financial restrictions on voters.

As a result of the rejection of this action by the
national movement, the 1924 Act was reintroduced on 22
February 1926{1).

The 1924 directIVOting Act asserted an important
principle of democracy by providing the majority of the
people with an opportunity to participate in the politi-
cal system. The purposes of the act were not fulfilled
except in the first year's elections when the majority

(2)

party won the right to form the cabinet When the

act was reintroduced in 1926 the election of members of

1). T.Badawe, Political Systems,pp.260-26l1; E.El-Dawla, Parlia-
mentary System,p.158,167. -

2) . Hassan' Yousef, 'Democratic Practice in Egypt (1924-1852)', in
Al-Ahram, Democracy in Egypt:Quarter Century After the Revol-
ution of 23 July,Centre of Strategic and Political Studies of
Al-Ahram, Cairo,1977, p.13. (in Arabic)




parliament was not conducted in a democratic way. The
representatives of the bburgeois class subsumed under the
various parties formed one front and held an agreement
which was declared on 3 April 1926 to share seats of par-

(1)

liament This was not consistent with the principles
of democracy embodied in the 1924 Act since it deprived
the people of practising their own right of selecting
their representatives in the parliament.

. The second.fabtbr was related to the misuse of the
principles of demoCraéy-brought about by the 1923 Consti-
tution. When the first Representatives' Assembly was
formed in therlight of the constitutiqﬁ, the Wafad Party
held the majority of seats. At the first meeting of the
Representatives" Assembly, the majority decided to select
Saad Zaghloul as its head. But the monarch rejected this
and issued an order disseolving the pérliament only a few
hours after it was formed (2’ . According to the constitu-
tion the King's order was an unconstitutional procedure
since the King was not entitled to dissolve parliament
except on the request Qf the government. The King tried
to reﬁléce.méjorify1governments by weak governments which
felt the need for his protection and consequently led to
the King's directing‘policy.

The Wafd Party, which was set up on 13 November 1918
led the constitutional movement and the negotiations with
Britain to achieve independence. It was the biggest

party and supported the participation in political life for

1) . E. El-Dawla, Parliamentaty System, pp.l67-168.
2). Y. El-Gamdl, Constitutional System in ARE, p.108.
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a great sectquof the_peﬁplé, fhé”éétty formed: seven
ministries between 1927 and‘1952t a gréater number than
was achieved by any other party( ). This contrasts with
the fact that 36 ministries were formed during this period
with an averége of only nine months in power. Some minis-
tries in fact only lasted for three months(z).
Collectively these figures reflect the realities of
political life in Egypt during this period. First, the
constitution asserted that the ﬁation was the source of
all authority. Since the Wafd  pParty was the largest
party elegtorally it could be argued that it had the right
to form the government for long périods° However,Ltﬁis
did not occur. Furthermore, attempts were'made'by‘the
King to prevent the majority'party from participating in
political life. Secondly, in spite of the King's action,
the Wafd continued to participate in political life.
In fact the Party managed to form governments for periods
longer than any other party. Furthermore, it could be
argued that the Party was more successful when in oppo-
sition rather than in power in confronting the authority
of the palace and the occupation. Thirdly, the figures
reflect the political instability during that period.
Whilst theoretically the 1923 Constitution represen-
ted a democratic gain, nevertheless the disadvantages of
the rules for electing the members of parliament, the
dictatorship of the King, and the structure of society

led to. the domination of political life by the class of

1). Y. Rezk, Egyptian Parties Before the Revolutlon,pp 44-48

2). A. El-Dosoky, Great Landlords and their Role in Egyptlan 8001ety,
pp.218-219,
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of feudalists aﬁﬁicégitaIiStsf _ihis élasg‘SﬁéE;éded'in
wielding the aﬁfﬁéf;ty éﬁd preventing:the:ﬁéjéritylfrom
practising tﬁei?'pbliticéi rights. For‘ekample, during
the period L92351933, between 60 to 80 per cent of the
ministers came from the great lahdlordsu .Méredver,'bea
tween 1924 and 1936 half the members of the Senate came
from the class of feudalist's(l)° This ehébled a minority
qlass to work fqr tﬁeir‘own political and social inter-

est and to:negleéf'tﬁ?;iﬁterests of theiﬁéﬁofity ¢lass,

A further hihdfaﬁce to the deVelopmeﬁﬁ‘@f;demOCEatic
ana_political life stemmed from the'laék-dfvdevelqpments
in education to promote the ébility of citizens‘to:prac—
tise the democratic principles of the 1923 Constitution
and to develop social and political life within the

(2)

Egyptian society Whilst the educational system did
not provide universal education for most children and
the majority remained illiteraté, £he feudalist and cap-
ital class received a privilegéd education. Thus, in
effect, the educational system merely served to rein-
force the domination of the minority class over the
political and social life. Even so, some of‘the members
of the middle class, and perhaps a few of the poor class,
who were able to complete their education, had a great
impact in the development of the national movement and
political and social life.

In spite of national demands for the full imple-

mentation of the democratic principles of the 1923

1). A. El-Dosoky, Great Landlords, pp.212-219.

2). BSee part 'The Effect of Educational Deveippment on Political
Life and the Growth of Political Awareness'.
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Constitution and for the achievemepﬁ 9f indépendence,‘the
King succeeded in abolishing the Constitution of 1923 and
replaced it by a new .constitution inv193b. The new con-
stitution extendéd’the anthority of the King and reduced
the poWer of parliament. The King was accorded the right
to appoint three-fifths of the total membership of the
Senate and indirect voting was reintroduced(l)°

The introduction of the 1930 Constitution préved a
strong nationalist reaction and the majority-party"deman—
ded the reintroduction of the 1923 Constitution. The
nationalist movement also renewed the demands for indepen-
‘dence through‘negotiéﬁibﬁs between the British and Egyptian
géﬁernments; Consequently, the 1923 Constitufioh was-
reinstated on the 12 December 1935 and subsequent nego-
tiations with the British authorities ended with the issue

of the 1936 Treaty(z)°

The treaty terminated the British
military occupation but contained provisos giving Britain
the right of transport through Egypt particularly inscii—
‘cumstances of wérfare° Furthermore, Britain‘fetained:some
power in respect of the Suez canal zone(B». In effect the
‘Treaty-fell short of Egyptian hopés for complete‘iﬁdepéﬁ—
dence except for the proteqtion of foreigners' intefests.
Most of the provisoé of the 1922 Declaration remained.
Despite the reintroduction of the 1923 Constitution,
deomcratic principles were not implemented due to the

continuing of political and social deterioration. The

King continued to fail to abide by the princiéles of the

1). E. El-Dawla; Parliamentary System, pp.169-170.
2). H. Yousef, 'Decmocratic Practice in Egypt (1924-1952)',p.14.
3) . A. Moustafa, Egyptian British Relationship (1936-1956),pp.13-15.
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Constitution. Statistics indicated that between 1924 and : -
1952 parliament was dissolved nine times and in three
instances the dissolution was followed by politicai-bver—

throw(l)°

Parliamentary life was subject to continuéi
hindrance and cabinet responsibility to parliament was
shelVed.>'The.political parties were subject to internal
conflict and the minority parties supported the Kihg in
order to wield power and realize their own intere‘éfts°

It seems the period preceding ‘the ‘1952 Revolution
was distinguishéd by two aspec¢ts. Oh the orie hand, the
Period was ¢haracterizea"by the eﬁérgence 6f the-natichal
rmévement and the growth of political awareness. Orabi's
Revoliition, the 1919 Revolution, The Constitutions of
1882, and 1923, and the independence negotiations were an
expression by the Egyptian people of their desire to
develop democracy and achieve independence. On the
other hand, the political and social experiences of
Egyptian society failed to achieve the déﬁelopmentfof
Adembcracy and social and political life. Moreovery
Egyptian governments were unable to échieve‘thevcomplete
’independence of Egypt. Contributory factors to this fail-
ure were the power of the King, the domination of feu-
dalists and capitalists over the political and social life,
the éonflict among political parties, the lack of poli-
tical awareness, the existence of occupation, and economic
and social backwardness. Clearly, great changes were

needed in most aspects of society.

1) . H. Yousef, 'Democratic Practice in Egypt (1924-1952)', p.1l6



The Effect of Educational’ Development on Polltlcal Life
and the. Growth of Polltlcal Awareness

Although educatlonal developments took place durlng

the perlod from the beglnnlng of the nineteenth century
until the mlddle of the 20th ‘Céntury, in general, they

did not meet the cultural and social needs of the soci-
ety. Egyptian society was still characterised by cul-
tural and social'backwardness which hinderedvdemooratic
life. It had been hoped to develop an educational system
based on the principles of equality of opportunity.

In 1920, a sub~committee of the Milner Commissdion,
which had been sent by the British goverhment to investi-
gate the political unreét‘in Egypt, castigated "the fail-
ure of the administtation to establish any system of edu-
catioh which extends to the mass of people" and asserted
that "no true social, economic or political progress can
be looked for without complete revision of the educa-
tional system in Egypt,"(l)

In essence the existihg educational system reéeflected
the political aims of a dictatorial rule and a fuedal
society. Instead of promoting changes in a corrupt polit-
ical and social system it merely served to reinforce the
status-quo.

The modern educational system in Egypt which had
begun during Mohammed Ali's rule continued until about
the first half of the 19th Century. The goals of educa-
tion were related to Mohammed Ali's political and mili-

tary aims. Mohammed Ali sought to create a modern state.

1) . 'Recommendations of Sub—committ,eé "A" on Education!' , manu-
script, private papers of Lord Milner, New College Library,
oxford, England, Quoted by Malcom H. Kerr, 'Egypt', in J.S.
Coleman (ed,), Education and Polltlcal Development,p.173.
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He admired the international power of Great Britain»and
France which he believed was based on military force.
Consequently, he wanted to establish a strong Egyptian
army which would enable him to secede from the Ottoman
Emplre( )o His first requirement was skilled manpower,
and this led to the introduction of a new education
sy.étem° | |

Educational provision before Mohammed Ali's reforms
had been Of'a.traditional and religious character pro-
vided in mosque’séhools. This form of education was
largely based on 1ndoctr1natlon and rote-learning rather
than understandlng and dlscu551on. Moreovervthere\was
no organized pattern of administration to supervise
educational matters. Thus, the existing provision was
inadequate to meet Mohammed Ali's needs. He placed the
supervision‘of education under the miIitaryfdepartment(z)
rather than a special educational body and first of all
attempted to establish a system of higher education be-
fore reforming primary and secondary education.

During the first year of his rule he set up higher
schoois_which recruited from El-Azhar students. The aim
of the higher school was to prepare students for employ-
ment in government departments and military affairs . As
tHe need arose for students with a knowledge of military
preparation and modern science, Mohammed Ali was sub-
sequently obliged to establish the secondary schools

which became known- for their.military characteristics.

1). Joseph S. Szyllow1cz, Education -and - Modernlzatlon in the Mlddle
*East Cornell University, Dondon, 1973, p.l02.

2). Eventually, Mohammed Ali establlshed the Department of Education
in 1837,
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The first secondary school was established in 1825, Thél
students for the Secogaégy school were drawn from fﬁose
who had cdmpleted;their>éduCation-in mosque schools.
The aim of thé'schobl was to prgpare‘these studenté for
entering higher schools. Finally, in 1833 Ali established
primary schools to provide students for secondary schools(l)u

Alongside this new system the traditional Islamic
educationél‘provision continued. This.inciuded the ‘Kuttab
(KoranéméﬁorizatiOnVséhools) and mosque-scho6ls which were
the onvaform of education for the majqriﬁy of. children.
Tﬁese schools wefe devoted to teaching‘the»cﬁildreﬂ'ﬁhe
Koran and a simple Iélamic doctrine. At the apédef'this
system therevwas the ancient university‘ofrAl—Azhar“in
Cairo, where students studied the Islamic religion anﬁ
the Arabic iénguage in depth(z)° Séme of the studeénts
from this traditional pattern were £ransferred into the
modern educational system or were sent to Europe, and
eventually a few of them made interesting contributions
to the intéllectuél and political life of Egypt.

Although the modern system which was introduced

during Mohamea Ali'é iule led tO'thé appeafancerof.men of
thought and to the leaders of national movements, it was
not a system of universal education. The objective of the
system was to fulfil Mohammed Ali's political ambitions.
Thus the emphasis was placed on the development of higher
education to produce a restricted elite for the army and

empioyment in the government. Furthermore, primary and

1) . Georgie D.M. Hyde, Education in Modern Egypt:Ideals and Realities,
Routledge & Kegan Paul, London, 1978, p.3; H.EL-Fiky, Chapter-2.

