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A STUDY OF THE NOTION JOF THE DEMOORATIYATIéN OF EDUCATION  °

h WITH SPECIAL REFEQEVCE TO PASOK S POﬁICIES -

o . 3 o
Despina Kiliaris '

-~ . . s
* .

This. study is a theoretical examination of the notion of the
. - . ' . |
democratization of education, followed by a review of modern
' .
Greek education and a study, of PASOK!' s (Panhellenic Socialist

Movemént) proposals and pollcy for educational reform in
Greece. The notion of the democratization of education . -

is Clarlfled through the attempt to examine and 1dent1fy its
two 1mportant dimensions, gquantitative and gqualitative deﬁoc-
%;atization. Further,. the components of, each dimendion are
eramined and*fact rs which work for or against the democ- )
’ : . ,

ratization of education ‘are discussed in the process. In -ad-

dition, one particular aspect of democratization, the move-

-

ment from selective to comprehensive'schooling, is studied .

)

’ w1th1n the’ conteXt of three countries~-Sweden, France, anhd

o

England-wln order to demonstrate the influence that other

factors, speglflc only to a partlcular national context have

e

on. the democratlzatlod process. " Last but.not least, in

° .

‘the study of Greece it is demonstrated'that the policies

'and\proposais for education of 'the present government (PASOK)
do embody tte principles of democratization in them and do
indeed attack the elitist nature which characterized modern -
Greek education ever since its inception.

~
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CHAPTER 1

INTRODUCTION

It has.been pointed out b§ Kazamias and Massiala54(1£65Y
N <

that "one of the persistent goals of educational policy in

S

contemporary socleties has begen the so-called democratiz%tion

-

of education™ (p. 145). Some probable reasons for this ére
. N Al , . E

as follows: ' ; : f

1. The democratization of education, and particularly
/ '

i K-} , , .
/ quantitative democratization (see chapter 2), is an attempt:

E]

/ . to combat the\differentiations found in individuals and in

educational systems and thus limit the barriers which hinder
'“ aéﬁess to‘s;hboling. individua} differentiations are those

which are normélly a resul£ of the socio—ecénoﬁic backgro;nd

of the individual, while differentiatidns of educational

systems are those in the structural organization of the

school, in the regional vériations of educational provision,

and in the differenées of value énd prestige accorded to

a

educational institutions and areas of study. , Further, there
are differentiations pertaining to the inequalify of educational
oéportunity between the sexes, and differentiations involving
some not so obvious factors such as negative labeling, lan-
guage and curriculum?/. Lastly, there are differentiations

arising from an unevenness of educational provision for

certain groups and age types, such as the adults and the

: /
working population.

3




It is clear then, that educational democratiéation is
often aimed at reducing differentiations of one kind or another,

and thus extending educational opportunity to all groups of
a

. Fhe population, particularly tﬁose pfeviously weakly repre-
sented. -“This is one maj;r reason why it has been considered’

_ an fméortént and worthwhile- goal of,educgtional policy. Fur-
ther, the fact that the democ;atization of education, even when

only its quantitative aspects are referred to, involves factors
1

both complex and numerous, is bound to make it a persistent,

[
P

not a quickly accomplished, goal of educational policy. Com-
plete solutions are difficult and, moreover, what might have
been considered at o;e time as sufficient for the democra-
tization of education might not be considered as suéh‘téday.
For example, as discussed in chapter 2 (p. 9), thé free

‘primary school and the free secondary schoa} might once have
been regarded as sufficient for democratization, but today
are regéréed as’importaqt steps.ﬁowards,fbut not the fuyll
realization of, democratization.

-2. Historicall?{ there is a pattern éhas, as societies
become more ;ndustrialized, they exhibit a movement from

elitist to more democratic forms of schooling or to more com-

prehensive and. less selective systems. As industrialization

~

progresses, societies reach a point where they can no longer |
function on the basis of their very elitist traditions and thus

turn to democratization: For example, in the case of France
(see chapter 3), its very. elitist educational system was in-

capable of impréving the educational level of the majority,

e e Pttt
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a factor which was considered important by the planning

authorities if there was to be economic expansion. Therefore,

France is at present moving towards a more democratic form

of schooling.
s E
3. As long as societies aim to become more democratic
|

the democratization of education will be a matter of enduring o~

concern. Qualitative democratization (see chapter 2), in
A ‘ '
. , . 13 3
particular, will be an important aim for it is mainly this tvpe \ .

of democratization that contributes to the development of the .

v ¢

individual in preparing him or her for an active and significant

role in a democratic society.

Qualitative democratization offers tﬁé individual the
chance 'to gain experience of the democratic érocess while in
school through participation in certain educative experiences
such as classroom discussions and in the.decision-making process
in general. This type of participation together with the

cultivation of critical thinking, an important objective in a

curriculum designed to promote democratization (see pp. 31-32),

allows the individual to acquire the virtues essential to a

]

dembcratic society.
It is }mporfant to note here that "democratic society",P

as referrgd to in;thié section and in the thesis as a whole,

implies tﬁé Western type of democracy in which it is a central ,

tenet that the people are the best judges of their own best

interest and must therefore have the freedom to express thei;

views and opinions. This is in opposition to the Communist

position which holds that only a small minority, the ruling

&



. Party, should have the “right to decide what is best for all.

Theref;/e, as long ‘as societies are, or alm to be® de-
mocrac1es of the Western type, -the democratlzatlon of ed-
ucatibn, and particularly qualitative démocéra'tizatiop'lﬁ will
persistently be pursued, implying as it'doeg that sc‘og? is
there not only for its own sake but also to fulfill the social
function of preparing the individual for a sotiety where his
Opinioﬂwill couﬁt and .where his™ role.will not be one of sub-
servience. S -

- The 't;_hree points which have been given to explain the
reasons why the ‘demooratization of education has been a per-

\ o . v
sistent goal of educational policy, show that one fea_son for
the persistency is the sheer complexity of what is involved
in democratization. Its complete realization is a long and
difficult proces\ss. In fact, no country in the ,world today -
has achieved complete democratization of its educational
system. Further, the concépt becomes even more complex,
as will be seén in th‘is thesis, when it is noticed that what
counts aé democratic varies from one country to another.

Thus, when it comes to defining the concept of the
democratization of education, a few paragraphs will not do
nor a fléw hundred pages.

full justice to it, Chapters 2 and

3 of this thesis are an attempt to clarify the concept. v

The different dimensions of the concept are identified

and examined, as are the components of each dimension. Fac-

tors workdng for or against democratization will be discussed,

b .
and exampleswill be given of countries which have promoted

v

)
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T *di\mensibn and component of democratization, as studied in

) - -1 . - .

e

democratiéétioh in one form or another. Chapter 3 supplé-
méh£é the theoretical analysis, an8l, by cohcentrating on
one particular aspect o'f.demo'cr;at:lzation--th'e movement‘ o
towards comprehensive schooling--reveals the further com— *
‘pl‘ex E?\ofx the concept which must be recognised and which* is ,
attributable to the. specific copditions and movemenfs c3f E:h,ange
existing in a particular country at a particular time.

’fhe democratization of education will also be extensively
studied in chapter 4, this time with specific r'eferenc’e to

. L4 4

Greece. That country presents an interesting c.:asé, because |
until recently it was characterized );y"a very elitist educa- -
tional system but is at this time undergoing radical changes

in its educational systém with lthe objective of. democrati-
za‘tion,,\ 'PASOK (’Pa’nhellenic /Soc'ialist Movement) after win- -«
ning the elections of l98~l,‘ is currently ‘'in power and has
'prf)pdséd mémy changes. ’Among these changes is the degnecra—
t}z/atio'n of the Greek educational system. The ]_:Sur.pose of th;a

exa@ination 'in chapter 4 is to discover to what extent each

chapter 2, is embodied iﬁ PASOK's propésals for educational
reform,

One of the conclusions to emerge is that even though
the democratization ;%)f gducation is a complex notion and
even though the full democratization of an educa;t;bnal 93;5-
tém is difficult to achieve, this dbgs'pt mean that one )

ébquld cease trying to make progreéé ‘towards this end.

Through the changes made in that direction, someé aspects of

P
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- CHAPTER 2 ‘ -

. 2 THEORETICAL EXAMINATION OF THE NOTION OF DEMOCRATIZATION
AS FAR AS IT CONCERNS EDUCATION

D .
&~ .

-
The democratization of education is ,.a complicated notion

° « | ‘.

that demands extensive elucidation, It has more than one

T 0 . N N * .
definition or dlméﬁéion, and each dimension consists of -

[y

many components. This thesis will concentrate on two dimen-

e .
sions of democra{ization, those which Kazamias and Massialas
A . :

. (1965, p. 154) have characterized as ‘quantitative and quali-

tative: Quantitative democratization refers to the extension

a

of educational proviSions and increased educational opportunity,
while qualitative deffocratization .refers to such notions as
2

equallty of participation in the dec151on maklng process,

» -

; and freedom of 1nqur!y

: ‘Quantitative,Democratfzaxion
- . 4

'

- In a dictionary of education the following definition

-
. has been given 3f the 'democratizat®on of education which

expresses its quantitative character:
The e€xtension of educational opportunity to all, ’ ,
. persons irrespective of class status or ethnic and : - z
racial identification; this would include broadening \\
the scope of the curriculum and school program so that
the needs of people of all types and ages would be met,
including equality of educational opportunity regardless
. of variable regional financial ability. (Good, 1959, p. 170)

In general terms theﬁt this type of democratigafion

implies the widening of access to ‘the different levels of

-

edﬁcation, of studenﬁg\belonging to groups of the poéulation

For the mLst paf%; democra-

. ~ "
» ‘ ' ’ 1
PR e

previously weakly represented.