2) . M. Kerr, 'Egypt', pp.l70-171.
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secondary $schools were édnéernéd-with_ptépariﬁg»pupils
to enter higher education for“éVéntuai service in the
army and goVernmgﬁt.
The new edﬁcational system was still characterized
by indoctrination, the neglect of discussion and intro-
duction of modern ideas(l)a Moreover, "Regardless of
‘'whether thisiwas-owing to Mohammed Ali's concern for rapid
results or to fear of consequences of a people exposed to
modefn ideas,bthé result was that the traditional school
remained the iny source of education available to the
mass of the populace" (2)
In the year 1840 Mohammed Ali wésvobliged.by>European
powers to reduce the size of his army and this was folloWed
by the closure of many primary, secondary and higher
schools. Indecd, by 1841 only fi&e primary schcols and
one secondary school remained. Some educators would
argue that these reductions were a direct result of the
restrictions placed on the size of the army(3). This
WOﬁld seem to support the contention that -Mohammed Ali
had been more interestéd in securlng his military and
pOlltlcal ambitions than in promoting the education of
the people. So, when his ambitions were thwarted, edu-
cation was affected and the number of schools decreased.
At the first stage of education Mohammed Ali's
policy left a small group of rich people receiving

"primary" education, but the majority of children still

continued to receive an "elémentary" education. Furthermore,

1). H. El-Fiky, p.6l.
2). J. Szyliowicz, Education and Modernlzatlon,p 108.
3).. Ibid., p.107; H. El-Fiky, p.35,55.




the aim of preparing a sma11 %1ité‘nﬁmbér-fbrgqovérn_
ment sérvice dominatéd thé proﬁisiOn of state education
for many years. Moreover, the division of the society
between rich and poor reinforced educational differen-
tiation,

At the beginning of the second half of the nineteenth
century, edﬁcation provision suffered further set backs
as the result of fbfeign debts incurred by Said.‘ Further
schools were cldéed, expenditure on education was reduced
from L.E. 26,528 in 1857 to L.E. 12,756 in 1863 and the

(1)

department of education was closed Some attempts,
however, were made to redress the situation by a group of
cultured people who had been educated during Mohammed
Ali's reign. -Their aim was to improve the primary stage
of education and extend it to the majority of people.
They argued that education should prepare citizens for
life and not only for service with the goﬁérnment, When
the Representative Council was establisﬁed in 1866 some
of its members demanded the extension of education as a
means of developing péolitical awareness among the maj-
ority of peOpléwz).

This led to the Department of Education being re-
established in 1863 (renamed the Ministry of Instruction
in 1878) and the number of the first stage schools was
increased. From 1869 to 1875 the number of primary

schools expanded from four to 102 schools. During the

same period the number of Kuttab schools grew from 1219

1). A.E. Abdel-Karim, History of Education in Egypt, Vol.l(1848-
1863), Cairo, p.l89, Quotéd by H. El-Fiky,p.70.

2). A. El1-Fiky, Chapters 3 and ‘4.
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to 4696, Furthermore, there was also an increase iﬁ

the number of sécondary and higher schools and the finance
allocated to education rose frém L.E. 50,000 in 1871 to
L.E. 81,949 in 1881(1), These developments reflected

the emergence of the national movement and a deepening
political awarenéss in society during the second half

of the 19th Century.

Nevertheless, educational developments Were ?etarded
by the legacy of-Moﬁammed Ali's educational policy.
Although improvements took place during the 1att¢rlpart
of tﬁe 19th Century and the first half of-the éoth»cen;
tury, the syétem did not achieve significant progréss in
providing education for social development or enabling
members of society to participate in democratic and
political life. Certainly, there was no conception of
political education during this period; Democratic and
political life cannot be achieved without a style of
educaﬁion which is sympathetic to the principles of
democracy and allows‘thé individual freedom of opinion,
discussion ana ériticism° Not only were these require-
ments absent in Egypt'but the majority of the people were
deprived of even the rudiments of education.

The defects in the édﬁéétional system continued
during the period of the British occupation of Egypt (1882-
1922). It is alleged that the aim of the colonial policy
was to maintain the status-quo, in order to maximize econ-

omic benefits and minimize political instability.

1) . Ameen Samy, Education in E.gypt,' Matbahet El-Maharef, Cairo, -
1917,p.31. (in Arabic).




Consequently, in an attempt to disqgurege the sgread of
the national movement against cdléﬁlaliém, education was
neglected and not given a high priority. Szyliowicz
argues that,

This was partlcularly the case in Egypt, where the British,
expllcltly viewing the occupation as a perlod of tutelage
durlng which they should not make bas1c ‘changes in the local
5001ety, could therefore sponsor no fundamental reforms in
Education. Buttressing this philosophical . orlentatlon was
the fear of Lord Cromer (the British agent ‘and. consul general
who actually ruled the country), based on the Indian. experi-
ence, that educatlonal reform and expan51on would lead to the
development of a natlonallst anti-British- ellte, ‘and “his
bellef was neét, in any case, a governmental respon51b111ty.
‘Hence - previous educational expansion not only came " to an
almost complete halt, which was justified-in- Brltlsh eyes

by the need to eliminate the large Egyptian, debt and - restore
finhancial stablllty to the country, but various. steps were
taken to minimize the politically destablllzlng potential of
the existing educatlonal system. (1)

Lord Cromer's educational policy aimed at reducing
expenditure on education. He sought to make education
self supporting by eliminating fellowships and finally by
cancelling free education. In 1881, 70 per cent of the
students had received some sort of subsidy from the govern-
ment; by 1892, 73 per cent of students were paying all
their own expenses(z)° By 1893 only 1337 students were
receiving,free education and in 1904 free education was
abolished coﬁpletely(3); In 1900 funds for education only
amounted to 1.03 per cent of the budget(g).

It could be argued that this policy of reducing edu-
cational expenditure was the result of Cromer's over-
riding concern of solving the problem of Egyptian foreign

debts. "But even when the financial crisis had been

1). J. Szyliowicz, Education and Modernization,p.122.

2). Quoted by Ibid., pp.122-123.

3). H.El-Fiky,p:.115.

4) . Alia Ali Farag, Education in Egypt, Dar El-Mahrefa El-Gamehia,
Alexanderia, 1979,p.134. (in Arabic).
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resolved only limited additibhal'teéoureeeLWerejdiverfédf 
to the schoolso.,If is therefore,.iﬁfessible to avoid- a
conclusion that extremne éersimbny remained the rule in
educatienal metters, even when change was possible"o(l)
The total expenditures on education in 1910 was only 3.33
per cent of the budget(z)° As a result of this policy
the-percentage of illiteracy in Egypt decreased only .
slightly from 91.7 per cent in 1882 to 91.3 pervc.ent in
191713), Whatever the justification of Cromer edeeational
policy the result was reflected in a cbntiﬁhing backward
social and cultural society and the inability of the
masses to participate in political life.

Othef factore also hindered the develobment of edu-
cation. There was a rapid growth of population which was
not matched by the growth in the economy.

The population grew from»6,712,000 in 1882 to 18,967,000
in 1947(4)° In the absence of government funds clearly
the growth of population hampered the education movement
and prevented educational reform. An extension of edu-
cation to the majority of the people requires a considerable
number of years. Even after the 1952 Revolution when. ser-
ious attempts were made to extend education and make it
compulsory, the populaﬁion factor presented a difficult
problem in the development of the first stage of education.

After Cromer's departure in 1907 the occupying auth-

orities agreed to the national demands for an extension of

education. Considerable progress was achieved after Egypt

1). J. Szyliowicz, Education -and Modernization,p.132.

2). A. Farag, Education in Egypt,p.134.

3). H. El-Fiky, p.113. o

4). Central Agency For Public Mobilization and Statistics (CAPMS),
Statistical Yearbook (1952-1981), Cairo, 1982,p.6.
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had gained partial independence and the new econstitution
was isSued in 1923. 'Although there was an increase in
the number of pupils in all stages of education the aim
of universal provision at the first stage was not ach-
ieved. The percentage of illiteracy remained high. It
was B85.6 per cent in 1927 and it had only decreased to
75.7 per cent ih 1947(1)°

During the period of partial independence, the pro-
portion of the total budget allotted to edﬁcétion-roéé
to 6.8 pér cent in 1925-26 and to o?er I?lperncent in
1945-46 2) . The number of secondaty schoolmpupils‘in—
creased from 8100 in the year 1925-26 to 38;&23ﬁiﬁthe
year 1945-46 then to 93,767 in the year 195]i(3)° The
increase which took place during the last five years was
roughly double the increase which had taken place during
the first twenty years. However, the desire of the
people for universal secondary education was not met
until 1951 when secondary education became  free.

The most important reform introduced by the 1923
Constitution was in the field of the first stage of edu-
éafioh. Under artiéle 19 of the éonstitution, for the
first time, education was made compulsory for every child
from 6 to 12 since it was felt acutely that a healthy
social life could not be achieved unless people were edu-
cated. Education was seen as the royal road to social

(4)

reform and to a truly democratic state Compulsory

education at the first stage was an important step in the

1) . Calculated from CAPMS, The different censuses of Egypt.
2) . M. Kerr, 'Egypt', p.172. )
3). A.H., El-Koussy, 'Egypt', in G.B.Jeffery,The Year Book of Education

(1951),

Evans Brothers, London, 1952, p.454.
4) . El-Koussy,'Egypt', p.446.
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development of democracy Singe‘it provided a~méaﬁ§AOE pres=
paring individuals for citizenship. Furthermore to some
extent it enabled the people to understand and-share in
the country's affairs. :Moreover, it provided the basis
for the further development of knowledge and skills, and
political and social values.

In Egypt there were two kinds of education at the
first stége, First, there were feé paying primar& schools
which were the preserve of the aristocracy and provided
access to the next stages of education. Secondly, there
were the elementary schools which provided .popular edu-
cation for the children of the poor and peasants. Whilst
primary schools were provided with good facilities, mod-
ern curricula and trained teachers, the elementary schools
were characterized by limited opportunity, traditional cur-
ricula and untrained teachers(l). Although the 1923 Con-
stitution introduced compulsory education for every child,
this was restricted to attendance at elementary schools
and primary schools were not included in the provision.
Thus dualism at the first stage continued.

Under the 1923 Constitution, the Ministry of Edu-
cation introduced their project for the extension of edu-
cation. 127 elementary schools were established in which
education was free for six years(z). However, the Min-
istry did not complete the initial project and instead
decided to extend compulsory education by establishing

what were called compulsory schools. The Ministry

1) . Moustafa Darwish, Some Problems of Primaxy School, Dar El-Maharef,
Cairo, 1974,pp.31-32.. (in Arablc).
2) . Moneer Solieman, His'ﬁpry. of Education Systém in the United Arab
Republic, Third Editiori,El-Anglo El-Misria, Cairo,1969,p.147. (in Arabic).
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established 762 compulsory schools 1nywhlch education.
was free for six years ‘but reduced to five years in 1930(1)
Although pupils received only half-time education, finan-
cial obstééles prevented the Ministry from extending the
provision of coﬁpulsory schools.

As a result of the 1923 constitution, the number of
pupils'in the first stage of education increased. The
number of eiementary and compulsory school pupils'rose
from 190,673 in 1925-26 to 862,929 in 1950751,,whilst
the number of primary school pupils rose from 31,053 to
122,144 during the .same peri'od(z)° Nevertheless, there
were two and a half million children within the f£irst
age group( ), Consequently, in effect, only 39.4 per
cent of the age group were receiving some kind of edu-
cation.

In 1951 under law 143 compulsory attendance was

4)

extended to primary schools The law also stated that

the first stage of education should be renamed primary

“‘5), Although

- education and should be free for six years
the law appeared.to introduCe unity of provision within
the first stage of education, nevertheless; this gain was
theoretical and iegislative only. "In fact both elemen-
tary and primary schools remained as they were."(G).

The primary schools still retained the better facil-
ities with generally better qualified teachers and greater

opportunities for the children. The primary school also

favoured by government funding. Between 1949 and 1951 the

1). H. E1-Fiky, p.162,174.

2). A.H. El-Koussy, 'Egypt', p.449.

3). H. El-Fiky, p.175.

4) National Centre of Educational Research, A Report on the Development of.
Education in the Arab Republic of Egypt(1974/75 - 1975/76), Centre of
Educational Documentation, Cairo,1977,p.2. (in Arabic).

5) .Ministry of Education,General Administration,Primary Education in -the
United Arab Republic, ‘Ministry of Education Press,Cairo,1969,p.13.(in Arabi

6).Asma11 M.E1l, Qubaln, Studies_on Education Organlzatlon in Egypt El-Nahda
El-Misria, Calro 1958,p. 211 (1n ‘Arabic) .

{
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amount of money provi&é@éby the-Ministry of Education
rose from 19 to 29 miilion pounds. The funds allocated to
elementary education increaééd from 7,633,000 to 8,876,000
which represented only an increase of 16 per cent. How-
ever, the funds for general education had increased from
5,893,000 to 10,785,000 which amounted to an increase of
83 per cent. Fuftherméré, half of these funds were allo-
caﬁed to primary shcools(l).

| The leaders df,the movement for educatibnal réfbrm
were very much C6ncerned with the continuing deficiency
in educational provision. Taha Hussien argued that edu-
cation was as necessary to everyone as air and water. He
contended that it was not only a means for developing
culture but also a means for introducing political edu-
cation and realizing democracy. In 1938 he wrote that
education was "The means by which people know the source
of oppression and till they punish those who oppress
them and humiliate them...and oblige them to believe in
equality and verbally and actually, tell“them to realize
equality in_their conduct not by words which mislead

(2)

people” Wheh Taha Hussien became the Minister of

Education he used the opportunity to translate his ideas
to action. 1In 1944 he abolished fees in primary schools,
In 1951 he abolished fees in secondary schools and crea-
ted more opportunities for free education in higher edu-

cation.

Though the extension of general education to different

1) . Ibid., pp.185-186.

2) . Taha Hussien, Future of Cultural in Egypt,El-Maharef Press,
Cairo,1938, pp.117-118, Quoted by H. El-Fiky, p.88.
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classes in society is an important factor for the develop-
ment of democracy, it is not, however, the only factor.
The development of political awareness through political
education is also important to enable people to partici-
pate in political life. Most Egyptians had little know:-
ledge of the constitution. Furthermore, their political
awareness was not sufficiently developed to enable them
to participate in electing their political representa-
tives in any meaningful way(l).

Qupbain and Taha Hussien argued that the lives of
most people were governed by an unwritten law based on
customs and traditioné which obliged them to follow cus-

(2)

toms and traditions . This was reflected in the educa-

tional system and no doubt explains the lack of political

[

awareness among the majority of people. The nature o
the duties and traditions imposed by the authority on
the young hindered freedom of thought and prevented dis-
cussion or criticism on the need for change in society.

In 1935 the Minister of Education criticised the cur-
riculum of secondary education. He argued that it was
overloaded and failed to develop the constructive and

(3)

critical faculties of students This criticism was

reinforced by a study of the Arab League Educational,

(4). The

Cultural and Scientific Organization (ALECS0O)
main aim of secondary education remained preparation for
higher education. However, at a time when Egypt was in

need of cultural and social growth, secondary education

1). A. Goldschmidt, 'The Egyptian National Party (1892-1919)',p.332.

2). G.Hyde, Education in Modern Egypt, p.l.
3). El-Koussy, 'Egypt’, p.451.
4). Arab League, Arab League Educational, Cultural and Scientific

Organization (ALECSO)}, Meeting of General and Technical Secondary
School, The Organization, Cairo, 1972, p.115. (in Arabic)
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failed to prepare students to meet, appreciéte and solve
the wider problems of Societyu

The curriculum_of'sqhools continued to be based on
indoctrination and_memorising knowledge. Teaching methods
neglected thinking and consideration of alternative views
and attempted in inculcate attitudes of obedience and dis-
cipline‘l)p Moreover, the curriculum did not deal with
national probléms, the development of pqlitical'iife and
thé‘trials of the national movement in resiStiﬁgICOrrup-
tion in social and political situations(z);

Unddubtedly, the.absence of democracy and the-ability
to participate in pblitical life to a large extent can be
attributedvto educational conditions in Egth. The limited
extent of educational provision, the defects within the
system and the high level of illiteracy were important

factors in preventing the development of democracy and

political awareness.

1). J. Szyliowicz, Education and Modernization,p.127,

© 2). A. Farag, Education in Egypt, p.131; H. El-Fiky,p.l76.




CHAPTER FIVE.

THE DEVELOPMENT OF POLITICAL AND DEMOCRATIC LIFE
SINCE THE 1952 REVOLUTION AND -THE DEMOCRATIC
‘ SOCIALIST ATTITUDE.

The period which preceded the Revolution was dis-
tinguishéd by the growth of thedretical conCepté of democ-~
raéy, The existence of a dictatofship; conflict among the
political parties, and the domination of political 1life
by éapitalism-and feudalism, however, preventéd the imple-
mentation of democratic practices. Furthermore, in addi-
tion to the cultural and social deterioration which had
taken place Egypt was not in a position to achieve its
independence.

As a result of this situation a group of free officers
in the army under the leadership of Gamal Abdel-Nasser
instigated the 1952 Revolution. Thus the 23rd of July
Revolution began within the army as an exPréssion of the
will of the people. Nevertheless partly because of his-
torical factors the response to the Revolution was dis-

organized. Gamal Abdel-Nasser, in his book The Philo-

sophy of the Revolution,describes this in more colourful

terms by saying:

Prior to that date (July 23rd) I imagined that the whole
nation was on tip-toes and prepared for action, that it
awaited the advance of the vanguard and the storming of the
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outside walls for it to pour down in a solid- phalanx

marchlng falthfully to the g;edt goal,,,Endless crowds

showed up, but how different is’ the reality from ‘the

vision! The multltudes that arrlved were dlspersed

followers and contrasted remnants.. We needed discipline

but found. chaos behind our llnes We needed unity but

found dlssen51ons, We needed action but found nothing

but’ surrender and idleness. It was from this source and

no other the Revolution derived its motto. (1)

The new revolutionary regime was faced with a number
of serious problems including underdevelopment. Further-
more, the new leadership was hinderéd in the implementa-
tion of its aims by the political inexperience of the
‘masses.

The 23rd of July Revolution was an expression of
the people to rule themselves and to get rid ‘0of economic

and social retardation. 1In The Philosophy of the Revolution

Nasser comments "...the Revolution of July'23£d was the
realization of a hope that dangled before the eyes of the
people of Egypt since they began, in modern times, to
think of governingr themselves  and having the final word

w(2)

on their destiny. The problems of social and poli-

tical life were refle;ted in the aims of the Revolﬁtion
whichVWere embodied in six declared principles:
1. Getting rid of imperialism;
2. Gétting rid of feudalism.
3. Getting rid of the domination of capitalism,
4. The establishment of social justice.
5. The establishment of a strong army.

6. -The establishment of a sound democratic life.

Although the establishment of a sound democratic life

1). The motto referred to was "Unlty, Dlsc1pllne and wOrk", Gamal
,Abdel—Nasser The Philosophy of the Revolution, Dar Matabeh
El-Shahb, Calro l966,pp 19-20.

2). Ibid., p.,17.
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was the last princible in the deciaféa'list, this does
not mean that théiRevolutidn regarded it as less import-
ant than the other principles. The principles, however,
reflected the fact that society had suffered socially
and economically leading to a deterioration of democratic
life during the preceding years. Thus, in effect, the six
principles attempted to fuse both political and social
democracy. This philosophy has been crystallized in the
democratic socialist attitude as the ideology of the
society.

The first step in the Revolution was the dismissal: of
King Farouk on 26th of July 1952. This was followed on
18th of June 1353 with a declaration introducing a repub-
lican system of government to replace the monarchy(l). The
Revolution now turned its attention to achieving the
country's independence and on 19th of October 1954 issued
an agreement of evacuation. This involved the evacuation
of British forces from Egypt within 20 months and also
cancelled the 1936 treaty. ByAl7th of June 1956, the

evacuation of the British forces from Egypt was completed(z).

The Development of Political and Democratic Life.

Since the 1952 Revolution, democratic and political life
in Egypt has passed through many stages. The starting
point was the Liberation Rally which inaugurated a one

political party system, and which ended by the adoption of

1).Y.El.Gamal, Constitutional System in ARE, pp.l06-107

2).A. Moustafa, Egyptian British Relationship (1936-1956),p,129,180.
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a multi--party sYstem as a means of practisihg sound democ-
racy. At first the nature of the revolutionary action had
necessitated the adoption of the one party state to achieve
the necessaﬁy radical changes in society. Unity and con-
solidatién were essential and it was felt that a one
party,systém was the most practical way of achieving these
objectives.

Although the one party system had disadvantages, never-
theless, it réflected the nature of society and its poli-
tical immaturity. At that time the life-style of Egyptian
society was not conducive to practise democracy through a
multi-party sYstem;v The experience of political parties
before the Revolution revealed that participation in poli-
tical life was dominated by a minority of feudalistic and
capitalistic interest. Pclitical parties did not achieve
their political aims and were beset by internal dissension.
The economic structure was also dominated by capitalist and
feudalist interest and large éreas 0of the fertile land were
held by a small number of individﬁals. The government had
failed to develop natural resources and industry, and
social and economic pfobiems had been negiécted. Moré—
over, due to the low cultural level of the majority of
Egyptians at the beginﬁing of the Revolution it was not
possible to introduce a system of democracy based on a
multiplicity of political parties. Conseqﬁently a deci-
sion was taken to adopt a one party system during the first

yvears of the Revolution.



The leeratlon Rally and The Natlonal Union.

The first year follow1ng the Revolutlon witnessed
the abblition of existing political parties. On the 18th
of January 1953, the Revolutionary Command Council‘issued
an edict dissolving the previous political parties.
Articles 2 and 6 of the edict prevented the members of
the dissolved political parties from participation in any
political activity and from forming new poliﬁicaliparties,
The_political parties were replaced by the Liberation'Rally
which was formed on 23rd of January 1953 and which con-
tinued until the 2nd of December 1957. The aim of the
LiberationRally, as stated in its charter, was to realize
the essential interests of the people and the fundamental
political and social freedoms for c1tlzens( )

Essentially, the Liberation Rally was the only poli-
tical organization permitted. It was considered the first
expression of the shift from the revolutionary action in-
side the army to popular participation in political life.
Although the Liberation Rally adopted the motto, "We are
all members in the Liberation Rally"(z), the nature of its
political'procedures, the abbiiehing of the peliﬁical par-
ties and the invoking of the emergency laws, however, pre-
vented many sections of the population from participating
in political activity.

Although it can be argued that the nature of the

tasks facing the revolutionary government required state

domination, nevertheless this affected political life.

l),‘Documents of Political and Parliamentary Life in Egypt(l952 1976),
in Al-Abram, Democracy in Egypt:Quarter Century,p 92-Hereafter
'referred to as 'Documents(l952 1976)'

2). El= Sald Yassen ‘The Revolution and Social Change: Quarter Century
After July 23xrd,1952,Centre of Strategic and Polltlcal Studies. of
Al-Ahram, Cairo, 1977, p. 51 (in Arabic).
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The abolishing of political‘parties.was followed by a
limited period of three years ofAtranszrmatidn which

began from 13th January 1953. A constitutional declara-
tién was issued on lOth of February 1953 which explained
the system of rule which would be adopted during the period

of transformation. (%)

Under this system, the authority
of the state was.cohcentrated in the hands of the Revolu-
"tionary Command Council and a Minister's Council. The
Minister's Council was responsible for the legislative
and executive authorities and the Revolutionary Command
Council was concerned with overall policy and implement-
ing rules to protect the Revolution.

The purpose of this period of transformation was to
create conditions which would facilitate the introduction
of a democratic society. The constitutional declaration
had justified the system on the grounds that it was neces-
sary "to realize settlement and production and to be able
to set up a democratic constitﬁtional rulé".(2) More-
over, articles 1 and 3 of the declaration asserted that
the people was the source of éll authority and protected
freedom of opinion_ana other pérsonalbfreeddms.

It is clear that this declaration was imposed
through the needs to secure a settlement between con-
flicting economic, social and political interest. Al-
though.the purpose of thé Settlement was to prepare for

the establishment of a sound democracy, it resulted in

limited participation in political life. The limitations

1) .'Documents (1952-1976)"', pp.91-92

2) .'Documents (1952-1976) ', p.91
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on participation in pOlitical lifé-Wérg berﬁéég“éeéépt—
able during the period of transformation. 4H6weéef, if was
expected that the;boiitical system would be adopted to
realizing'democratic aspiration, and providing the oppor-
tunities for participation in political life. Unfortu-
nately, the Revolution was not able. to establish a sound
democracy for mbre than twenty-five years whén-a system
of political parties was adopted. V

At the end of the period of transformation’), the Con-
stitution of 1956 was issued which replacéd'the Libera-
tion Rally by the National Union. Article 192 of the
Constitution stéted that the citizens shOuldwform a
National Union to work to realize the aimé»for which the
Revolution arose and to urge efforts to build the nation
in a right way politically, socially and economically.
The National Union will undertake the process of nomina-
tion to the National Assembly (Parliament). The way of
forming the National Union will be determined‘by a

(1)

decision of the President,
By law the National Union included all people.(z).
The pﬁrposesvdf the National Union were to realize a
democratic socialist society through improving political,
social and economic life and plahning the overall policy
of the country. Furthermore, the National Union was
required to assess wrong practices and to request their

correction, to determine good practices and seek their

implementation, and to establish procedures for the

1). 'Documents (1952-1976)',p.93,

2). 'Documents (1952-1976)',p.95.
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introduction of a sound demodratic'life,

in séiﬁe'of the fact that the National Union was
working to'achieve the aims of the Revolution and to
initiate a sound aemocratic system, however, the Union's
policy had defects. Although it was the only political
party, the éffectiveness of the National Union was limited
by the executive authority of the President, and the
legislétive authority of Parliament was lTimited by the
National Uﬁion. The President was the head of the execu-
tive authority and he determined the fqrm of the National
Union. Although the National Assembly (the Parliament)
was an elected body, the proposals for nomination for
the National Assembly had to be aprnroved by the National
Union. Thus, whilst to some extent there was an inbuilt
system of checks and balances, overall executive author-
ity rested with the President, and the National Union
exercised restrictive powers over the National Assembly.