-t




o . r

tization discussipns revolve around the socio-economic class
o factor, and in these cases the socio-econamic classes under-

. . S represented in proportion to .their numbers within the totad

populatlon ,are thpse of the lower, socic-economic groups.
a ¢ o
As an examplef Bourdieu's (1974) following quote on the in- |

o ' L .
X - N equality of access in France,, K expresses this notion of under- ,
” 1 :
- representation: . ,
. . ! . ' \ .
}« . *The, son of a manager is eighty times as likely to t o

) <o ‘ to university as the son of an agricultural worker,
- forty times as likely as the son of a factory worker,
. . " and twice as likely as even the son of a man emplayed
| . in a lowar-salaried staff grade. It is striking that
the higheX the level of the institution of learnifg),
the more aristocratic its intake. The sons of membegs -
of managerial grades and. the liberal: professions ' )
v account fox, 57 percent of students at the Polytechnique,
- ". W54 percent of thos& at the Ecole Normale Supérieure
(noted for its "democratic" intake) 47 percent of
% those of the Ecole Normale and 44 percent, of those
at the Institut d'Etudes Politiques. (p. 32)

Anotner example tndicating thisg inequality'of repre-
» . \

sentation is Raynor S (l969> pp. 37-38)_ discussion of the

.\\éindings of various studies about EChooling in England. He
méktﬁéns Swift's.finding which said that children of middle-
. . class parents hfd six times'ae good a chance of selection
at the eleven plus than the working 'class child. ,The Crowther

Report (1959}, he continues, found that children of profes-

sional and ﬁanage:ial parents had 25 times as ‘many cha es

N . .

of contlnulng their education t? 17, or beyond, as chlldren

of unsktlled workers. Flnally, Raynor indicates, the Robblns
Report kl9§3) found that 16.8% of boys from non-manual clas-
ses entered university as agdinst 2.6% from the manual classes.

With this gene}al definfition of quantltative democrati-

»
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zation in mind, let us now turn to an .examination of the com-
k3 . \\ " ‘1‘

ponents ‘which make up this type of democratizatio?f

. v ) . .
Democratization in the Area of Economic A551stance

The most’ obv1ous factor but not necessarlly the mostuy

~

refficient, which can be used as a cerectlve measure towards

quantitative democratization is economic aid. -
® .o o K .
If we lock at the history of education we can see.that .

the provision of free schooling was a necessary first step
N . .

o
towards democratization. But as Le Gall (1973) points out,

the progress made by thé educational sciences can 'be ,judged 3
from the distance which separates the illusions of ‘the

educational legislatorsg of the end of the 19th and the be-

-

ginning of the 20th centuries from thé realities which these

sciences demonstrate today: v

The free primary échool,‘followed half a century later

by the free secondary school, were the necessary steps g
« toward demdcratization.- We now realize that they are

far from being sufficient. (p. 27) ~

-~

But nevert?eless, even though free education is far from
. ) )
being a sufficient facter of. democratization, as another

M .
author ‘has 1nd1cated, ;

provision of free education at all levels is one of )
the most cherished polltlcal goals in mddern society.
In practlcally every country in the world, education,
even when not absolutely free, is heavily subsidized
by the State on grounds of equallty of abcess for
all citizens to this merit good. (Psacharopoulos,
1977, p. 69}

"Efée" schooling does not always imply an absence of”

'tuitionbfeg'gtithe educational institutions, but it often:

.

refers, to vagidus provisions which are connected with eco- .

PRI

. \’"

w’



’

- " \ . s 10

nomic assistance. These prov151ons as categotlzed by Le
» - J .
Gall (1973, p. 28) can be as follow5°
8 *\
1. &Qaensure that puplls are adequately-fed,

A Y

international co- operation-has, where necessary linked
efforts with those’ national governments, and both the
World Food Programme and the Food for Peace Programme
-have given considerable support to the efforts of a
certain number of States to provide all children in

the primary schools with a free @aily hot meal, either
below, or strlctly at, cost price. ‘
N | .

2. School bdoks and statlonery arg provided free to the.

students. !

e

4 °
+3. Economjc aid is provided to cover travel costs for
. - .

the students. ) i . =

| 4. Economic assistance is giveﬁi@irectly'to poor
families that have &chool age éhildrén so as to coverdmost
of their school exéeﬁses, and at.khe same time to reduée the

need for children to work for wages. -
An example of a country whichnoffers'ecQSomic assistance

of the above kinds is ‘England. Lauwerys, Holmes, and Dryland
4

(1973, p. 176) note that in England all primary and secondary

education is free, as are textbooks, exercise’books and almost

all school material. All schools have facilities for serving
] . .

i

meals’, or ready-access to shared dining rooms. There is a
e

small charge for meals but it is waived in cases og need.
.". - 4
Ffee milk is provided at the primary level. 6 Transport is

prov1ded or paid by the local authprltles for pupils who
re51de at a distance of three miles or more from school,
while pupils at the age of 14 are granted half-fare passes.

R 13 . . .
Other forms of economic assistance exist, especially

e

R
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in the tertiary sector where education in many countries
f

is no longer free. Their aim is to increase access and provide

.

opportunities to those’ who are gualified but who might not

? 1

» I3 4 . ‘ .
-be able to attend owing to financial reasons. ‘Economic as-.

[}
-

sistance in this case might ¢€ake the form of scholarships,

‘ b
grants, or loans.

A point to consider whepn dealing-with the democratiza-

»

t;on of education, is how democratic are the criteria used

to| decide who is qualified for financial assistance and who
] .

" is not. The British system, offering grants to all the ‘

3

'students, is definitely a step towards democratization. Ifi sys-

tems such as those of:the U.S.S.R. where higher education

is subject to planning, the choice of studies with reference

to the national economic interest is often an important factor

denoting how much aid is to be offered. It appears that the

aim of the U.S.S.R. practice is to guide indirectly the |,
A}

students, through the incentives of grants, ‘into areas of

study that economic plans stipulate to be pertinent to the

‘needs of the country. This also coincides with a direct ap-

.proéch“thgt the U.S.S.R. uses by,iimiting numbers into the

various fields of study according to need (see p. 68). These
tyﬁes qflbriteria used by the U.S.5.R. can be considered as
undeMbcratic,” particularly by the,U.S. Liberal Arts Cbllege.
ideology which vieWS'the.Russian approach as a direct or
indirect limitation of the ,ipdividual’s right to freedom in

choice of studies ( this point will be discussed at a later

section) .’ e
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« Another point of interest concerning the question as -

'to how democratic are the criteria used for financial as-

-

sistance, is that at times cgrtain groups of the population

®

are left'out. As Le Gall (1973) relates:

Between those situations which call for the award of
a grant and the well-off families there is a whole
* border-line area not covered by the scales, to the

great detriment of democratization and of access to
* secondary and higher education. The families in this
border line area simply remove their children from'
school’ once they have completed their lower secondary
stage. (p. 49) .

-

Another forT which economic assistance could take is
the modernizatiog of education, such as the provision,of
better schdéls, more and better teachers, modern schdol
eqﬁipment,°etc. Mdreuspecifically, the extré assistance
would often be given to school districts located in areas «

represented by the lower socio-economic  classes.

In England the publication of the Plowden Report in

1967, referred to this same notion:

The basic concept which we owe to Plowden is that of

the Educational Priority Area (EPA), an area in which
the co-existence of deprivations, slum housing, wide-
spread poverty, unskilled employment or actual unem-
ployment is sufficiently marked to justify remedial
expenditure on the school network in order, in part,-

to compensate: for the manifest deficiencies of social
life in its raw sfate. (Coates and Sllburn, 1970, p. 72)

Economic assistance in this case would take the form of a'
compensatory educational expenditure. Coates and Silbufn
(1970) indicate that according to recomm;ndations from the
(Plowden Council, schools could be physically improved or
replaced, more and better staff could be recruited and

encouraged to remain in such districts, etc.
13
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More the schools themselves could become, to a-
degree, centres of social regensration: growth
points of a new soc1al\consc1ousness among the poor,
which might at last bring poverty under attack from
its sufferers, no less than from the all-too-small
batallions of liberal welfare workers and socigl

s+ L
administrators. (p. 73)

In sum, as already indicated, economic assistance is
A\

thé most obvious but not necessarily a fully efficient factor

¢

ghich can be used as a corrective measure for quantitati&e
democratizatlon. Thg reasons for tKis being, thét while tﬁe
aim of economic assistance might be honorable in its intent
to aim'at democratization, in réality it alone provides no

comprehensive realization of it, and at times as indicated

by Psacharopoulos (19321 it might even aggraﬁate rather than al-

1] [3 3 . 1] '
leviate social disparities:

The main reason for this perversity is that although
education (say, at the university level) is free of
charge to those who eventually enroll, enrollments

. have to be rationed by non-price means (like compet-
itive ‘examinations) because the number of university
places is limited (especially in less advanced countries) .-
The non-price allocative mechanism is inequitable be-
cause it favors students from well-to-do families who
can afford the dubstantial direct cost of private pre-
paration for the university entrance-exatinations and.
the indirect cost of foregone earnings while the student
is at school.,- Furthermore, the absence of tuition charges
increases the ratio of -aspirants td entrants and thus
boosts the dap between the demand and the nearly fixed
supply of university places. This creates the need for

N .. further non- price restrictions to entry, increases the

number of unemployed secondary school graduates and
inevitably contributes to social unrest. (p. 69)

Figures such as those noted on page 8 indicate that

children who eventually reach higher education, even in

developed countries such as France and England, are, for the

’

most part, those whose parents belong to the higher socio-

economic classes. Thus Psacharopoulos' argument would sug--
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gest, as in fact he does, that o -

the fact that education is in addition provided free

of charge, means that those who go over the selection
hurdle are further subsidised. For example, 35 percent
of students at the University of Nairobi in Kenya come
from families-of high and middle level manpower, whereas
these families represent only 3 percent of the popula- ,
tion. (1977, p. 73" '

. ¢

Further’, the situation becomes even .more inequitable

in the less developed countries where free higher education

v

and few university places create other, very strict, and

‘

selective procedures, again favoring the ricHi. As Psacha+*"

-~

ropoulos (1977) puts:it:

Govérnments, acting in the name of equality of op-
portunity, actually generate extra demand for uni-
versity places when pledging free education. This
relationship is found in its most extreme form in

less advanced countries, where higher effective
subsidies coincide with very steep educational pyr-
amids. Because the supply of places cannot.increase
.or, at least, not as fast as the free education law
might require, a non-price restriction mechanism has
to operate. This usual mechanism is that of selection
via competitive examinations, not only at the university
entrance stage, but also well down the educational
ladder. This selection clearly favers students frém .
well-to-do families. (p. 84)

The solution suggested by ,Psacharopoulos for this type
of problem is to link the educational subsidy to the ability

of the student's family to pay. In other words, students

from rich families widll pay.the full cpst of their eégpatiop,

-

while students from poor familiies will not pay. Even further,

-

Psacharopoulos (1977) suggests, "true equality of opportunity
would nof_only be the provigion of 'free' education (i.e. not
direct fees) but also finance the indirect cost of education
for studenﬁs‘who deserve it" (p. 86). But’ one could easily

[

argue again, how is this type of solution going to reduce
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the demand/for higher education and all the ills associated
~ v »

)

with it (qtrict selection procedures,’epc.) since the poor

will know/that education for them will be free, and when

il e \ E )
the rich hight not really care for having to pay since they

‘can afford it?

£l The solution then must lie elsewhere. Economic:as-

sistance by itself does not seem to bring us much closer to the '

Lo .
L democratization of education, and while economic assistance

'is often a cherished political aim, it is not one of the best
BN

corrective measures when it comes to the democratization of

education. This is not to suggest that it should completely
. 4

be eliminated as a corrective measure, but that it must be

accompanied by a number of other correctives, such as those

suggested in the rest of this chapter. .
e |

Le Gall (1973) sums this section very well when he says:

An extensive and efficient system of scholarships with
the State assuming responsibility for all incidental
expenses such as transport, books, educational equipment,
etc., make or would make it possible for children from
modest backgrounds to go to secondary school and uni-
versity. This is still only the first step toward
democratization, however. -Various obvious or hjidden
factors, the most powerful of which are not always the
most conspicuous, work to increase or restrict this
theoretical possibility and these, both by their numbers
and because of their interlocking nature, could seri-
ously reduce, if care were not taken, the practical
effectiveness of the democratization of education. (p. 23)

*

‘Democratization of the Internal Factors of Schooling \

Labeling. There are social and psychological factors .

involved in the process of schooling which can have a stronger
influence than economic aid on the student's educational

choices and career, and in turn on quantitative democratization.

One of these factors is the labeling process which often

v
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occurs in schools. It is a direc¢t result of certain school
practiFes such as streaming between and within classes as
well ;s the direct or indirect labels teachers and other
edhcators place on students. Labeling has an enormous effect
of the self-concept of the individual, which in a nutshell

is the way one conceives oneself to be. A positive self-
concept is directly related to high motivation, high ed-
ucational and occupational aspirations, the capacity for
deferred.gratification, as well as to high achievement.

Purkey (1970) gives an‘exce;lent review of all the studies
which indicate a significant relationship between self-
concept and academic aé%ievement: Students with positive
self-concepts perform better than students with negative
self-concepts. He also notes studies which show that minority
or lower-class children, on the whole, have negative self-
concepts.

Another significant point is that the self-concept is
very much an aspect of socialization shaﬁed by experiences
and by interactions with significant others such as the
family, the peer group, &and teachers.

Given this information about the self-concept, and giveg
that the main concern of this thesis is the democratization
of education, then what can be done to change negative at-
titudes inichildren, especially lower class children, to
positive ones, in the hope of bringing along with this higher

i

achievement and aspirations, and thus higher representation,

'
'
!
|
i
3
§
1

of these groups in those levels of the education system pre-

viously having low proportions of lower-class children? Also
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we must look at what kind of effect labeling has on the
\ %
self-concept, and on steps that have to be taken to improve

the situation if it needs improvement.

First of all, educators or the commﬁnity can‘try to
reach the parents through counseling since they are major
socializing agentswand play an important ro;e in shaﬁzng
the child's 'self-concept, as well as influencing his ét—
titudes towards schooling, achievement, deferred gratification,
etc. Cicourel and Kitsuse (1977) discuss the.studies of ;

"

Parsons, and Kahl, which have found the importance of social

Wl ., ﬂjﬂ \

class membership-as a major determinant of the occupational
1,4‘_"’/

aspirations and achievement of youth.

. They have emphasized class related differentials in

the socializat®on of children and the consequences

of 'such differences for the attitudes of youth toward
academic achlevement;, occupational aspirations and
plans for college education. (p. 238)

Some statistical studies (Crowther, 1959; Robbins, 1963;
Douglas, 1964) as indicated by Witkin (1974) give support”
to the theory that social class is a major determinant of

-

a child's success in school, and that middle class influence

‘has. a positive effect on the child, while lower class in-

fluence has a negative effect,
These reports have given a clear and unequivocal picture
of wastage of working class talent in terms of early
leaving and poorer academic performance. Crowther found
that 87 percent of children with above average IQs have
left school by the age of sixteen; and that of grammar
school boys whose fathers were professional or managerial
workers, 38 percent had left school by the age of six-
teen, whereas for the sons of skilled and less skilled
manual workers the figure was as high as 72 percent.
Robbins found that a working class boy in the top
quartile of the ability group selected for grammar
school at eleven would not do as well in the GCE as a
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middle class bo§ in the bettom quarfile of the group.

It can hardly be denied that class related factors are

at the root of this very considerable wastage of ablllty

within our educational system. (p. 303)

But, trying to couneel the parents as suggested, in the
hope of teaching them ways'to foster in their children pos-
itive self—concepts, high aspirations, the capacity for
future orientation, etc., is not an easy task. It demands
from the parents changes in the ways they have been bringing ﬁp
their children, particularly changes of values. While‘it
is not to suggest that this approach is an impossible task,
it nevertheless appears a difficult task for the poor familiesa
in particular who might have other immediate priorities to
be concerned with such as food, shelter, and employment,
and who might thus consider ehe demand of the counselors or
educators as less signifieant, or who might even, simply,
refuse to change their values and beliefs.

What means is there, if not the changing of parents'
attitudes, to shaping positive self-concepts in children,
motivating them, and encouraging them to look forward and
work towards a future where their expectations will be met?
The school seems to be a more powerful factor than the heme
in solving certain problems relafed to the self-concept and

A

in turn to success in school.c When certain school practicee
are elim;nated which work against the democratiza;ion process
then one can‘}ook towards a brigh'ter future for the poor.

One of the .common practices in school which tends to -

work agalnst the democratlzatlon process is the practlce of

labeling students through tracklng or streamlng between and

e R e i R




Qithin classes. There is usually very little mobility
beéwéen streams and % teﬁdeﬁcy fbr,lower class ghildrén,
who come to school with low aspirqtions and negative self-
concepts, to f£ind ﬁheﬁselves in the lower streams or ability
groups. Some studies indicating this point are those by
Douglas (1964), Persell (1977), and Schaefer{ Olexa, and
Polkj(1975), Studies dealing with ggguping practices in the
elementary school, such as those by Leiter (1976), and'by ~
Rist (1970), indicate that labeling stérts as far back as
the kindergarten and that it is related to social class
criteria. s

Husen (1962, P. 55) points out studies which show-that .
d;fferentiated classes have less good effect on the less

able students than undifferentiated claSses.whgre the less
R .

able student makes greater gains and exhibits a lower degree

of ihferiority feelings. In other words, Iabeling has an

effect on the self-concept of the individua}iand in turn on
school achievement.. Why might this be so0?

\ Labeliné has an effect on the self-concept of the indi-
vidual bécauSe as argued by‘Mead {1934) and Purkey (1970)
the self has a dynamic quality. New interactions end ei-
pgriences in the life of the individual can change the way
the indijvidual conceives himself to be,'of his self-concept, and
especiaf y in the child, who is developing, tryiné to create
a stable and organi;ed image of himself. Others, and partic-'
ula?ly, §signifi¢ant others" in the child's life become of the

utmost importance in the development of the self. It is

-

-
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- thr?ugh them that the child. greates a. certaln self 1mage or

i, ¥ cConcept of himself. Mead 'has called 4t the "looklng glass

“ . ° ' self”"“for one sees one's;§elf in the eyes of another through
® A : .- ; '
. . ﬁ%he interpretation.of the other's response while in inter- 7

"

-

[
N

' 4 action and through taking that méaning as represenﬁative of

. %
. S OF (-4 '
,

33 .
{ d . one's self image or self-concept. N

< Teachers and other educators are. often the "significant

~

- ) others" of children; in other words Ehey are the ones whose

SR ) R opinion counts in shaping the ‘self- éoncept of a partlcular o
[ e 2 )
individual. 1If care is not taken, what often happens is that

~
» |

A . these "significant others" tend ‘to view children in ste{eo—

: - typical ways, In their'minds they categorize children and ’ ”

’ ' often make Qangerous 1nferences like the one thatﬂGross {1962)

) has p01nted out: "Johnny. comes from the mi@fle class or lower
¢ . {

\

\ . ‘ cla557 therefore he posSesses certain beliefs, values and
. ‘
"y . f .

behavior patterns”, (p. 216). The mind's categorization be-
comes grave when it turns into an expectation. Fox example,

if school resul%s in the past have shown that children from~

the lower clasé are less succeésful irr school thaﬁ middle

~ ' -

. class children theh teachers often expect low performance © R

. fromhe lower class child. What h#&ppens 1is that the self-
. . ‘/‘

- : fulfilling prophecy is made. It is the. notlon of how one

e * person's expectatlon for another person s behav1or can qu1te

o unwittingly become a more accurate’ p;ed%ctlon simply for its
having been made (Rist, 1970, p. 209).
A s%udy done by Rosenthal and Jacobson (1968) verifies
& \ ‘ .
’l

s Lt :
an® occurence of a self-fulfilling prophecy. On one of. their

.. .
-
. /~.
3
\ .
s
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major studies the following was reported:

20% of the children in a certain elementary school
were reported to their teachers as showing unusual
potential for intellectual growth. The names of these
~ 20% of the children were drawn by means of a table of
- random numbers, which is to say that the names were
N &5 \ drawn out of a.hat. Eig 'months later these unusual
or "magic" children showed significantly greater gains
in"IQ than did the remaining children who had not bee
51ng1ed out for the teacher's attention. The change
in the teacher's expectatdons regarding the intellectual
— X performance of these allegedly "snec1al" children Had
. led to an actual change in the intellectual performance
. - of these randomly selected” children.  (pp. vii-viii)

“o

Care must be taken, if democratization of education~{s
#

to be accomplished, that streaming praqtices between and

within classes come to an end,'and tha¢ the children’are

attended by competent teachers and other educators who do

Hbt T?ke dangerous categorizations about their studenté.
Instead, educators should try tg foster positive self-images
_in their studéﬁts by treating them with warmth And respect
and by viewing them as individuals with worth. As Hawk (1967)
éuggests, ‘p |

probably the key word in improving one's concept of .
- self is accegtance. An individual learns that he is
’ ) adequate by being treated as if he were adequate. An
- individual learns that he is competent by performing
, successfully on tasks that are appropriate to his level
of competence. Combs suggests that to “produce a pos-
itive self, it is necessary to provide experiences that
teach individuals they.are p051t1ve people," (p. 212)
o .
R Ways have to be found af maklng classes completely undlf-

ferentiated, and that no groupings or negative labeling exist”
within fhese undifferentiated classes. As Nash (1974)'indicates
- 2 . the Plowden commiﬁghe saw that, : “

- v

o ' clear-cut streaming within a class can be more damaging
to children than streaming within a school. Even from
thq&infant—school there still come .too many stories of

»




children streamed by the table they sit at, of "top
tables" and "backward reader" tables. (p. 245)

But, then, Nash goes on to prove that even if there is

np clear cut streaming within the classroom bgt’a camouflag‘g)

’

one, such as grbubs called by colér or number, or 'even if
more céreful grouping arrangements exist, the students still
know what their position in the class is. This is probablij
dﬁé to the féct that teachers' expectations have an enormous
influeﬁce, even if there are no grouping; at all within the
class, and ghey sﬁape an individual's seif—concept, part-

4

icularly that of children, who are consfantly striving to
! ’
find a consistency of their self image through the inter-
pretation of the other' view of them while in interaction.
Pedagogical criticisms of undifﬁerentiated classes in-

sist fhét the work load of thelteadher will increase for

having to provide for more individualization. The argument

" is vdlid, but since the Benefits'of heteroceneous ‘classes far

outweigh the benefits of homogeneous classes as far as democra--

\

tization is concerned, then it is worthwhile to look for solu-
tions corretting these pedagogical difficulties.
In-service training cduld be provided, as Smith (1979,

p. 185) suggests, to help teachers cope with the challenges

B &

of hete;ogeneoué and undifferentiated classes as well as with
the challenges of,individualized instruction. Especially iﬂ
the case of.individualized instruction, which demands a great
deal of time from the 'teacher, caré must be taken that it
idoes not result in a constant floé of worksheets concen; -

-

trating on just factualfknowledge. Perhaps a suggestion would

-

. } A

\



e Y

*
§ e IR A SO

' ’ . .23

\ . ) e <
be to concentrate on individualized learning (demands less

time from the teacher) rather than individualized instruct'ion,

espec‘ially in the primafy school where its custodial functions

make' this type of instruction difficult. Another suggestion

. is to have very small classes-resulting in low student/teach-

er ratios, but of course, this is something that.depends on

the economy of the country in question, -andon its expenditure

-

on education, as well as gn the availability of tgach'ers.
dthers, such as Husen (1962) and Chitty (1979) , Suggest

‘ that a solut,lon ta* fac111tate teaching in hete‘rogeneous clas-
2 5

_ses: is grouping within the class but with a high degree of
flex:.blllty Simon (1979, p. 147), also suggests that one

can not rely largely on 1nd1v1duallzatlon because the soc1al

i

aspects of education, where children learQ from each other,

-

B 4
#re also very important. He ‘also notes that perfect solutions

-

are yet to be found as to the correct baldnce between indi-

vidual, group, and 'class work.

)

- In sum, in thls attempt to examlne one partlcular inter-.

nal factcr of schoollng--labellng——and its relatlon to the

~demo¢ratizat]ion pro.cess, the following has been noted:

. The lower class child who as we have seen is under-rep~

resented in the various levels of. education, often comes to

‘scl}ool with a negative self-concept which is' further rein-

forced by certain school practices which tend to label the

child in negative ways.

These practices come;})y many names such as streamlng,

tracklng, homogeneous ,grouplng, dlfferentlated classes, ’

'

-

V.
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or even‘the labeling occuring at interaction, but they all
have gimilar outcomes. They affect the child's sélf-—éoncept
and in turn his or her achievement and success in school
as well as aspirations and capacity for future orientation.
. ,
This in turn might affect the democratization process since
- the child with a negative self-concept, low aspirations,

low academic achievement, will want to drop out of school

- early or might even be forced by educators to move in’ non-

#

academic directions. Thus aécess in this case is not
widened, as quantitative democratization ’wou‘ld aim for,n
but restricted.

The homg, ‘a major socializing agent,.is ':iifficult to
reach in the hope of 'educatiné pérents to bring their
children up wit}\l posit!ive serl’gf-cé)ncepts. 'Izhe school, another
ﬁajor socializing agent, is- a more likely vehicle for our
aims. All‘negative labeling practices should be eliminated,
and t'eache\rs as well as other educators .should view the child
‘positively by accepting the child and treating him or her

with’ réspec't. .Further, educators should recognize the emotional

and depressive influence of social and family environments,.

Xand they should try to foster positive self-images i;x"those,

LY

children.who need it, by motivat\ing and encouraging them
to realize more fully‘the potentialities within them.

More research is definitely néeded in this area of 'study,
particularly in the search fora per’fect grouping situation
that is democrat;c in nature, invo\lvi.ng no negative labeling,.

and exhibiting no pedagogical 'probiems.

’ Y

¥
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\in'turn involved connecting it with "deficit thepry"l

K3
v

. Language. Language ;s‘anoﬁhe;\internai factor of i

schooling which'can affect the democratization process

through its relationship to socio-economic class and to

A

achievement in ,school.
P

Basil Bernstein's work .is very relevant to the "con-

¢ ?

. nection bétween social structure, language and "educability' "

as indicated by Lawton (1978, p. 44). As discussed by Halsey

and’ Karabel (1977), 1anguagé“according to Bernstein can be

characterized as elaborated or rest:icted:

Family class position is the fundamental determinant
i of linguistic code; the characteristic expressicns of
membership in working-class gnd middle-class families
‘are, respectively 'restricted' and 'elaborated' codes.
Participation in working-class family and community
life, in which social relations are based 'upon shared,
identifications, expectations, and assumptions, tends
. -.to generate a 'restricted code', for the speaker who
" is sure that the listener can take his intentions for
granted, has little incentive to elaborate his meanings
"and make them explicit and specific. Middle-class
. " culture, in contrast, tends to place the "I" over the
"we" and the resultant uncertainty that meanings will

m be intelligible to the listener forces the speaker to

select among syntactic alternatives and to differentiate

his vocabulary. The result is the development of an

'elaborated code' oriented to the communication of
~ highly individualized meanings. (p. 63)

t

However, as pointed out by Lawton (1978), Bernstein's

theory ‘has been greatly mlsunderstood and mlslnterpreted

He was .hot suggesting that working-class langquage is
1nfer10r tomiddle-class language and that therefore

, working-class children are less educable; he was demon-
strating that if mjddle-class children acquire the kind
of oral expression’ classified as elaborated code this
will give them an advantage in formal educational

contexts, given the way that education is at present =

organized. (p. 44)

The misinterpretation of Bernstein's early work has

His’

reétrictéd‘and elaborated codes, as discussed by Lawton (1978
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‘p. 46), havé been associated with the notiop of "linguistic

rw{ﬁdeprivation" and the need for compensatory education based
on overgeneraliza;}ons about working-class children. Bernstein
never meant his work to be associaté& with deficit theories,

| nor was he a prdponent of compensatory education. On the
contrary, Bernstein (1970, p. 113) criticizes the notion of
compensatory education and notes that it distracts attention
from the deficiencies in the school itself, and focuses upon
deficiencies within the community, family and child.

One might at this point ask how is‘this discussion re-
‘lated to the democratization of education? The answer is
as follows: Di?ferences'in language do exist, but this is
not to imply that those groups who use the res;ricted code
do not have the potential to learn in an educational context.
Therefore, labels such as "linquistically deprived","culturally
disadvantaged", "culturally deprived", etc., should not be
used. \

Following thié lin; of éhought, cqmpensatory educatioﬁal
programs are in line with the principles of democratization
when they are Based on the view that there is a digtinétion
between a limited competence ané a limited potential. Re-

medial clésses can then be understood as an attempt to remedy

the former in order to increase the likelyhood that potential

0
‘

is not unrealized. But compensatory educational programs
can also be seen to work against the principles of democ-
ratization. Bernstein believes that the deficiencies are

prpperlf located in the school, not in the child, and

>
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etc., as already discussed are negative.
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that is where our ﬁttentiOn should focus. For example,

Labov, W. (cited in Silver, 1980), in agreement with this,:

says that the Head Start program was "designed to repair

the child, rather than the scﬁool; to the extent that it

is based upon this inverted logic, it is bound to fail" (p. 40).

There has emerged the firmly held view that the whole
stress on llngUlstlc or cultural deficit and deprivation,
and the related 'compensation' schemes, have been an
assault on the working class and its culture, on the
working-class family and its values, in the teachers’
values, in school structures and curriculum patterns
which cause working-class children to fail. (Silver,
1980, p. 40)

[}

Views such as those of Bernstein and Labov are in agre-
ement with the view that the school is a middle class in-

stitution, and that is where its deficiencies lie. The

" school's values as well as the language of transmissioh are

largely middle class. Therefore, students coming from middle
clagE homes, equlpped with the appropriate type of language &
and‘éalues that the school uses, find themselves at home in
school, while the opposite is true of the lower class child.