Whilst the purpose of the National Union's domination
over the National Assembly was to exclude anti-Revolu-
tionary elements, reactionaries, feudalism and capital-
ism, in fact these eleméntS'tainted both the National
Union and the National Assembly. Furthermore, from the
start the National Union was also hindered by the nature
of the revolution which did not represent varying view-
points. Clearly, the one political party system could
be justified by the circumstances, but it was incapable

of encompassing all attitudes. Consequently it became
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increasingly apparentrthat a multi-party system was neces-
sary.

In 1959 Nasser attributed the reasons which hindered
the National Union from achieving its aims, to two fac-

(1)

tors; Eirst, the Revolution, faced with the necessity
.of social change, was unable to establish guidelines and

a programme for revolutionary action which had the support
of different interests. Secondly, the Revolutionary
thinkidg'ohich looked forward to national unity mistakenly
believed that the feudalist and capitalist classes would
acceét national unity based on populist powers.

During 1961 and 1962(2) Nasser declared;in his for-
mal communiques that reactionaries had infiltrated into
the National Union and dominated the principal offices
resulting in the corruption of the National Union.
Accordingly, it was necessary to reform the National
Union to be a revolutionary instrument for the patriotic
masses only. Nasser also announced the formation of a new
political orgaﬁization with a membership restricted to

(3)

workers ' farmers, educated people, traders, owners
whose propertles had not been freed from exp101tatlon, and
military personnel. The new political organization which
replaced the National Union was called the Arab Socialist
Union (ASU.). It was based on broad representation and

it gave the people practising control over the affairs of

the state. !

1) .Gamal Abdel—Nasser, Democracy, Dar El.Kawomia, Cairo, n.d.,pp.97-98.

2).P.J.Vatikiotis, 'Some Political Consequences of the 1952 Revol-
ution in Egypt', in P.M.Holt (ed.) Political and Social Change ‘in
Modern .Egypt; p.376; G.Nasser, Democracy,p 62; E.El.Dawla,
‘Parllamentary System, p.187 ’

3)-Not just labourers but anyone who works for his living.
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The Arab Socialist Union (ASU.).

The Arab Socialist Union became the only political
party permitted. The features and aims of the ASU were
defined by a law issued on 18th December,1962. According
to this law and the Constitution of 1964, the ASU became
the highest authority in the state and represented all
woi:king»,people° The authority of the ASU was based on
the effective control of national programmes to promul-
gate democratic socialist attitudes.

Tﬁe law instituting the ASU states that it was estab-
lished "to be the socialist pioneer which leads the
people, to express their will, and to direct national
work and perform the effective observation on its action on
sound lines". The ASU also worked for "the realization
of the sound democracy...and social revolution which is

(1)

considered the revolution of the working people". More-

over, the law defined the participatory membership of the
ASU in such a way as to include all the different classes
of people except the exploiting class of capitalists. and
feudalists.

The structure of the ASU was based on the local unit
in the village, factory or city.(z) The gonference of
each local unit which included all the membership of the
ASU then elected an executive committee. Then at the
regional level there was a governorate conference which

consisted of the members of the executive committees

elected from basic units. The governorate's conference

1). 'Documents (1952-1976) ', pp.97-98.

2) . G.Nasser, Democracy, pp.l00-101.
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also elected an executive committee, The members of the

executive committees of the governorates were then eligible

for election to the higher executive committee of the ASU

by the general conference which consisted of all the

executive committees.

Figure (3)

The Structure of the ‘ASU,

The Higher Executive Committee

‘General Conference
(Executive Committees
of Governorates.)

Governorate Conference
(Executive Committees of Units)

Unit Cdnference
(Local Units)

The Constitution of 1964 made the ASU the highest

. authority in the State. The ASU observed and directed

all the authorities of the State. Article 3 of the 1964

Constitution stated that "Working people...make up the

ASU, as the power representative of the people, driver
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of the Revolution's potentialities, and protector of sound

(1) In the 1ight of this article, the

democratic yaiues"
ASU possséSééd, és power driver of the Revolution's poten-
tial, the right to direct authorities and to urge them to
realize thé aims of the Revolution. Moreover, the ASU, as
the protector of sound democratic values, had the right
to iépfimand any authority when it deviated from demo-
cratic attitudes, )

 A£ti§ie 12 of the Constitution of 1964 reinforced ‘the
authority of the ASU, as a representative of the people,
in its direction of the different institutions of the State.
fhis_articie ésserted that "The people control all means
of production...to increase the wealth and continuously to

(2)

raise the standard of living", Similarly, Article
13 confirmed the éower of the ASU over the responsible
sectors of development inside the society, whether the
public sector or the private sector.

The functions of the ASU were not only limited to
the direction and monitoring of all authorities and
institutions inside the state. The ASU also had an impor-
téﬁt reiationship torlegisiative authority and the pfo—
fessional organisations. These organisations were
required to carry out the pblicy of the ASU. The law
stated, "The ASU, which is the popular authority, per-

forms the leading and orientating action drawn from the

people, while the National Assembly and professional
(3)

°

syndicates carry out the policy drawn up by the ASU"

1).U.A.R., Ministry of Culture and National Guidance, The Constitution,
March 25,1964, Information Department, Cairo,

2) .Ibid.

'3 ). 'Documents (1952-1976)',p.98.
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Ciearly,popular support wasraSSﬁ;ed for the A.S.U. Aé the
only political orgénisatiou,’it'absgrbed the populiar and
professional organizations whibh'adheréd~to its policy.

Although the A.S5.U. represénted the authority of
people, its functions could conflict with those of the
National Assembly which also represented the authority
of people. 'Whilst the A.S.U. had no rights to legislate,
the National Assembly was required to carry out the policy
of tﬁe A.,S5.U. This situation restricted the freedom of
National AsSehbly in legislation. Although the membership
of the A.S.U. was a necessary precondition of membership
of the National Assembly; it was still possible for dis-
agreement to arise between the A.S.U. and fhe National
Assembly. Furthermore, the requirement for professional
syndicates to follow the A.S.U. policies led to a con-
flict of interest within the syndicates.

The A.S.U., in this way, was similar to the National
Union in being the only political party which was allowed
to determine democratic socialist attitudes and orientate
national work. The A.S.U. differed from the National
Union in that the former representedvthé people in-a
broad way often excluding the exploiting classes. Whilst
the A.S.U. limited the percentage of workers and farmers
to 50% in‘all its units,(l) Athis limiting percentage was
not present in the National Union. Moreover, the A.S.U.
had assured, in large measure, the domination of the people

and their monitoring of the state's authority, while the

1).P.Vatikiotis, 'Some Political C_énsequence‘S‘ . p.377.
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power of the National Union was chfined to tracing errors . .

and tryinqvto3:eﬁedy them.
In genefal, the A.S.U. represented the will of the
people and took active steps to monitor and orientate
the authority of the state. This was one of the most
important aspects in the changing practice of political
life cohferring the right of sovereignty on the people.
Political particiﬁation of the people was guarantéea by
the supplémentary lawS of the 1971 Constitution. 4Law'74
-stated that "the ASU...gives the widest range for free
W (1)

discussion inside its formations... . However, the

law could not be completely effective except thfough a
mgltipli;ity of pélitical parties which provided oppor-
tunities for the emergence of opposing points of view and
constructive diséussion,

The result of this situation was that a number of
people were deprived of the obportunity of participating
in effective political discussion for three reasons:
First, because the ASU was the ohly political party it
became the apparatus of authority inside the state and
controlled state policy. Thus, the ASU.becéme,the policy
making body>of the state father’than fulfilling its
brief of guiding authority and observing its actions.

The ASU also became intolerant of opposition and of the
other points of view. Moustafa Khalil, one of the poli-

tical leaders, argued that "the ASU did not permit the

expression of opposition inside it. Moreover its internal

1) . 'The -Permanent Constitution and Basic Laws', p.l04.
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elections were of 4 undemocratlc form and thelr results
were an expression of the 1nterests of the leadeérs of thei
,(l) Secondly the 1héffect1vénéss of the oppo-
sition within the ASU to its aufhority meant that many
of its decisions represented the desire of the leader-
ship rather than the desire of the people. Eventually
this led to the appearance of the Centres'of Powers
within the ASU which attempted to control policy.— Thus,
there was a gap between the leaders of the ASU and its
membership. Thirdly, in political life, in spite of the
fact that the membership of the ASU was theoretically
voluntary in reality it was obligatory. Any citizen who
had the desire to participate in political and social
activity had to be a mémber of the ASU and adhere to its
policy. For example, a law issued by the National
Assembly in 1963 statéd that only persons who were mem-
bers of the ASU and-whose membership had been approved 
for at least one year had the right to be nominated to:
the membership of thé National Assembly. Similarly, a
precondition of taking a leading role in professional
syndiéates waé‘memberShip of the ASU. Furthermore, law
59 of 1964 required that anyone who was appointed a
sheriff or Shelkh had to be a member of the asu, (%)

Clearly, these defects limited real participation in

political life. Such participation is distinguished by
the effectiveness and the ability to involve the largest

number of citizens. Participation necessitates the

1) .Moustafa Khalil, 'ASU and Political parties' in Al-Ahram,
Democracy in Egypt Quarter Century, p.61l.

2) .Gamal El.Hetafy, 'ASU a Polltlcal Power' Quoted by E.El-Dawla,
Parllamentary System, pp.198-199. : -
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existence of continual contact between the people and their
leaders. People should be able to participate in deci-
sion-making and directing the policy of the state. The
decision-making process must also includé opportunities
for the expression of the opposing views and the accep-
tance of criticism. This was not to be found in the ASU.
Quantitatively,to a large extent, the idea of parti-
cipation was present in political life. During tﬂe pexr-
iod"between 1964 to 1971 the ASU included about one-
seveﬁth of the Egyptian people. The membership was more
than four and a half million as compared with a popula-
tion of 31 and a half million in 1968. The membership
also included a_great percentage of young people within

the 18-21 age range.(l)

These numbers reflected the

fact that the people had the"désire to participate in
political life and apparently the ASU had realized its
aim in including a great percentage of the people regard-
less of these points of view.

However, not‘all of these members were active within
the ASU. Thus, the effectivenesé of the ASU, as a means
of securing‘partiéipétion in édiitical life, was much
less than indicated by the figures. No doubt, the pas-
sivity of some of the members was due to the intolerance
of the opposition within the ASU. However, it is clear
that many citizens joined the ASU to exercise their
rights of participating in political life in a positive

way.

1). Yassen, The Revolution and Social Change, p.52;CAPMS,
Statistical Yearbook, p.8.
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The extent of participation in political life,is
also reflected_in the number of peopie voting in elec-
tions. The nuﬁﬁer of_péqpie who had the right to vote
were apprOximatély five and a half millions in 1957, By
1976 this had increased to approximately nine and a half
m-illionlcitizen:‘s° However, only approximately four
million citizens or 40 per cent of those eligible to vote

(1)

took part in elections. This indicates a low level
of political participation and an absence of political
awareness on the patt of many people.

A further indiéation of the low level of political
participation is seen in the numbers nominated for
Natiéhal Assembly. In 1957, 2508 citizens were nominated
decreasing to 1698 in 1964 and then to 870 in 1969. This
can be explained by the fact that there we?e certain
restrictions which made some people ineligible for nomin-
ation to membership of the National Assembly. Following
the issue of the Constitution of 1971 which abolished
these restfictions the number of nominations for the
Nationél'Aséembly increased from 1522 citiZens in 1971
to 1660 in i976.(2) The latter figures was also clearly
influencedvby the abolishing of the membership condition
which was issued in’l975.&3)

In spite of the weakness of fhe ASU, the one party
political system represénted an important stage in the

development of political life in Egypt. It became clear,

however, that the extension of democracy and the one

1). Yassen, The Revolution and Social Change,p.5€.

2). 1Ibid.,p.56

3). E.El-Dawla, Parliamentary System, p.226.
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political party system were incompatible. COnsequently,
attempts were made to re?lace the ASU by a multiplicity

of political parties.

The_Emergence of‘Politicaerartiésa

Politidal parties represent the most important aspect
of democracy in the machinery of government. The |
function of ﬁplitical parties in a democratic nation is
.to_orientateiand‘drgaﬁize the struggle for the wielding
of the author_ity° Political partiés are the means through
‘which fhe populace;can,exercise cheoice and participate in
democratic prdces_s°

The demodratic significance of political pértieé
is that a pafty cannot achieVé,perr unless-it secures the
support of the largest number of voters'in an election in
comparison with other parties. Mgreover, by regulating
the conflict which arises from the competition for autho-
rity, political parties embody the democratic' atmosphere,
In multifparty régimes the electorate chooses between
several candidatés,_each of whom is nominated by a party.
A party can be conSidéred as Qfgqniséd opiniOn and as
such, it>c1arifies issues for, and canalizes the views
of, the electors. Where there is a number bf parties,
opposing views can be expressed and represented, the
opposition constraining to some extent the actions of the
majority party and helping to ensure that the govern-
ment pursues policies consistent with the welfare of the

people.
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The political parﬁy“systém plays an'impoftaht*parf
in the political 1life 6f hations such as Britain and U:S.
The democratic function‘dffthese parties is to enable
citizens‘to become invoiVed in the political activity of
the society° Political parties represent different in-
sights into the problems of society and attempt to influ-
ence the éolution5~proposed by government. Consequently,
_opposiﬁion parties in a démocratic system provide a means
for the.é#pressign of different attitudes to political
life. They bring the other points of view within society
to the attention Qf‘theigOVérnment. In contrast, a one
poliﬁical\party system can lead to‘thé,neglectjof'oﬁhér
view péints within a society. FUrthérmOfe, the function
of the party may be merely confined to endorsing the
authority and policies of the party leaders. This could
result in political apathy.