This is against the princigles of democratizétion, for the

lower class child is at a disadvantage in school through not

beiné in an environment that can be easily exploited and ac-

cepted by him. Certain school practices label the child

‘as linguistically and culturally deprived, place him or her

in streams of low ability, and the consequences this might

in turn bring to the self-concept, to success, to aspirations,

Some ‘possible corrections which aim towards democrati-
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zation and which are related to the question of language
are as follows:

1. All children should be viewed by educators and ac-.-
cepted as competent beings, irrespective of the language

code they use. ' They should not be labeled in any negative

Vo ek @

terms.

2. The school could try to adapt itself to the child
by drawing content of learning much more from the child's
experiences in his family a'nd community. As su;ggested
by Bernstein (1970L,/a restrlcted code does not mean that.
children have nothing to offer the school 3nd that thelr
imaginings are not significant. There is nothing in their

dialect which prevents them from learning everything that

a middle class child is capable of learning:

JURNRPEPER

But if the contexts of learning--the examples, the
reading books--are not contexts which are triggers
for the children's imaginings, are not triggers on
the children's curiosity and explorations -in his ;
family and community, then the child is not at home

in the educational world.... Many of the contexts of , ;
our schools are unwittingly drawn from aspects of the g
symbolic world, of the middle class and so when the ° 1
child steps into school he is stepping into a symbolic )
system which does not provide for him a llnkage with 3
his life outside. {pp. 119-120)

3. Compensatory educational programs are questionable,
‘si‘nce they focus*solely on the deficiencies of the child ;
and not those of the svchoo‘i‘. ‘

In sum, both restricted and elaborated codes should be |

respected and accepted, and the contexts of learning should

draw examples from all walks of life so that all children

will feel at home and at the same time learn about the
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world that is outside their own local envirnment.

Curriculum content. The definition of quantitative
democratization at the ]::eginning of this chapter indicates
that extension of educational opportunity should include
"broadening the scope of the curriculum and school program
SO 'ghat the needs of people of all types and ages would be
met". From the definition it is quite ambiguous as to what

exactly this means and entails, but considering that the aim

“ is democratization, the curriculum content would most likely

be of the following nature:

1. As will be seen in the next section which concerns
the democratization of the external factors of schooling,
the type of organization most closely associated with de-
mocratization would be a ‘comprehensive system as opposed
to a selective system of’,‘schooling. Only comprehensive
schools provide a common curriculum for all types of stu-
dents irrespective of socio-economic background, origin
or sex. '

This type of view would exclude right away theories
sﬁch as G.H. Bantock's which suggest that there is an ap-
propriate curriculum for the working class which should
be distinct from curriculum meant for the middle and -
high class. Further, it is suggested that lower class
children should be taught in separate schools and only
that which is appropriate to their culture or way of life.
Theories which tend to divide individuals as such, are not

. ¥
in line with democratization principles which demand a com-

Y
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mon curriculum for all, and under the same roof.

Further, views which suggest that the curriculum should

be relevant only to the life of the child and not trancend
his community would be in opposition to a curriculum based
on democratization. Entwistle Ti&ll} argues against the

views of people such as Midwinter who believe that there
such as those living in the Educational Priority Areas of

England, and that this curriculum should not consist of

class world" as called by Halsey, should be of concern to

all individuals:

Indéed, the "remote middle-class world" is the likely

source ‘of a good many local problems, and to deny the

relevance of knowledge of this wider environment is
to frustrate the possibility of radical social change.
(p. 91)

A relevant point to this discussion argued by John

White (1979) suggests that having a distinct curriculum

content for the working class, taught in separate schools

Now such content may.well have a place in a total
packaae; but what claim has it got to be exclusive?
At its most extreme, inspired by the dottier forms
of sociolagical :-relativism, this policy would only
succeed in imprisoning working-class children in
their own working-class world, depriving them of the
wider horizons, and hence capacity for reflection

on their present way of life, which a more liberally
conceived education could provide. (p. 165)

In a sense, the extension. of educational opportunity

to all irrespective of socio-economic background, origin,

is a curriculum appropriate only for working class children

'knowledge that transcends their local environment. Entwistle

adds that the extra-local environment or the "remote middle

.
’
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or sex, %mplies that knowledge which is transmitted by

the school curricula should be made more actessible too,
to people of all types and agesL In other /words, the
broadening of the curriculum, when democratization is con-
sidered, implies ﬁékihg the samé"rangé off curriculum op-

L \
tions available to all. It would thus be /undemocratic to

have only certain groups of the population or even to limit
the curriculum to include only concerns of the local en-

vironment or community and not concerns gf the extra-local

world. Further, the curriculum should offer many options
and a wide range of choices so that the individual will have
a ldrge selection to choose from that whfiich fits his interests

and abilities.

2. Further, broadening the scope of] the curriculum,

" when seen from the point of view of demgcratization, implies

that education prepares the individual for a democratic society.

This view will become more clear in the iscussion of quali-
tative democratization.
Thus curriculum content mugt in®Mude subjects which

empahasize democratic processes and principles as well as
subjects which cultivate critical thinking in the iﬁdi—
vidual so that he can eventually play an active role in

the shaping of a democratic society, using habits of crit-
ical reflection instead of mere obedience to the status quo.
A diversity of ideological views should be taught in school
and as objectively as possible. The

tudent should be able

to examine all views critically and decide for himself




what is best for him. In addition, education should not
e directing its goals solely to the needs of the economy

or industrial efficiency, serving them instead of exam-

jininé and investigating them. As Arblaster (1970) sug-

gests,

& .
education, rightly understood, is not indoctrina-
tion of any kind, but an essential critical activity.
Its function is to encourage people to think in-
dependently, to doubt, to question, to investigate,
to be sceptical and inguisitive....Education should
provide a permanent cpposition to orthodoxies, both
political and intellectual. Thus education does have '
a social function, but it is not a subservient one.
It is essentially an independent and democratic function.
Its task is not to serve business, governement and
the economy, but to examine, investigate and analyse
them. (p. 54)

Considering the previous thoughts, some subjects that
would be of importance to an education that aims for the
democratization of its curriculum content are, political
science, economics, philosophy, literature, art, music,
theatre, etc. These subjects would be added to the tradition-

al subjects such |as math, reading, writing, science and foreigﬁ

languages.

3. Care must be taken that what is formally transmit-
ted through the mctual curriculum offerings and ‘what is
informaliy transmitted through the "hidden" curriculum has
to be such that'it nurtures positive self-concepts and high

aspirations in all children, especially in those of the

!
i

low socio-econofmic class who need it the most.
4. Schools should make curriculum provisions for all

ages of the population. Education should not be restricted

|
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to the initial agg of one:s life. Adul‘tl education and
. ‘recurrent education should be an important faétor of de-
nipcra’tization (see section on recurrent education pp. 49-
53). Provision should also be made for the illiterate
groups of the population.
In shortJ, a curriculum content that aims towards ;:le';)-
mocratization should be a common curriculum, one that
provides a wide range of options to 5:111, irrespective of
.-socio-economic background, origin or sex. Its content should
not be limited to local concerns, but it should provide infor-
mation about the extra-local environment as well. In addition,
there should nbt be a distinct cufr’iculum for distlinct groups
of the ?qpulation because this sets a limit as to what an
jindividual can study by allowing access only to that which
is considered to be appropriate.
Further, curriculum .content should provide the individual

>

with the type of knowledge which is necessary for function-

N

ing in a democratic society.' Curriculum should be made

vailable to all types and ages, no matter what its nature
ight be. Last but not least, that which is transmitted

through the curriculum should not involve any negative

Ls

labeling, instead it should try to foster positive self-

concepts in all individuals. Ve

In conlusion to this section, -th'r.ee major internal
, . a - . >
,factors of schcpol'ing have been discussed: labeling, language,

A - &
and curriculum. We have seen haw they might obstrugct or
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aid the democratization process. These factora,are\npt v

obvious components of quantitative*democratizatiqn, as- are
the factors involved with economic aid, but they have a \\

positive influente too.. In other words, even when education

is made compietely free to the individual, the internal

factors of 'schooling could still limit the extension of ed-

N ~

— ucational opportunitfito all, or quantitative democratization.

Democratization of the -External Factors of Séhooling*(Structural

* . - N4 . N ‘ . . - ,*
or OrganiZational Democratization)

A

Before one attempts to correct the internal factors of
$ N - . ,

.

s . < :
schooling so that they aim towards demotratization, the

organization of the school or its structure has to be such

4

. . } .
that it too aims towards the exténsion.gf ed%catidnal op-

—

portunlty, and ‘that it prov1des an environmept conducive to
-~ the requlred change nee€t or 1ts internal and less QPVlOUSP ‘ ™
factors. ° : 4 B -

The type of organizatioh aiming mofe towards the needs
of democratlzatlon can become apparent after comparlng
the various educational systéms that exist. But thlS is

an enormous task’since there are many factors 1nvolved in’

;‘h\\echoollng maklng categorlzatlon dlfflcult. on the whole,
v o 4(.

as I gathered from Le Gall's et al. (1973) study, clas-
¢

sifications of educatienal systems seem td be based on the

dedree of dl?%erentlatlon that "an educational system has.

~

- "Earl Hopper s$ 1977 ’p: 154) typology for‘the cla551f1catxpn . v

. of educational systems is more specific in saying. that ed-
. o , r 5 : b Y

ucatﬁopal systems can be classified according to_their’
4 t ! * - .

. o L - ,
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selection process. My intent is not_to discuss the various
classifications of educational systems, but to generalize

and examine two large categories of opposites: the selec-

»

. ‘ ) -~
tive. and the comprehensive organizatiopn. Table 1 gives
a general summary of the basic characteristics of the two

systems.