These negative aspects of the one party system
appeared in the ASU which failed to promote democracy and
participatibn in political life. Consequently, the state
began to look towards the introductipn of a‘multi—party
system. At first a"Multiplicity of Fofums" was estab-
lished which later became the basis of the subseguent poli-
tical parties. In August, 1974, a paper was issﬁed on
the future development of the ASU. The paper outlined
proposals to provide opportunities for the expression
of different opinions within the ASU. On the 23rd of

July,1975 the general conference of the ASU established
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three Forums inside,the ASU namelywu

1 - Egypt s Arab SOClallSL Organization which
represented the Centre

2 - The Liberal Socialist Organization, which
represented the nght

3 ~ The Collective Progressive Unitery National
Organization which represented the Left.

Each organization has the right to express its opin-
ion, within the framework of the ASU and in compliance
with the three basic principless the necessity of the
socialist solution; social peece, and national unity.
Whilst this development was- an initial'step towards the
formation of political parties and the termination of
ASU it could hardly be described as a multi-party system.

In 1976 the People's Assembly (Parliaﬁent) decidéd
to transform the three forums into political parties and
to abolish the ASU. Furthermore, the parties were. to
have the right to direct their‘activities in accordance
with the constitution and within the neceesity of the
socialist solution, social peace and national unity.(l)
In the same year the law of political parties was issued
which enshrined this new ettitude to democracy by giving
Egyptians the right to form political parties and to affil-

iate to any political party.(z)

This law allowed the
parties to participate in government and to put forward
programmes for the development of society. However, the

political parties were required by the law to adhere to

principals of national unity, social peace, and the

1). 'Corrective Revolution After Nine Years',,AlJAhram;Cairo;May,13,
1980. '

2y, 'Documentsﬂ(l952e1976){,p,106; Arab Republic of Egypt, Ministry of
Information, Public Information Department, Political System
in the Arab Republic of Egypt, Cairo, 1984, p.35 (in Arabic)
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furthering of democratic socialist attitudes.
Accordingly, Article 5 of the Cbnstitution of 1971
was amended to comply with the termination of the ASU
and the establishment of political parties. Article 5
stated : "The political system of the Arab Republic of
Egypt is a multi-party one, within the framework of the
basic elements and principles of the Egyptian society as

stipulated in the Constitution".(l)

The most important
principles of the constitution required the maintenance
of the democratic socialist state with the aims of
realizing justice and narrowing the gap between the clas-
ses, Consequently,‘the political parties in Egypt were
required to function within the state policy and its aims
of realizing a democratic socialist society. This did
not prevent; however, the emergence of the varying opin-
ions within the parties on how & democratic socialist
society might be achieved.

Four parties were established. First, the National
Democratic Party which represented the Centre and was
initially called the Egyptian Arab Socialist Party.
Secondly, there was the éolléétivé Ptogressive Unitary
National Party which represented the Left. Thirdly,
there was the Liberal Socialist Party which represented
the Right. Fourthly, there was the Labour Party.

The intention of the state was to work towards the
establishment of the democratic socialist attitude through

the involvement of both the private and public sectors in

1). Ministry of Information, Permanent Constitution.
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the field of social and economic developmént, The. public
sector was completely owhéd and superviéeﬁ by the state.
However, the private sector depended on the provision of
capital from private indiviauals under the supervision
of the state in ordexr to prevent exploitation. The left
party advocated greater state intention in the field of
economic and social development . The right wanted more
encouragemént to individuals énd private capitaln' The
middlé party_argued for a balance between the two sectors,
tﬁe private and the public. Nevertheless, all of the
pafties were cémmitted to achieving a démocfatic social=-
ist society. |
Whiiét the'establishment of the politiCél parties
in Egypt was a significant step in the direction of demo-
cracy, nevertheless, there were limitations and restric-
tions on the activities of parties and their participation
in political life;(l) The law of parties imposed res-
trictions on the freedom to form parties.  Moreover,
traditionally the execufiVe authority had aiwayg exer-
cised .a strong power anﬁ'this tended to diminish the
effectiveness of opposingwpafties in criticising and
inﬁluencing government policies. Furthermore, ministerial
responsibility in the People's Assémbly was divided into
. two divisions; one was subject to the principle of res-
 ponsibility whilst the other was not. Consequently, it
was difficult to define the responsibiligyvof the ministry .

and this hindered the opposition in fulfilling the function

1) .Al-ahram, Cairo, July 18,1983; Tarek El-Beshry, 'The Revolution
of 1952' in Al-Ahram, Democracy .in Egypt:Quarter Century,p.22;
.Ali EI-Deen Helall, 'The Problem of Democracy in Egypt',in
Al-phram, Democracy in Egypt, p.67-68.
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of monitdring_goveynméht.pélicy,‘—

’ﬁééenkly,»tWo oﬁﬁer parties were in the process of
being estab}iShed.dufing 1983 and will clearly have an
impact on democratic life in Egypt. In particular the
re»conétituted Wafd Party (origihally set up before 1952)
is likely to provide a more effective opposition to the
ruling National Democratic Party. Historically the
former Wafd Party had strong association with achieving
the ihdependence of Egypt and the moveément towards a
sgcufe democratic state. Its current policies(l) are
securing the narrowing gap of classes; encouraging_
development of national capitalism; opposing exhaustive
intervention of the state in the econoniic deﬁelopment;
and encouraging the development of democraticpractiCes.

Thus, the Wafd Party appears to support both the
socialist democratic attitude and the important contri-
bution that can be made by the private sector and
individual initiative. - If the Wafd party can enlist
successfully the support of other opposite parties it is
likely to compete successfully with the National Demo-
cratic Party. Conéquently, the National Party will
feel the need to take into account wider political
viewpoinﬁs when it realizes that it could be defeated
in an election.

It is also likely that the other new party, the
Aumma farty, will have popﬁlar appeal. Fundamentally,
the party supports the principles of the 1952 Revolution

and these principles are popular with a large section of

1). El—Akhbar,'Cairo, 28 January, 1984,



the population especially among the farmers and workers
who havellimited inéoﬁes;

In recent years the inadequacies of the one party
system haVe bécome inéreasingly clear. Further, social
and economic and political development requires a multi-
polifical party system with each party putting forward
clear policies. 'As Ali Helall stated "What is reasonable
in a democratic life is to continue for a time deéling
with mottos and broad principles but the time will come
When the people asks every party to say what it has done
dbout thé problems of the society. In short, what is
needed is to have:plans, policies, and programmes and
offer them to the people",(l)

' Althou§h the historical background of political
parties began before the Revolution of 1952 the actual
experience of political parties in operation is a new one.
Given the social and economic problems it is:hardly
surprisihg that there have been some negative aspects to

the new experience,. Nevértheless, it represents growing
matufity in the development of democratic life in Egypt.
Furthermore,the adoption of the multi-party system is
likely to'cbntribute to the realization of political,
social_and economic progress although this takes some

time.

Constitutionql Life.

The emergence of political parties in Egypt was one

1). ali Ei—Deeri Heiall, 'The Future of Parties in Egypt', Ros El-
Yousef, December 5th,1983, pp.44-45. (in Arabic.)
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of the important aspects in the develophent of political
and democratic life. Moreover, the intrdduction of the
constitutional system Qas also another significantldevel—
opment. From the beginning of the Revolution the aim of
constitutional reform was to provide a framework for
achieving democratic life. Initially the constitutional
system failed to achieve this objective due to the con-~
tradiction Qf the one political party state and the nature
of democratic life.

The first constitution following the Revolution was
issued in January 1956 and set out many democratié'>
principles which were later subsumed im the Constitution
of 1964, A revised constitution was issued in 1971 and;,
apart from the abolishing of the ASU and the establish-
ment of political parties has remained in force today.

The constitutions have been mainly concerned with'empha-
sizing democratic principles . Both the Constitutions of
1956 an@ 1964 allocated legislative authority and over-
sight of the action of eXecﬁtive authority to the National

Assembly.(l)

The significant feature of the 1956 and
1971 Constitutions was that they were referred to the
pedple for approval.

The 1956 Constitution decdared Egypt to be a demo-
cratic country and sovereignty vested in the people. The
state guaranteed freedom, security, and equal opportunity

for all citizens. The national economy was to be organized

according to plans which ensured social justice and raising

1). 'Documents (1952-1976)' , p.93; A. El-Amri, Foundations of
Comparative Political Systems, p.309.

£
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the standard of livingoll)

The Constitution of 1964
expanded the concept of freedom of opihion and expression.
The article 35 stated that "Freedom of opinion and scien=-
tific research is guaranteed. Every individual has the
right to exXpress his opinion and to publicise it verbally
or in writing or by photography?(z)

The Constitutions of 1964 and 1971 extended the
right of'participation in political life to farme&s and
workers in legislative assemblies. The article 49 in the
1964 Constitution sﬁated that "at least one half of the
members of the Assembly must be workeérs and farmerS";(B)
This was reaffirmed in the article 87 of the 1971 Constit-
‘ution.(A) The 50 per ceht allocation to the farmers and
workers in the legislative authority was considered a
compensation for being previously denied the right of
rep;esentation in parliamentary life. Undoubtedly, this
encouraged some farmers and workers to become more in-
volved in politics and to develop political skills and
understanding. Nevertheless, there is a need to raise
the general cultural and social standard of these élasses
to enable them to participate fully in the political
process.

General election and the use of referenda are impor-
tant aspects of Egyptian democracy and have been empha-
sized in the conSEitutions. For example, the 1956 Con-

stitution stated that whilst the function of the National

Assembly was to nominate the President of the Républic

1) .8.H. El-Nassage, Egypt and Phenomenon of Revolution, Dar El-
Nahda El-Haditha, Cairo, 1969,p.207. (in Arabic).

2) ,UAR, The Constitution, March 25, 1964.

3) .Ibid. ' ‘

4) .Ministry of Information, Permanent Constitution, p.28.
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the nomination had éo be referred to fheﬂp90ple for a
plebiscite. It also stated that the President, after
consulting Parliament, could also call a referendum of
the peoplé on important matters affecting the supreme
interest of the cduntryo(l) In addition to confirming
these practices the Constitution of 1971 required that
any modification to the constitution must be referred
to the people for a plebiscite (article 189). A parallel
development took place in- the extension of franchise.
All citizens who reach the age of 18 have a right and
duty to vote. This includes women and the armed forces.
Democratic safeguards are also proVided in dﬁher
charters. For example, the National Charter also stated
that :
The freedom of an individual to shape his destiny, to défine
his pqsition in society, to express his opinion, and by means
of his thought and experience and hopes to take an active

part in leading and directing the evolution of his society
as an inalienable human right which must be protected by law.

(2)
In spite of the changes in the nature of Egyptian
Constitutions the aim of establishing a democratic soc-
iety was not fully realized. Poiitical'freedom, freedom
6f opinion, meeting, publidation or criticism were not
practised. The ruling leadership exploited their author-
ity in suppressing the freedom of opinion and opposition.

Furthermore, they adopted the practices of imprisonment,

internment and confiscation of property against those who

1). Y. El.Gamal, Contemporary Political Systems,p.141.

2). G.Nasser, National Charter, p.54,90
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criticized and opposed the policies of the 1eadershipo(l)
The October Paper of 1974 statéd that

Whereas the Revolution has accomplished so much in the field

of social freedom, we must honestly congedg'thatvpolitical

freedom has not run the c@urse‘peoplg wanted. Centres of
power and other bodies rather imposed their custody on masses

and several restrictions and measures ensued. (2)

These negative aspects prevented people from parti-
cipating in political life, in spite of the demoecratic
principles which were included in the cOnstitutiohs,

Whilst the subsequent constitutions included-many
democratic principles the one party system often prevented
them being put into practice. It seemed that the ASU
often failed to observe the democratic principles in the
constitutions and the ASU itself became the source and
expressionvof the authority in the state. Eventually,
this resulted in the emergence of the Centres of Power
within the ASU which tried to exploit the‘authority by
trying to restrict the freedom of citizens and by imposing
their will on the people. This position led to the rise
of the Corrective Revolution in 1971.

The Corrective Revolution paved the way for the
democratic principles of the 1952 Revolution to be re-
asserted. The most important steps taken by the Correc-
tive Revolution were the adoption of the system of poli-
tical parties and the abolition of the one party state.
The Corrective Revolution began wifh the eradication of

(3)

the Centres of Power and interment, Furthermore, it

issued Egypt's permanent Constitution in 1971 which included

1) .Universities Higher Counéil, Democratic Socialism, {eneral
Egyptian Unit for Books Caire, 1977,p.58. (in Arabic)

2) .M.Sadat, The October Paper, -pp.25-26.

'3) .Ministry of Infdrmétion, 15th May:Correction of the Path of the
Revolutionary Trend, Public Information Department,Cairo,1974,
‘p.1l4. (in Arabic) .
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many democratic principles.

The most important principles included in the 1971
Constitution was the sovereignity of law which.is con-
sidered the basis for setting up the demoCratic state.
Article 64 stated that "Sovereignty of law shall be the
basis of the rule in the State". 1In addition article 65
stated that "The State shall be subject to law". As the
practice of personal freedom and freedom of'opinién were
some of £he most important guarantees for democratic
practiéés, article 66 emphasized that "There shall be no
crime or penalty except by virtue of the law, ‘No' penalty
shall be ihflicted except by a judicial~3enten¢e;.."(l)
Moreover the constitution protected the freedom of indivi-
duals and assured that every citizen, even the most impec-
unious, had the right to defend himself and to refer
matters to judicature (articles 68 and 69).

Individual freedoms, freedom of opinion; and freedom
of the p;eés were assured by many of the articles of ‘the
Cbnstitutioh. Thése stated that all citizens were equal
before the law and that they all had equal civic rights
regardless of race, ethnic origin, language, religion or
Creéd. Freedom of expression of beliefs and opinion were
also guaranteed. Moreover, the Conétitution emphasized
the right to peaceable and unarmed private assembly and
the right to form societies and syndicates. (articles 40,
46, 67, 54 - 56).

The democratic principles enshrined in the 1971

1) .Ministry of Informaticn, Permanent Constitution.
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Constitution provided the basis of participation in poli-
tical life without the feeling of fear or threat. As
President Hosny Mubarak commented in a speech to the
Egyptian Parliament in November 1983,
"...democracy is the essential characteristie which influences
the national work and political participation. Guaranteeing
freedoms are important matters of general interest, and no
restriction on ideas or prevention of point of view or any
distinction between opponent oxr supporter can be permitted®. (1)
It would seem that the emphasis on democratic princi-
ples contained in the Constitution was contrary to the
existence of the one party state represented in the ASU.
However, the abolition of internment and the assurance of

‘the sovereiénity of law represented a significant step

in minimizing the authority of the ASU. The next step was

the gradual establishment of the political parties. In
1975 the state set up three forums to provide the oppor-
tunities for political groups and people to express their
opinion. This was followed in 1976 by setting up the
political parties. The adoptioﬁ of the political parties,
in effect, provided the means for the implementation of the
democratic. principles set out in 1971 Constitution.

In general, it seems clear that since_thevbeginning
of the Revolution of 1952, Egypt had tried to create a
democratic state. However, the one party system had
hindered democratic development and participation in
political life. The period of the end of seventies is
considered the beginning of a new appréach towards demo-

cracy through the political parties and the democratic

1). Al-Ahram, Cairo, 7 November,1983.
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principles of the 1971 Constitution.

Undoubtedly, the experiences through which Egypt
has gone has giVen it the ability to judge appropriate
democratic pracﬁices and to try to avoid practices which
hindered the development of democracy. 1In addition to the
need to create a political awareness and to develop the
ability to partiéipate in political life,,thiS‘is_one of
the most impo;tant factors in the emergence of a demo-

cratic state,f

The Democratic Socialist-Attitude.

'Frbm the_vefy beginning the Revolution of 1952
sought to establish a democratic socialist state. The
purposes of the Revolution were:-

First, to overthrow imperialism, feudaiiém and the

domination of capitalism over the system of govern-

ment.

Secondly, to establish social justice, a strong army
and a sound democracy.

The movement to social democracy was reinforced by con-
stitutions issued in 1956, 1964 and 1971 and in formal
charters such as the National Chdrter issued in-May 1962,
The Constitution of 1956 attempted to lay down the fouﬁ—
dation for the development of social and political demo-
cracy.(l) Social democracy was to be achieved through
social justice and promoting of the standard of living
of the majority through state control 6f the means of
.production. The National Charter alsoc stated that "Demo-
cracy is political freedom while socialism is social

freedom. The two cannot be separatéd,"(z)

1).Y. El.Gamal, Constitutional System in ARE, p.1l0.

2) .G. Nasser, National Charter, p.40.
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For the first time the 1964 Constitution used the
expression of "DemocratiC‘socialist" as a basis for the
nation's philosophy. The first article of that constitu-
tionAstated that "The United Arab Republic is a democratic
socialist State based on the alliance-of the working

(3)

powers of the people". Similarly, the first article of

the 1971 Constitﬁtion stated that "The Arab Republic of
Egypt is a democratic socialist state,,."(z)

Tt has already been argﬁeaithat the development of
the democratic life had been hindered due to the adoption
of the one political party. Experience of the one party
system suggested that true democracy could only be reali-
zed through the existance of several poiitical parties.
Consequently the one party system was abolished and re-
placed by a multi-party system.

On the other hand, however, a great deal of interest
was shown iﬁ the first years of the revolution in encour-
aging socialist attitudes. This was due to the revolution's
attempts to dominate the means of production through the
process of nationalization which was implemented after the
issue of the socialist laws of July 1961. ‘It was believed
that the aims of developing democratic practice and socia-
list attitudes through social justice and state control of
economic development were not at variance. In fact, how-
ever, state control through one party system proved detri-

mental to the development of democratic practice and

socialist attitudes. The adoption of the multi-party

1). U.A.R. The Constitution, March 25, 1964.

2). Ministry of Information, Permanent Constitution.
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system now provides Egypt with the Qpp§rtunity to realize
the democratic socialis£ state. Poiitical parties have
resulted in the minimizing Of the concentration of power
and the domination of the state over the means of pro-
duction, thus offering opportunities for private capital
investments to contribute to the development of the
soCiefy°

Since the end of 1960's several factors have slowed
the rate of'econémic deVelopment which had been achieved
‘during the early years of the revolution. These included
the newness of the socialist experience together with some
négative aspeéts of the style of planning and adminis-
tration, the wars with Israel, and the pOpulation eXplo—
sion. All this led to a re-evaluation of the democratic
socialist experience. The state now attemptéé to encou-
rage the privéte sector to contribute to economic develop-
ment., At the same time Egypt also had found a solution
to the hostilities with Israel through a peace treatyand
the re-possession of Egyptian territories.

Before 1952 one of the foremost factors which hin-
dered fhe devélopment of the>democratic life was economic
and social deterioration. Feudalists and capitalists domi-
nated the economic resources while the majority of the
séciety had a low economic and social standard. Egyptian
society was divided into three classes:(l)

First; there was a limited number of great landlords
and capitalists. This class dominated sociél, economic and

political life. Secondly; there was a middle class which

1. Réfhat El-Mahgoub, Socialist System in the United Aréb;RePﬁblic
First Edition, Dar El-Taleha, Beirut, 1967,p.17 (in Arabic).
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was limited in number and was unable to realize social
mobility. However, some members of the class contri-
buted to social reform. The third class consisted of a
large number of poof farmers and simple workers who had
limited inCofr;e° This class was characterised by a low
social standard.

This social system reflected the injustice in the
distributing of wealth and income and the exploitation by
the élaés of landlords and capiﬁalists of farmers and
workers; Indeed, there tended to be a.widening»in fhe gap
betWeen social classes. This is shown by the fact .that
the annual avefage income of 1.3 million poor families in
1950 was about L.E.26 whilst the annual average incbmevof
the family of great landlords, from the rents of their land
only, was about L.E.15 thousand.(l)

Statistics issued in Almossawar magazine in February

1952(2), in an article entitled "Half the population of
Egypt live the life of animals", indicated that four mil-
lion Egyptians had a per capita income which did not
exceed one pound per.month_aﬁd a further, five‘millions
received no more than two poﬁndé-per month. Though there
was an ihCrease in the average income in some years, gen-
erally the average income decreased from L.E. l4.2<3) in
year 1913 to L.E. 7.6 in year 1952, taking into account
the purchase values of the Egyptian pound.

Further evidence of the poor economic and social con-

dition of the majority and the increasing gap between the

1). Yassen, The Revolution and Social Change, pp.29-30,

2). Quoted by Ibid., pp.22-23; M.MeﬁWaly,‘.Historical Foundations of
Egyptian Capitalism and its development, General Egyptian Unit for
Books,Cdiro, 1974, p.256 (in Arabic).

3). £1 = L.E. 1.56 accérding to the price on 9th April, 1985



classes is found in the distxibution of agricultural land
at a time when the Egyptian economy depended on agricul-
ture. 1In 1952 the statistics indicated that about 35 per
cent of the total area of agricultural land was owned by
more than Z,GOO,QOO.with an average ownership of 0.8
feddan (l), In the meantime 20 per cent of the total area
of- agricultural 1and was owned by only 2,000 individuals
with an average ownership of 551 feddan. (%)

The significaﬁce of the maldistribution of the cul-
tivated land‘becomes clearer when it is considered that
more than 70 per cent of the population depended on agri-
culture. Moreover, the agricultural production constituted
the greater part of the national income. Between 1937
and 1949 the average value of the agricultural income
was 48 per cent of the national incoﬁe as compared with
8 per cent produced by industry.(3)

This meant‘that most farm workers had either a very
limited ownership or worked as farm employees. Without
doubt this was an uneconomic method of production in the
most important field of development. Moreover, the domin-
ation of the feudal system and the absence of a minimum
wage for agricultural workers provide a disincentive for
agricultural workers to improve their productivity.

The agricultural production was also inadequate in
meeting thé needs of the increasing population. Popu-

lation increased by 64.5 per cent from the beginning of

the 20th century to 1937 whilst in the same time the growth

1) . Feddan = 4200.8 sg.metres = 1.05 acres.

2) . Mahammed Roshdy, Economic Development in Egypt, Vol.2, Dar El-
Maharef, Cairo, 1972, p.181 (in Arabic).

3). S.El-Nassage, EgyEt, pp.160-161.
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of land in the cultivation only increesed by 3.8 pet
cent. Similarly in the year 1947 the pbpulatibn increase
was 99.5 per cent whilst the inerease in cultivated area
was only 13°3 per cent.cl)

The industrial sector also failed to expand ade-
quately and thus contributed to social and economic deteri-
oretion° In Egypt industrial growth was not planned and
tended to’respond to special circumstances such as the
first and sécond world wars. One of the studies ?) has in-
dicated that in spite of the increase in industrial pro-
duction between 1938 and 1952, this failed to meet the
edemands for employment and increasing consumption. ‘A
major problem facing the industrial sector was clearly a
lack of experience at all levels. All indUStries were
based on simple production technigues and. did not meet
the demands for increased productivity and the changing
requirements of the market.

Statistics show that in 1950 the industrial income
represented less than 10 per cent of the national in-
come.(3). In 1952 the industrial sector employed less
than 10 per cent of the work force. Moreover, the income
of 33 per cent of the total number of about 19527 in-
dustrial institutions did not‘exceed L.E.500 annually and
the production of 60 per cent of them did not exceed L.E.
1000 anﬁually. Furthermore, 75 per cent of these insti-

tutions did not employ more than ten workers. The

Egyptian industry Union addmitted that the period from

1) .M.Roshdy, Economic Development in Egypt, p.280,

2).Ibid., p-194, 301 -302. ‘

3) .Rached El-Barrawy, Economics of Arab World., Second Edltlon,
Maktabet El-Nahda El; Misria, Cairo, 1968, p.289. (in Arabic).
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1950 to 1952 was a period of crisis, (1)

- This economic and social position reflected the
fact that Egyptian society was-distihguished by its "low
standard of livigg for the majority of the people, the
gap having'widened socially and economically bétWeen the
class of landowners and capitalists and the majority of the
people. This waé due to the badﬂdistribution of‘land-
Qwﬁership énd the inébility of the industrial and agri-
cﬁitufal—sectOrs-to meet ﬁﬁe ihbréééing needs Of‘thé'popu—
vlaﬁion.

On the other hand, social and economic conditions
werevrelafed to the -democratic and political life. The
class of féudalisté_QOminated political life wielding
authority, while the.majority of-people were déprived-of
participation in political life. The feudalists and
capitalists exploited their own social and economic posi-
tion whilstvrestricting the political freedom of the poorer
classes. During the time in which the majority of the
people were distinguished by their poor social and economic
position the rich class could deceive these poor classes |
in the elections, attaining authority and realizing-their
own interests. This was intensified, as has been seen
from the previous chapter, by the inability of the educa-
tional»system to educate the poor classes, and to develop
political awareness and participation in political life.

This prevented the development of democratic practices.

1) .M. Metwaly, Historicai Foundations, pp.253-255
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Consequently, Egypfian society before 1952 was éharacn.
terized by two main aspects. First, economic and social
deterioration and undemocratic political life. Secondly,
a strong connection between economic and social life from
the one side, and the politicai life from the other side.
The philosophy of the state was affected by its economic

and social probiems, and it became clear that po}in
tical democracy could not be realized given the state of
the econémy and thé wide gaps between classes in society.
.This meant that the introducing of democratic practices
depended on raisihg social and ecdnomic standards, liber-
ating society from exploitation and domination by capita-
lists and feudalists.