>
¥

The i?_gllowi@discussion is intended to examine the

merits and draw™cks of both selective and comprehensive

systems and to prove that cgmprehensive systems serve the
needs of democratization.

*
~

‘Selective systems, characterized by a high degree of:

0

differentietion, can be said to. be based on an elitist

wideoiogx which Earl Hopper‘(1977) describes to be as fol-

-

lows: | o

The maximum amount of education fpr .each citizen should
depend on his future ability t® cpntribute to economic
.productivity; that "intelligence" and "educability"
are determined primarily by hereditary factors such
that some people could not possiblly benefit from ed-
ucation above a given minimum; and that those who
appear to be bound for elite positions should be
separated at an early age from thpse who appear to
be bound for lower positions so that the former_gain
in their confidence’ to lead and the latter in their
willingness to follow. - This “ideollogy supports the view
that initial selection should occur as early as pos-
- sible, and that a relatively large number of routes
- should exist. .,(g 157)

A comprehensive  educational system on the other band/ Vi
the one which aims tqwards’ democratization, can be charac-
terized by an egalitarian ideology, which, again, according
to Hopper (1977) specifies the following:

R . I :
‘. * That the maximum amount of education is the right .
.of every citizen regardless of his future ability
+ \\

‘o
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-~ General Characteristics of

« Educational

Table 1

Comprehensive and Selective

- v - t

Systems o . -

. ‘ }
Comprehensive SXstems

S

Selective K Systems

"Open" non selective.

Examinations, non compet-
titive. Movement towards
the use of continuous as-
sessment to define the

_progress of the student.

Common schooling for all,
in the case of secondary
education usually lasting
for nine years. Late selec-

"tion and late specializa-

tion.

The program is broad, and

the curriculum standardized.

There is minimum--or no--

~differentiation through

streaming or curriculum
specialization.

1

Freedom of choice and
flexibility in the choxce
of subjects or areas of
study.

The aim is for the areas of
study to be of an equal
value and prestige.

Characterized by a high
retention rate.

~ )

"Closed, highly selective

and competitive.

Competitive entrance exami-
nation. Progress of student

-based on competitive exams ’

and intelligence testing.
-’,/

Differentiated schools, pro-
viding alternative forms of
education. In the case of
secondary schooling, selection
and specialization occurs early,
usually after six years of
schooling (at the ‘beginning

of «the first level of secondary
education). 3
Tracking or streaming are very
common features of a/Selective
system. There is al&éés a track.
providing academic studies and
géared towards higher education.
Then there are the vocational
tracks geared towards the world
of work and early leaving from
schodl. At an early stage, group-~
ing practices are employed aiming
at spotting those who are supposed
to be particularly academically
oriented.

Little, freedom of choice. Al-
though transfer from one area of
study or track to another is theo-
retically p0551ble it does not

.

" often occur.

The areas-of study are placed
ina hierarchy of values.
) .

Characterized by a high attrition
rate in terms of grade repeating
and drop~out.

- I3
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to contribute to economic productivity;- that intel-
ligence" and "educability" are determined primarily
by environmental fadtors such that with ‘proper in-
struction all people could benefit from a-maximum
of education; and that those who appear to be bound
for elite positions. should work and play as long
as voossible with those who appear to be bound for
lower positions so that the former will not lose
touch with the "common man" and the latter will not
become overly subordinate and lacking in injtiative.

. This ideology supports the view that selection should
occur as late as possible, and that a relatively small
number of routes should exist. (pp. 157-158)

5

In the debate on the relative merits and drawbacks of

.

the two systems, Husen (1977) indicates,

It has been maintained, on the one hand, that the

top pupils in a comprehensive system will suffer by
having to be taught together with their more slow-
learning peers. This will impair their standard of
achievement in comparison with pupils of equal intel-
lectual standing in systems where an organizational dif-
ferentiation in terms of selection for separate.aca-
demically oriented schools takes place at an early age
or where strict homogeneous grouping within the school
is employed.

' The adherents of comprehensibe education, on the
other hand, maintain that the top pupils will not ,suf-
fer as much in their system as the great mass of the
less academically-oriented students in a selective
_system, particulaply those who rather early are left
'in the elementary school after the "book-oriented"
have been selected for the university-preparing secondary
schools. C '

The elitists maintain that a system of selection

- based on fair and equally employed criteria of excel-
lence will open the avenues to high-status occupations
tq those from all walks of life who deserve it by pos-
sessing the necessary (mainly inherited) talent. The
comprehensivists counter by claiming that a selective
system is beset with a greater social bias than the
comprehensive one. As one moves up the ladder of the

' formal educational system the proportion of lower class
pupils is much lower in a selective than in a comprehen=
sive system, which is interpreted as evidence for bias.
(p. 276) . '

~

Following the description on the ‘debate, of the merits

A
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and drawbacks of selective and comprehensive systems, Husen

(l§z7) provides us with his point of view which .is derived

-

mainly from the evidence as shown in table 2.
Table 2 ’ .
Percentage of  Pupils Within Each Population‘from Selected

Categories of Parental Occupation

Population I Population II Population IV’
Wl0-year-olds) ,{l4~vear-olds) (l7-19 vear-olds)
, C P uCs? pam UsS’ P&M UsS
England . 16 21 14 - 14 38 5
W. Germany 13 . 7 14 . 8 o 49- ‘1-

- Finland . 9 35. 10 Y . 20 15
Hungary 15 43 20 ° 36  '3ss .18
Netherlands 26 .12 20 12 " 55 5
Sweden . 23 31 26 27 35 15 “
U.S.A. 24 18 31 16 34 14

- ag is uséd for the wprd Professional
£

is used for the word Managerial
U is used for, the word Unskilled

is used.for the word Semi-Skilled

Note. From Academic performance in selective and compréhensive

'schaools, By Husen. In A.H. Halsey & J. Karabel (Eds.), Power

and Ideoloﬁy in Education. N.Y.: Oxford University Press, 1977,

'281. , ' ¢
Husen brings to our attention that as the student pob—
ulation moves to the pre-university age (17-19), the percentaée

M ¢
of pupils coming from unskilled and semi-skilled parental oc-

o
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cupations decreases enormously, especially in England and

West Germany where both systems are selective. On the other

vhénd,'in countries such as Sweden and the U.S.A., character-

b M

© ized by,comprehensive'systems, the decrease of students coming

from unskilled and semi-skilled parental occupations is not

’ 1

so drastic. Husen's (1977) corclusion from this comparison

is as follows:

’
e

The comprehensive system, by its openness, lack of
selective examinations during the primary and initial
secondary school period and its high retention rate,
is a more effective strategy in taking care of all
the talent of a nation. By casting a net as widely
as possible an attempt is made to "cagch" an optimum
- number of fish. A selec¥ive system with early sepa-
ration of pupils who are rated to have academic po-
tential is destined to produce good end products.
But this advantage is bought at the high price of
excluding a sizeable number of pupils from lower class
homes from further education and of limiting the op-
portunities of the great mass of pupils 'to get access
to guality education. (p.282)

Arguments 'such as Husen's, or even simply the notion
that comprehgnsive systems are based on egalitarian principles, .
while selective systems are based on elitist ideology, are
elements which suggest that comprehensive sysﬁem; serve the
needs of democratization much more than selective systems.
While comprehensive systems aim to extend educational op-
portunity eo all, selective systems aim to extend it only
to some.

Another point of interest which implies that selective
systems do not serve the needs of democratization, is that
early selection or specialization, one of their mﬁ?or char-
acteristics, might be too premature and too decisive an op-

eration for most students. At the age when selection is made

%
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athe abilities and motivations of children and youngqpeople

are still too closely bound up Qith their social background
td a full appreciation to be made of all their future pos-
sibilities" (Le Gall, 1973, p. B85). The aim of the first
level of secondary education (when’ specialization takes place
in most selective systems) as Le Gall (1973, p. 44) argques
is to reveal the hidden pétential of the child obscured up
to that point by the pﬁpil's background, and not to decide.
for the student at the age of 10 or 11, the stream or area
of specialiéation which will cften stay with him for the rest f
of his 1life.

Early seléction, as Bockstael and Feinstein (1970, p. 40)
indicate, tends to favor the students coming from the higher
social classes. Thus, deciding the future of the child at
thé age of 10 or 11 is undemocratic, works againsﬁ the principle
of full»self-réalization, and against the free development
of the student's intellectual interests and powers.

Specialization should begin at a later agé, perhaps

»

after the first level of secondary education when the child
is aﬁout 15-16 years of age. It should ocZur voluntarily,
in the light of each pupil's“maturity'iﬁterests, for only
then, as Lauwerys et al. (1973, p. 156) indicate, "it may be
regarded as appropriate to the democratization process”.
The‘use of counseling may function positively in the

process of helping to democratize education. Students at

the pre-selection stage could be given information on the

|

'various fields of specialization offered and guided as




° .
R Yo IO

.
PR N———

~_,~.....‘,,.‘.-<».-.,

41

Y

objectively as possible to the field of sfudy where their
talent can best be developed. |

An additional point which suggests that selective
systems do not serve the needs of democratization is a
consequence of their elitist ideology which views educability
and intelligence as inherited and not as something influ-
enced by environmenta; factors.” This type of view, in turn,
sees the need for seleétive educatién, for labeling practices
such as grouping by ability, and for IQ and intelligence test-
ing, so as to pick out and separate the intel}igent, destined
for elite positions, from the rest. Obviocusly, comprehenéive
education, according to elitist ideology would be of no use
since intelligence is considered by elitist ideology to be
inherited and thus democratic schcoling practices, éccording
ta their view, will have no-great influence on.the poor per-
“former.
> But the view that intelligénce is inherited and that
social differences can be explained as having purely bioclog-
ical origihs [supppried by Arthur-Jensen and H.J. .Eysenck)
is a very controversial one and has resuited in a strong case
on the other side. Most of the empirical data to prove this .
scientific racism comes from the resemblance of IQ scores
of more or less closely related individuals, especially a
small number of cases of identical twins reared'apart (and
thereby sharing the same set of genes but having different

environments) has been re-examined and shown to be fraudulent,

as Rose {1979) has indicated. Further, Rose adds,




t

although the twin studies until. recently made up
the centre-piece 0f the hereditarian claims that
80 percent of the differences between individuals in
IQ (and hence intelligence) was inherited, it is now

clear that th2y are virtually worthless for this purpose.