A way forward could only be found by the elements
of Egyptian society joining together to solve the country's
economic, social and political problems. This neces-
sitated the adoption of the democratic socialist atti-
tude with the aim of solving economic and social problems
and realizing the social freedom to guarantee the safety
of the democratic practices -~ in other words fusing social
democracy and political democrécy. The National Charter
expressed this philosophy by saying:

Political democracy éannot be separated from social democracy.

"No citizen can be regarded as free to vote unless he is given
the following three guarantees:

1 - He shouldbe free from exploitation in all its forms.

2 - He should enjoy an equal opportunity to have a fair share
of the national wealth.

3 =~ His mind should be free from all anxiety to undermine

the security of his life in the future., (1)

1) . G. Nasser, National Charter,. p.50.
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Clearly, the democratic socialist attitude has emerged
in Egypt as a result of social and economic needs on the
one hand and the impact of these needs on democratic
life on the other hand.

Furthermore, the adoption of the democratic social-
ist attitudes referred to the belief that the traditional
democracy which assures economic freedom could not apply
in a society like Egypt where the majority of its-people
were characterized by social and economic backwardness.
This was due to the fact thaﬁ the principle of economic
freedom depends on the freedom of ownership, work, in-
dustry and commerce. The functions of the state are
limited to its defence from outside attack and keeping
peace inside and promoting justice among individuals
without interference in their economic activity except in

ways which would help these functions.(l)

However, the
principles of economic freedom cannot be applied in a
society like Egypt if they merely maintain position of
the poor class whilst benefiting the minority class of
feudalists and capitalists because they own the means of
production,

However, the principle of economic freedom has a
positive effect in the capitalist system since the majo-
rity of such societies are distinguished by their high
social and economic standards. These systems have realized

great progress in the field of industry and means of pro-

duction. The capitalist system becomes more effective

1) . T.Badawe, Foundations of Political Thought, Dar El-Nahda El-
Arabeia, Cairo, 1976, pp.l177-178. (in Arabic.)
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if the state cOntriEutes to the treatment of ééonémic

and social probléﬁs'éﬁd offers protection for workers from
exploitation and trying to raise the standard of limited
income.

Comparing this situation with a developing Country
such as Egypt it seems clear that economic progress cah=
ﬁot be achieved throﬁgh capitalism alone. Western capi-
talism emerged from.the industrial revolution and the
appearanCe of mddérn>ihventions and iﬁdustries. More-
oﬁer, the western countries had their own means. of pro-
duction and.scienfific renaissance. These factors led
to the appéarahce of capitalism and the development of
industrial economies; This condition was not present
in Egypt. Egyptién capitalism had a negligible effect on
economic and industrial develcpment. This was bccaube
of the lack of capital to establish effective industrial
projects or toiface the competition of western capitalism.

In the light of these considerations the adoption of
a capitalist system did not correspond with Egyptian cir-
cumstances in realizing economic development. In the

meanwhile the economic problems had increased. Moreover,

dependence on capitalism would have meant the continua-
tion of its domination over political life and the widen-
ing of social differences. Thus it was necessary to pro-
mote social improvement through state intervention in
economic development to achieve social justice and a

narrowing of the gap between classes.
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To realize these endé;;from itS”first-yearswfhe
revolution tried to establish state control over the
means of production and a re~distribution of wealth to the
working classes., It is remarkable that there is a rela-
tion between.socialism and economic déQélopment,_that is
to say that the distribution of national wealth on the
right bases requires economic progress in order to realize
the aim of socialism in raising the standard of living
for the WOrking classes.

In realizing the.socialist attitude in the light of
the prdblems of tﬁe society, the state,drew up the. follow-
ing means?(l)

1. Fixing a maximum for 1and ownershlp and re-
distributing the surplus among poor farmers

2. Creating a public sector to bear the respon-
sibility in the development plan and national-
izing the 1mportant pLOJects

3. Achieving state control on the special sector in
order to support the domination of the people
on the means of production.

4. The re-organization of the relations between work
and capital by limiting the hours of work, .fixing
a minimum for payments, offering the workers a
share in the profits and the admlnlstratlon of
their companles._

5. The re-distribution of the national income on
behalf of the classes with limited income by
imposing graduated taxation and the expansion of
free services. '

Accordingly, the state issued the first land reform

law in September 1952 which limited land ownership to

200 feddans as a maximum. The second land reform law

was issued in 1962 which reduced the maximum of land_

1) R. El-Mahgoub, Socialist Systém in UAR, pp.28;-29
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ownership to 100 feddans, to be further reduced to 50
feddans after a few years. The lanas taken were re-
distributed among the poor farmérs. Moreover, the laws
of land reform established the co-operative agricultural
societies which provided the farmers with the needs of
agriculture.

The laws of land reform resulted in an increase in
the number of landowners from 2,801,000 before the 1952
law to 3,211,000 iﬁ 1965. The percentaqé.of holdings
which were less than 5 feddans rose from 35.4 per cent to
46.6 per cent immediately after the issue of the first
law and then to 58.1 per cent in 1965. At the samé%ﬁime
the holdings which Were more than 200 feddans decreasea
from 19.7 per cent in 1952 to 5.9 per cent after the
issuing of the first law and were terminated aftcr iss-
uing the second law. Moreover, the number of land-
holdings of 50 feddans was reduced from 34.2 per cent in
1952 to 12.6 per cent in 1965, (1) |

The state aimed to increase the area of agricultural
land by reclaiming about 102{000 feddan in the period
betweén 1952-1960. This can be compared with the figure
of only approximately 50,000 feddan reclaimed between
1931 and 1952.(2) Laws of land reform were important
steps taken to phase out feudalism and to minimise its
social and political domination. Moreover, these laws led
to a re-distribution of wealth to the poorer classes and

narrowed the gaps between classes in society. The laws

1. s. El-Nassage, Egypt, pp.234-235; CAPMS, Statistical Yearbook,
pp.69~71 . :

2) . Quoted by M.Roshdy, Economic Development in Egypt, p.294 .
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also led to a rise in“the vaIue ahd effi¢iency of agri:-
cultural prodUCtiOQ thrbggh the establishmént of cé~operétive
societies which prdviéed féimers with modern means of |
cult,iya_t_i*dri°

The Socialist Laws of July 1961 were a further means
of promoting socialist attitudes. These laws gave the
public sector a'greater part to play in the development
process,and QVer the means of production. At the same
time, the ia@é'aléo.aimed'at reduciné the domination of
capitalists o§er the méans of production by abolishing
the special ownérship of banks, and big industrial and
commercial institutions. In general, these laws contri-
butea to a changé in the structure and functioning of the
economy with the state now controlling the greatest part
of the means of production.

For example, the law 117 in 1961 nationalized the
banking and 149 companies from different sectors of in-
dustry and electricity. Law 118 gave 50 per cent of the
ownership of 91 companies to the public sector. Other
laws were issued’in 1962 and 1963 extending the power of
the pubiic ‘sector to supervise cémpletely the policies

(1)

of companies; Moreover, the Socialist Laws included
legislation intended to extend the rights of.workers and
to raise their social and economic standard. A minimum
and a maximum for salorieés was introduced which reduced
the great differences in income. Workers were given a
share in the administration and profits of companies in
(2)

which they worked. Furthermore, working hours were

1) .M.Roshdy, Economic Development in Egypt,p.306

2) .M.Metwaly, Histdrical_Fouﬁdations, pp.300-301
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fixed by statute ahd Wkaers were protected from dis-
missal or‘exploitétiqn, N

To encourage economic ana socialvéevelopment the
public. sectbrraséumed the mgjor résponsibility in the
five yearrplan (lé60—-l965)° During the years 1963 and
1964 the public sector contributed 79.8 per cent of the
total industrialv‘production° The aim of the plan was to
increase the national income‘by”40 per cent at the end of
a five year péfida and Eo‘investLgEJ576;9 million ‘in the
economy. The plan achieved 95.9 per cent of the invest-
‘ment and thé ihcrease in national income at the end of
the plan amounted to 37.1 per cent at an annual rate of
7.4 per cent. Tﬁe growth of the national income was more
than the rate of increase in population, which was 2.8 per
cent during the yeérs of plan. This led to the increase

in the average income of the individual from L.E.52 in

(1)

1959-60 to L.E.59.8 in 1965-65.
In respect of industrial production an increase. of
23 per cent in the contribution of industrial income to
the napional income was achieved as compared with the
aim of 30 per cent. The aéricultural income of the
nafional income increased to_18 per cent as compared with
an~expected 26 per cent increase. The production of food
increased by a percentage more than than of the popu-

(2)

lation, Whilst the plan did not achieve all that
had been hoped for, the rise in the contribution of indus-

trial production to 23 per cent marked a significant

l.)‘;R. El—Méhgoub, Socialist Syétem in UAR, pp.58-59,65,85.

2) .Ali -EJ.-'Geretlyy, ‘Twenty Five Years:Anf Analytic Study on Economic
Policies in Egypt (1952-1972), General Egyptian Unit for Books fairo,
1977,p.19 - (in Arabic).
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change from the ;Q.éér cenidipAlQSOF
The succegs éf_thé plahHWasbnot confined to economic

development.but‘also‘included sécial aspects, whilst

wages increased from L.E.546°6‘million in the base year

(1959-60) to L.E.878.9 million by the end of the plan

which represented an increase of 60.8 per cent. The

size of the'wbrkforce increased from 6,006,000 in>1959~60

to 7,333,400 in 1964-65 which represented a 22.1 per cent

,zincréaSe. MoreéVét; thérpérceﬁtage increase in the indivi-

'duél léboUrér'é wageé rose to 46,7 per cent for agricul-

tﬁrél workers and 22.8 per cent for the industrial workers.

Furthermore, the state expanded the free service such as

educatioh and health with an increased expenditure of

L.E.54 million over the bacse year;(l)
Unfortunately, the relative success of the first

'five year plan was not maintained after 1965 until the

middle of the seventies. The subsequent seven year plan

aimed to invest L.E.3200 million with an annual rate of

L.E.457 million according to the current prices. The

plan failed to achieve this aim due to the economic

obstacles which Egypt encountered after i966. Annual

planning replaced long term planning and investment did

not increase noticeably between 1966 and 1974. It was

not until 1975 that investment reached 75 per cent of

the planned figures. In 1976 the investment aimed at was

L.E. 1075 million of which L.E.850 million was achieved. '?

Clearly, from the rise of the Revolution until the

1) . Quoted by R.ElAMaﬁgoub) Socialist System in UAR,pp.52-53; P.
Vatikiotis, 'Some Political Consequences', p.376.

2). A. El—Geretiy, Twenty Five Years, p.20,pp.22-23,253,
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middle éixties,Egypt enijed some measure of success
and progress in moving toWérds‘éstablishing socialist
attitudes. This W§s followed by a period during which
the development was hindered unﬁil'the middle of the
sevehties when rehéwed attempts emerged to push forward
~economic development. The progress which was achieved in
the first years can be explained by the enthusiasm of
the state in new found socialist attitudes and the nation-
alization of the main means of prbduction° The subse-
quent years until 1976, however, were beset with diffi—
culties arising from a rapid increase in the population,
‘the‘wars with Israel, and the style of national planning.
Statistics indicate that the populaiion in Egypt in
1897 was 9,669,000. The population increased to about
19 million in 1947 rising to more than 38 million in
1976(1), Thus the population had doubled during the first
50 years of the twentieth century and doubled again during
the subsequent 29 years. Recent statistics indicate that
- the population in 1983 was 45 million who occupy 4 per
cent of the topal area of Egypt. The present rate of
population growth amounts tor2!8 per cent annuaily and it
is expected that the population will be 70 million in the
year 2000'2) . Therefore any planning for social and
economic development must take into consideration the
annual increase of population.
For example, this increase in population caused an

increase in consumption by rates which were more than

l).CAPMS,.Stétisticél'Xearboo}gJ p.6,8.

2),A19Ah£am, Cairo, .7 vaembei 1983.
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expected. It rose by,46;9ﬁper cent in the first.five
year plan, whiiélﬁﬁe éxpected figure was 24.5 per cent
only,(l) In‘spite of ghé'Sucéééses achieved by the plan,
the unexpécte@ increaée-in consumption adversely affec-
ted the increase in national incéme° The increase in
Consumption was due to the fact that the plan assumed the
"rate of pppulatibn growth of 2.4 per cent, but in fact
the rate ﬁés 2,8 per cent annuélly during the years of
the‘plan, ' |

Moreover, between 1952 and 1976 the area of agri-
culturél land increased by 1O per cent_while the pépu—
laﬁion increased from 21,437,000.to 38,198,000. The
increase in population répresented 78.2 per cent. This
resulted in a reduction of the size of the average ‘land
ownership and the valué of agricultural production com-
pared with the size of the population. While Egypt suc-
ceeded in increasing the production of food to a higher
percentage than thé increase in population during the_
yeérs‘l960 to 1965, the'lattef was outstripped by the

(2) This

p;oduct;op oﬁ food in the following ten years;
led to aﬂ increase in grain imports which piaCed the
balance of payments under pressure.

The rapid increase in population was not the only
factor which hindered the plans of development. The wars
with Israel during the years 1967 to 1973 also had a

significant effect. Priority in expenditure was given to

defence and re-constitution of areas which were damaged

1) . R. El-Mahgoub, Socialist System ‘in UAR, p.55.

2). A. El-Geretly, Twenty Five Yeérs, pp.92-93; CAPMS, Statistical
Yearbook, p.8. : '
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during the wars. »El%EsSéwy and Nassar(l) argued that
between 1960 556 1962 5°S ber1ceht of the total national
income wasiépend on defence. This increased to 10 per
cent after the 1967 war then to 20 per cent in 1973.
From these figures it can be concluded that without the
1967 war, the Egyptian economy could have progressed
with the same success of the first five year plan and the
losses of wér will extend to 1985. Apart from lésses in
military equipment aﬁd weapons ‘and the economic value -of
losses in men, the rate of iosses in the Egyptian economy
‘afféfthe 1967 war was betWéén LE.20 and 24 million accor-
ding tb.l973 prices. These losses were equal to between
4‘and'5 times ‘the national incomé in 1975.
Mistakes also inevitably arose from the new experi-
ence of national planning which retarded economic develop-
ment. For example;(z) there was no strategy in whose
light the five yearly and annual plans can be prepared°
There was little movement towards the achieving economies
of scale through the‘specializafion of production. Further-
more, fhe appafatus for observing and supervising of
economic development lacked technical and administrative
experience. In spite of the successes that had been
realized during the sixties, these problems, together
with the lack of financial resources diminished the
effectiveness of the planniné apparatus. In view of the

decline in available resources, a formal report indicated

that the existing aims of prlans were no longer relevant.

1) .E. El-Essawy and M. Nasaar;'Egyptlan Economy and War' in Ismail
Sabry Abd. Alla (ed.),Egyptian Economy in Quarter Century (1952-
1977) ,General EgyptlanUnlt for Book&Calro, 1978, pp.127-156,

(1n Arabic.)

2).A. ‘El-Geretly, Twenty Fivé’Years, pp.196-201,
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For instance, the”éimg of_the crossing plan, drawn up in
1975,were no longer‘attainéﬁle°

Although the publié”sector was accorded the greatest
share of resources in the development processes, it
failed to achieve the anticipated successes and can be
compared to the experience of other nations such as the
Soviet Union and Italy6(l) This was due to political and
social problems and‘the'dominétion of the one pafty
system. In Egypt the appafa£ué'bf”£he,one party system
responsible for the‘apﬁlicafion of sociaiism-proved-a

bad example with a latgé number of people seeking to

(2)

exploit socialist prinCiples in their own interest
Propaganda was used to‘support state poliéies even where
£hey were wrong. Freedom of expression and oppositioﬁ
were liﬁité; although these were considered to be im-
portant elements in the development of Egyptian society.
Invesfigations into the losses of the public sector
began with a study conducted»by the People's Assembly on
ten ldss—making cémpanies in 1971-72. The study attri-
buted the causes of 1§ss to the newness of the public
séctof>ex§eriment aithough some of the causes were attri-
buted to mistakés‘of’plahners and ministers. A report
~of the Central Agency for Accountancy in 1968-69 revealed
that 240 cémpanies in the public sector realized totai
préfits of L.E.125 million while 79 companies did not
realize any profits. Though the public sector in 1973

had achieved profité equal to 11 per cent more than the

1) .Ibid., pp.204-206.

2) .Universities Higher Council, Democratic Socialism, p.59.
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previoUs»year, however, some units loSt,L;Ef42 million(l),

'MoreoVer, the private sécﬁor faiied to supéort.the
public sector in the deQelopment process., Although national-
izationnhad enabled the public sector to realize many of
its respbnsibilities, this resulted in a decline in the
private sector and in individual initiative thus weaken-
ing its ability to contribute to the prbcésses of develop-
ment. Furthermore, the.economic policies did not utilize
foreign capital and the international edonomy. In the
second half of the seventies this tended to lead to the
adoption of a more open economic policy with the world
and encouraging the private sector. However, the one
party system was terminated. These changes indicate
that the state was attempting to inter—réiate socialism,
democracy and economic freedom.,

The adeption of an'open economic policy was due to
the failure of the Egyptian economy to raise the rates
of savings and utilize foreign experiences. Although
the first years of ﬁhe Revolution and the period.of the
firSt~fiye yea;-plan had reali;ed a considerable success
in the growth of the Egyptian economy, it was the most
closed period to the world. Moreover; one of the most
important criticisms of the performances of the Egyptian
econoﬁy was failure to raise the domestic savings ratio

(2)

of economy. In 1959-60 the ratio of gross domestic
savings was 12.8 per cent of the cross domestic product

and it decreased to 11.6 per cent in 1962-63 then to

1).A. El—Geretiy, Twenty .Five Years, pp.206-207.

* 2) .Robert:Mabro, The Egyptian Economy (1952-1972), Clarendon Press,
Oxford, 1974, p+.181. i '
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(1)

10.6 per cent'in»lgég;VO :Itfséeﬁé’clear‘tﬁat the
natlonallzatlon processes had caused a decline in pri-
vate and 1nd1v1dua1 effort and the inability of. the
state to,mobilize individuel savings.

The aime'of‘the open economic policy were to attract
the Arab and foreign capital, to utilize foreign experi-
ences, and to import modern technological ideas. The new
policy alSO‘ihcluded~the reorganization of the public
sector endvthe iﬁtroduetiOn of the new style ofoedminis—
tration aﬁd methods or proagctiOn,_’MoreOVer, domination
of the state oﬁer the national economy was decreased and
encouragement was giveﬁ'to development and investment in
the private sector.

The open economic policy was implemented through
legislation introduced in 1974, 75 and 77.(2) The legis-
lation attempted to encourage an inflow of Arab and foreign
capital and to promote the development of the private
sector by encouraging private investment in ecohomic
projects and securing fhem-against nationalization. More-
over, the legislation ggaranteed tax free profits for
certain projects. Import restrictions were aleo relaxed.

Although the open economic policy had led to an
increase in produotion and employment, some studies(3),
however, have indicated that this policy will lead to an

over emphasis on the commerce and an increase in the

productioﬁ of the consumption goods. Furthermore, it is

1) .Bent Hansen,'Planning and Economic Growth in Egypt(l960—65)'_f in
P.J.vatikiotis (ed.), Egypt Since the Revolution,Frederick A. Praeger,
New York,1968,p.36. ,Quoted ‘by R.Mabro, The Egyptlan Economy,p 181,

2) .G.Abdel-Khalik, 'The Most Important Indlcatlons of Economic Opening'
in .I.Add-Alla (ed.) ,Egyptian Economy ,pp.367-369.

3). Ibld., Pp.363-402; G.A. Ameen 'Some Issues of Economic Opening in
Egypt',ln I.Abd.Alla(ed.) Egyptlan Econong,pp 403-433,
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argued that the Egyptian economy will-devélop élong the
lines of western dapitalism and incréaéing differences
between the income of individuals as a result of the
growth of private capital'in the hands of a few. More-
over, natioﬁal production will be replaced by foreign
iméerts and owne;ship;of firms.

In réspohsg,_hbwever, it can be argued that every
policy has pééitive and negative aspects. Although the
pdlicy of the public sector was successful eéspecially in
the first five years plan( defects appeared in the form
of the neglect of the priVéte sector and.individual
initiative. The édoption of thé open -policy and the en-
couragement of fhe private sector were attempts -to over-
come the defects in the éublic sector. An attempt has
been made to balance the deveiopment of both the public
and the private sector'and the open economic policy.

The criticism of the open policy can be met, for
examéle, by the restrictions on foreign exploitation,.
Furthermore, foreign competition is likely to be a strong
incentive to improve local préduction. This would seem
important at a time when Egypt needs to invest government
capital in the principal‘sector of production leaving
the production of consumption goods to individual efforts.
The fear of an increasing gap of an individual income can
bé overcome by an incomes policy. The-advantages in the
long run of the open economic policy are likely to be an

incfease in employment and a rise in the standard of living.
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Under the new policies, Egypt,has_alreaﬁy experi-
enced ecénomic improVeménts, ‘For’example, in 1977 the
private sector éOntriButéd about 46 per cent of the total
national income as compéred with betﬁeen 25 and 30 per
cent in 1974(10; The’most recent five year plan, which
began in July 1982, aims to increase production and achieve
rates of developﬁent greater than the rates of population
increa_se° Ip’the‘first yeaf of the plan_produtioﬁ in=
'créased by:98,9j§étuéént”of the expected figure. Further-
more, thié Cre;ted.347,000 new jobs. (2)
| It'cén be argUéé_that during the first years of the
democratic:sOcialist expetiénte in Egypt an appropriate
’félatidnship between democratic and ecohoﬁic development
was not realized. Although the socialist attitude devel-
iopéd froﬁ the fifties to the middle of the sixties, the
development of democratic attitudes proceéded more slowly
due to the one party system. It was argued that by giving
the control of prodﬁction to the people this.would lead
to the development of social justice.

In’the non—démOCratic society dominated by the one
party-system the aim df social justice, to liberate the
individual socially and eéondmically to practice his poli-
tical‘rights, was not secured. In the absence of democ-
racy, state domination over the means of production did
not necessarily guarantee the will of the people over the

means of production or the realization of social justice.

This absence of democratic practices led to the appearance

1). A.El- Ceretly Twenty Five Years, p.256.

2) . Ministry of Infotmation, Public Information Department, Prime
Minister's Address at the First Conference of Egyptians in Abroad,
‘Cairo, 1983, pp.7-9. . (in Arabic) o A
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of negative aspects of socialism such as the exploita-
tion of socialist principles to serve the interests of a
few individuals in power and inefficient administratioﬁ
and planning.

Since the introduction of a multi-party system moves
have been made towards a democratic system of planning
and administration. A re-evaluation of the democratic
socialist attitude has begun in the light of a new approach
to the private sector and individual initiatives through
the adoption of the open economic policy. 1In spite of
the defects which may emerge from open economic policy,
it has necessitated a review of the relationship between
democratic socialism and the principle of economic free-
dom.

The democratic socialist cxperience in Egypt is new
and inevitably has been accompanied with difficultiés.
Nevertheless, it can be argued that the state is attemp-
ting to overcome the perceived problems. It has become
clear that the most difficult problem has been achieving
a correct balance between socialism, democratic prac-

tices, and individual initiative and freedom.



CHAPTER STX.

OFFICIAL ATTITUDES TO POLITICAL EDUCATION.

It is, perhaps, important first to draw attention to
the fapt that there is a lack of studies on political
éducatidn‘ih Egypt. As recently}as 1984 Abou El—Magd, who
was responsible for the aétiVitiés of youth in the ASU,

(1)

néfed"that this area of study had been neglected in Egypt.
The studyof“political eaucation is inevitably spbject.to
the values of the political systeh.and'this was probably
the main factor in preventing the study of political
education in Egypt. Nevertheless, this study draws on a
large number of aVailablé references, mainly primary
resources such as constitutions, official documents,
addresses of political leaders, and the publications of
the Egyétian Ministry of Education.

During the period preceding the 1952 Revolution, the
educational system in Egypt was affected by the Short—
comings of the political and social situation. In spite
of attempts to expand and reform education for the masses,

the education system failed to meet the political and

social desires of the reformers. From the very beginning,

1) . A.K. Abou El-Magd, 'Youth Organization in Egypt', Al-Ahram,
Cairo, 14 Octobexr 1984,
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the revolution recognised the significance of education
in accomplishing the desired changes within society.
Therefore an aim of the revolution was to extend and
develop education. The state's concern over education
was reflected in its constitutions, official documents,
and the laws of education.

The Constitution of 1923 stated that elementary
education was to be compulsory and free. Under the
Constitution of 1956 free education was extended to all
stages. This constitution stated that education was a
right of all citizens to be guaranteed by state through
the establishment and gradual expansion of different
types of school. The constitution also reasserted the
principle of compulsory education at the primary stage.
The Constitution of 1964 re-emphasized the importance of
state supervision of education (l). Moreover, the
permanent Constitution of 1971 asserted the significance
of education to meet the needs of society and promised
the extension of compulsory education to include other
stages of edﬁcaﬁion, Article 18 of the 1971 Constitution
stated :

Education is a right guaranteed by the State. It is

obligatory in the primary stage and the State shall work

to extend the obligation to other stages. The State shall

supervise all branches of education..., with a view to linking
all this with the requirements of society and production. (2)

1). M.M. Moursy, Administration of Education, Alaam El—Kouteb, Cairo,
1974, p.35. (in Arabic.)

2). Ministry of Information, Permanent Constitution, p.7.
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Furthermore, the National Charter issued in ‘1962
emphasized the principle of equal opportunities for all
citizens as an essential aspect of démocracy, The Charter
stated: s

Equallty of opportunlty as the expression of social freedom

can be defined in basic’ rights for every 01tlzen. -Efforts

can be ‘devoted for their realization...Every citizen has

the rlght to receive education which suits. his abilities

and talents. Education is the means of consolidating .and

honouring hum