The most celebrated series of twins, that of Burt, has
been re-examined, first by the American psychologist
Leon Kamin, and later by the Sunday Times writer
Oliver Gillie, and has been shown to be fraudulent:
much cf the data and' the correlations were clearly
invented by Burt himself in order to "prove" a vie.-
point he was fanatically attached to. (p. 87)

As already mentioned, selective systems place a great
emphasis on examinations. In fact, they are legitimized by

examinations which are used to measure intelligence and

o

identify the talented and the non-talented. At times,

selection through the use of examinations™is considered
B .
re
democratic, for example, by the higher socio-economic classes

of England, as Whitbread 11937}‘indicates, who consider such

\

a system as a democracy based on merit. But according to
Whitbread, there is no such thing as a democratically based

meritocracy, it is only an illusion:
The ruling-class ideology of a limited pool of ability
served t% justify selection procedures and hierarchical
institutional structures at both secondary and tertiary
levels. This was countered by the labour movement's
ideology of equal opportunity, but bourgeois liberalism
interpreted this to.legitimize selection by examinations
which purported to identify the intellectually ablest

regardless of social class.... The illusion of a democ- |

ratically based meritocracy. (p. 289)

Iflit is agreed that intelligence is not a factor éf
inheritance, but a factor influenced by the environment, then
it must also be understood that it is not fixed and‘unchange-
able or that the measurement of intelligence is final. The
child, as Simon (1979, p. 144) notes, shoﬁld be seen as a

dynamic organism whose skills and abilities are developed in
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the process of educatibn,.in school, at home, in the éourse
of life.

Further, as Whitbread (1979) suggests,

Mechanistic explanationsewhich simplistically accept

that innate ability or social class set inevitable

limits on educational achievement, are unhelpful, and

‘even promote social control by implying that nothing

can be done. This is determinism. (p. 291)

In addition, selective systems which use examinations
to measure intelligence also use examinations to label students
by placing them in particular tracks or streams, ability
groups, or even to certify students as suitable for en-

try to a particular institution. When they are used as

_such, they.are undemocratic in nature and should be abol-
ished. [The implications of negative labeling practices have
\
already been discussed, and one must remember that,
to label children A, B, or C on the basis of a pre- -
diction about future intellectual capacity is the
very converse of education, given that by that very
act, severe and precise limits are set to the child's
potential and development. (Simon, 1979, p. 145)
As Lauwerys et al. (1973) explain, there are-other un-
anticipated consequences of these examinations:
a) they influence curricular and teaching in secondary
schools in a way that ignores the needs of pupils.
b) they penalize students whc are underachievers, late
developers: and slow learners. c¢) they cause schools
and teachers to be ranked according to the number of
successes in examinations. d) they create elite groups
of students and teachers. (p. 162)
” What type of action'then, in terms of testing, has to
be taken which will serve more the needs of democratization?
First of all, a switch from selective to comprehensive

schooling will offer an environment more conducive to positive
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cnanges as far as testing is concerned. Since education in .
a comprehensive school is common for as long as possible,
and since hypothetically, the practice of labeling has‘bgen
reduced, the need for intelligence testing will also be re-
duced. ] \

Contiﬁuous]assessment, as Le Gall (1973, p. 65) suggests,
is a likely solution to replace intelligence testing. 1In
a sense, it is an objective assessment by certain individuals
such as teachers, counselors, parents, or even the student
himseif, of the étudent's abilities, talents,‘interests, and
future orientation: Testing is permissible as long as it
is not used to measure intelligence, to label, select, and
divide students. ~As McIntyre (1970) recommends, exams can
be used for teaching purposes to assess the effectiveness
of teaching:

For teaching purposes, examinations are useful in

so far as they provide informaticon about how far.

each of the teacher's specific objectives have been

attained by each individual pupil and by the class as
a whole (e.g. about which pupils have understood each

of the major concepts with which the course is concerned).

They are also useful in so far as they reveal the nature
of pupils' errors and misconceptions. The teacher needs
these kinds of ‘information both to continue the teaching
of .each pupil in a way appropriate to his needs and also
to know what modifications in his teaching are desirable
when; dealing with future classes. (p. 168)

Thus\ if testing is to be a measure toward democrati-
zation, one has to stop using it as a means of»combaring
students and labeling them, and one must use it .to compare
what the student has produced to his previous work; this

is the democratic way of assessing.

In sum, the discussion in this section has revealed

1@
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that comprehensive systems of schoo ing as opposed to

selective systems, serve more the needs of democratization.
Their structural organization which|aims towardslan "open
system" or open access, a common curriculum, late selection
and specialization, the use of continuous assessment instead
of competitive entrance exams or intelligence testing, as

well as the egalitarian principles|which define comprehensive

. systems, are all factors which alleow such systems to serve

the needs of democratization.
Where there are criticisms of coﬁprehensive schooling,

such as~£hose of Julienne Ford (1974), who criticizes English

comprehensive schooling for not d créasing social inequalities,

.

or inequalities of opportunity for those with equal talent,

they are in fact observations based on systems that have not
completed their comprehenéive re-organization. As Griffiths
(1971) indicates, "it.is perhaps worth mentioning that Miss
Ford's sample of schools were streamed" (p. 65). Thus, the
criticisms are worthless since they are made about schools
that are not true comprehensives. Further, as indicated by
Rubinstein and Simon (1969, p. 146), proponents of comprehensive
schooling would answer Ford's criticism by saying that, first,
comprehensive schools were not established to bring.about an
egalitarian society, but to providé increased educational op-
portunities, and second, that in order to achieve this, selection
through streaming within individual schools must be modified

in parallel with the abolition pof separate schools for separate

-

groups of children. In other wgrds, Rubinstein and Simon indicate

that proponents of comprehensive schooling do not suggest that
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such schdols can change society and make it more egalitarian,
L but they do suggest that comprehensive schooling can change

one particular [inequality, that which concerns access to

competition,

and selectioni

changes, but [if complete quantitative democratization is |to

~

This type of democratization implies an equality of |

i

: . \ . . i
alue and cultural prestige in the various in-|

!
\

stitutions off education such as technical, academic, etc.,\

'

educational

n equality of value and prestige in the various'
£ .

disciplines [that exist. The aim is to avoid the labeling \

as well as

that often occurs on the student, resulting from the area

of study he followed or the institution he attended. Also,

since one is looking towards an equality of value and prestige,
the aim is/an ease of access from one institution to another
The democratization of education will occur since educationa

opportunitly will be extended by the ease of access from obne

M
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area of study to another, and also sSince practices of labeling

will be reduced. .

In a sense, comprehensive schooling aims towards this
goal, for eventually as orne sees happening in Sweden, succes-
sive levels of schooling will be built on each other rather
than being high-status and low-status systems set side bj
side. What Cerych (1974) calls "the éomprehensive university
model" refers to this éame type of democratization:

It envisages the integration within a single insti-
tution called a university all types of post-sec-
ondary institutions and courses: traditional univer-
sity studies, teacher training, and teclhnical and
vocational colleges.... v
Basically, this model postulates diversification ,

of higher education within one institutional type.
I£.is expected that this will help to overcome status

: differences between the traditional university and
other forms of postsecondary study, that greater
permeability and more equality of opportunity between
various forms of study will be achieved, and also
that better utilization of resources will be made
possible. (pp. 195-196)

Further, Cerych notes that certain c% ntriés in Europe
are moving toward this éirectiony such as Denma;k and Germany.
The trend of post—sebondary institutions being promoted to
ﬁniversity status can best be exemplified by the inclusion
of teécher training in higher education. IF "repregents one
of the most pronounced trends tn\Europe during the past two
dec;des" (Cerych, 1974, p.,l92).; '

Another example;} Italy, as indicated by Le Gall (1973,

p. 98), is moving towards a complete integration of higher
technical education with thé‘university. Industrial cheﬁistry;

civil engineering, or fcrestry, is taught in the same way

as arts or the theoretical sciences. Degrees having the same

»
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academic standing are”awarded in both pure and applied -
- ‘ - ‘ ‘ ; .
sciences. . . . L

-

Inter@isciplinar§ study is also afproduct of the trend

. to make 7all levels of education compreﬁensive in charabtepQ
.’ <’ ) f ’

Its aim, as Cerych (1974, p. 192) observes, is to change the

. o B - * [

. < A »
organizational structure of the formerly isclated traditional °
discipliﬁés by brinding them together, combined-or integratea L
. Y K £

' 1

in new interdiéciplinary-units{ For example, most of the

' o, v '
new British Universities (e.g., University of Sussex), Cerych
indicates, hé@e at least partly replaced the old departmental * ~

,structure with inderdisqiplinary units baﬁed on a theme or'
pfoblem dpproach. Also, the Frénch law of 1968 required
that ali;univers;ties’be mﬁlti—disciplinary and work to * - - "
overcome the isolation of the o0ld discipline-oriented facuities; '
But: on “the ;gole, this typé of_dechgatizatiqﬁ ig hard

A

‘to accomplish for 1t implies combating forces which for

~
v

centuries dictated the necessity of elite and prestigious insti-

oo :
tutidhs for maintaining ‘the status Quo. ' Even in a country

-

such as the U.S.S.R. where équafity and democratization are
. 0% 3

very important aims of its political ideology, one still sees

]

can inequality of value and prestige in its educational insti-"

Eakions:‘ , ) -

A )

" The nature of the town in' which the XEE'[higher educa-
tion institution] is located, the.school's "quality"
and its general "profile" (i.e. whether it is more

- "applied" and technical or mbre strictly "academic")

) all affect a specific institution's relative standipg.

"As a rule" Moscow sociologist F.R. Filippov notgs,

. "capital city vuzgy vuzy which are close to majof .
’ academic and scientific centers, and so on, enjdy the

greatest prestige". (Dobson, 1977, p.ﬂ265)

[ ’

\ ) ' -~
A ,
i
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Iﬁ c?nclddiﬁg‘this sectibﬁf anothgr component of
quantitative democratization H&s been“é?pdied. The extension
of éducational opportunity is made eaéiér by this type of g
democratization which attempts to fﬁﬁil;tate transfer from -
one institutﬁon or area of studx to another by means of
making institutions and areas of study eqﬁal in value and
prestige, and by means of integration and interdisciplinary . P

studies.

Democratization in the Area of Recurrent Education

I1f the democratization of education is the extension -

<A #
of, educagagﬁél opgortunity, ;i} should not confine itself

L

Lo ; .

tp the initial period of one's life. If it does, then it .
is not egalitarian for there are people still left out.

-

Recurrent and'expra—mural education should play\an imporgant -
role +in bhe:dechratization process, ig; aslAsz;y (1979)
suggests, the indiVidual’should be offered "recurrent access
to courses as his or her needs requifg" (p. 308). Or as Page
(1970) phtsyit in his discussion of higher education, "the
provision of higher education for all wﬁo want it also implies

at any point in- their lives" (p. 214). Thus once we realize

®

that education does not need to be confined to one particular

: i
age, but that adults as well as chilgren have the same needs

E ¥
for learning despite the variations in age, then we can try to :
' 1}

modify the educational system by making it more accessible

to all people irrespective of age. In fact, this is “the basic :

aim of recurrent education: v - b

[

~ 4

To hodify the educational system sc;that access to it o
* e

)




’g" . 50

»

. - 7

is not confined to the individual's early years, but
is available at intervals, in alteration with work or
other activities, over his or her lifetinme. (Schullgﬁ
and Bengtsson, 1977, p. 636)

Recurrent education is often encouraged only as vocational
trainihg,but it is important to realize that it should not
.be confined.to that, and that vocational training +is not its {

™
sQle purpose nor its primary gdal.

«

. “ .
In France as Schuller 'dnd Bengtsson (1977) indicate,

the 1971 1aﬁﬁbn formation continue allows up to 2% of a firm's

labor force to take leavé‘of absence ataqy one time and re-
quires a minimum proportion’ of thg wage Sill to be devoted.
to the:financing of such leave. But while "the preamble to
the law proclgims as objectives individual and social fuiﬁil-
lment as well as vocationalldevelopment..:at thé présent)it"

is the latter which dominates" (p. .638). In Italy}édn the

other hand, as Schuller and Bengtsson add, the Italian Metal- .
o ~ : :

. 'workers Uniorn{ allows its members 150 hours paid leave over

a pefioé of three years, and gives the worker the effective’

+

right to decide on what sort 6f study he or she wishes to

pursue whetherser not it is closely related to his jbb.. ‘

' Recurrent education, as Ashby (1979) advises, should -

4
be related to a
. - :
diverse range of individual, social and economic needs,
" for self development and increased confidence, for
involvement in democratic processes and for broader
social and econonic objectives, such'as multiracial
understanding, full employment and leisure-based study.
(p. 308) :

- ~
Recurrent education includes part—time courses, evening
- v ]

., courses, vocational and sub-degree level courses, ‘correspondence

’

£
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courses, courses offered through Fhe mass media such as radio
énd television,~epc. The British Open University, supported

by a substantial government grant, providing courses for
sgudents working at home with no special qualifica;ions demanded
at registratiqn, is a trend towards recurrent education. The
‘students in the Open University, as Le Gall (1973, p. 194)
relates, study through radio, television, and correspondence
courses and if successful in the examinations they are granted
degrees equivalenf'to those granted by the ordinary ugivers%ties.
The Swedish experiment, allowing \anybody with five yeérs of
employment (and with a minimum age &f 25) to entef the uni-
versity is also énother example of th; trend toWwards recur-

rent bducation.

N If recurrent education is a component of quantitative

democratization, then it too must aim towards its goals, and

care must be taken that it too extends.educational opportunity

to all irrespective of socio-economic background, seXx, or

——

' geographic origin. Thus all the factors involved in the
quantitative democrétization'of traditional education must
be considered with recurrent education also. . But some
statistics given' by Schuller and Bengtsson {1977) for the
Open University in\Britain and for the formatioﬁ)continue

v

in France are not very.encouraging in terms cf the types of

students taking advantage of thig type of education:

In France, in 1973, less than 10 percent of unskilled
and semi-skilled workers benefited from paid educational
leave compared with 30 percent of skilled and managerial
employees; 3 percent of those employed in enterprises
with less than fifty workers, compared with 17 percent
in those over fifty; 10 peréent of the female fcrce
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participated, compared with 16 percent of the males....
in the 0U 53 percent of the 1971-72 students were upper
middle or middle class and a further 37 percent lower
middle class, compared with 7 percent skilled working
class and 1 percerit straight working class. (p. 646)
What statistics such as the above exactly mean is not
clear for some could argue that they simply imply that some
people are not as interested in taking advantége of such ed-
ucational opportunities, while othegs woqld argue that such
educational provisions do not live“qp\to—their aims gnd they
further depress the relative position of disadvantaged groups.
Whatever the truth is behigd such sEatistics, they shouyld
not encourage a pessimistic attitude that there is simply
nothing that can beldone,,particularly since the original
aim of recurrent education is the exteﬁsion of educational
opportunity, not just to some groups of €Hé population but
to all types and ages. ‘Some correttive measures as suggeste7
by Schuller and Bengtsson (1977, p. 643) aiming for a suc-
cessful a;d democratic recurrent education are‘as follows:
to adopt measures that include positive discrimination in
favour of those least advantageously placed; admission policies
could be weighted in favourof certain categories, greater N

credit can be given to work experience, financial support

as well as paid educational leave should be established, the

‘content of the gducatién or curricula as well as teaching

methods could be changed to fawvour- the derprivileged, etc.;

further, everyone must be aware of the portunities available,

thus information services are very important.

In sum, recurrent education can be said to be a componernt
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of quantitative democratization wher it extends opportunity

by offering access to schobling to people of ail ﬁypes and

ages.

-

Democratization Dealing with the Regjonal vVariations of

¥

Schooling ‘ ' X ,

Sometimes the extension of educational opportunity is

v

hampered by factoré,inﬁolving regional variations in the
provision of schooling. For example, peopleﬁliving in the
peripheries or outside the major urban centers do not get.
the same advantages in terms of education as those living
in the-urban centers. As one moves up the educational ladder;

educational prbvision of the areas outside the major urban

N
——

centres decreases, particularly that which concerns Qariety
and quality of education.

In Swedeh one sees that attempts to cor£ect this regional
variation ip educational provision go as }ar back as the

1930s when Sweden saw that one way to équalizé educational

‘opporfunity was by consolidating rural edycation and bringing

it up to urban standards. Today certain additional factors,
‘'such as travel allowances for students over 16, as Tomasson
(1964, p. 211) writes, also make an important contribution
to this type of educational provision. BAlso, recently in
the U68 report for higher education one notices attempts
which propose thaf, '

new provision of the basic higher-education should

be almost entirely in locations other than the tra-

ditional university cities, with an emphasis on decen-

tralized teaching so as to reach as many as possible

of the potential students of the area. (Bergendal,
1974, p. 357) N . '
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Many countries seem to be having similar problems

relating to the regional variations of schooling. 1In the

U.S.S5.R., for example, Grant (1979) points out that studies

show a very wide gap between town and country in the area

%

of educational provision, particularly serious where nearly

»

half the school population is rural:

Pupils in rural schools are less likely to complete

the course and even when they do, the actual standards
of work achievement {(most marking being done by the
schools themselves) are usually lower. There are many
reasons for this: standards of living and amenity are
lower, teachers are harder to get (and keep) and the
smaller schools can rarely offer the -range of courses
and specialist teaching that town schools can, all of
which puts rural pupils at a disadvantage when competing
for higher-education places. (p. 258)

One type of corrective measure in the U.S.S.R. to improve

these discrepancies in educational provision is the development

of preparatory départmentg to help the rural children catch
up before embarking in their main courses. Grant (1979)
notes that so far, the results are enéouraging—;Lenigrad
ﬁniversity, for example, reports an 80% success rage, but
it is accepted that the basic problem will take longer to
soivea

Other corrective measures which might be used to combat
the obstacle of distance from educational institutions in
cases where educational provisions can not be made to the
areas needing them, aré correspondence courses. They can
be given to students unable to reach a campus. Lauwerys et

al. {1973) describe correspondence education as "a powerful

instrument for equalizing educational opportunities" (p. 192),

@

and further they say,
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It is not necessary for students to feel isolated

" or cut off from the centre. Group feeling and loyalty
can easily be built up. So can the feeling of “belong-
ing" which is a facilitator of learning. Some of the
best correspondence systems in the world--in Australia
and New Zealand for example--achieve remarkable results.
They use television for opening and graduation cere-
monies. They make sure that every communication with
students contains some personal messaée, perhaps a
photograph, to assure them that they are thought of

as individuals. They bring students to centres, often
at a university, at weekends or during summer vacations;

! thus social relationships can be established and learn-

ing takes place under traditional and customary conditions.
(p. 192)

In sum, educational provision, when unevenly distributed
in the various regions of a country, is a factor which works

against the democratization process. While an attempt was

~made in this section to suggest some of the possible cor-~

rective measures for this area of study, more research is
needed and additional solutrions to the gedgrdphical inequality
of educational provision. L

Democratization Dealing with Differentiations of Educational

‘Opportunity Found Between the Sexes

Quantitative democratization would not be complete if
it did not attempt to extend educational opportunity to all
irrespective of sex, as well as irrespective of the other
factors discussed such as socio-economic background and
geographic origin. Although the definition at the beginning
of chapter 2, does not directly talk about the sexes, it implies
that quantitative democratization includes a concern about
the differentidtions found between the sexes when it says
that the curricuium and the school program should be broadéned

so as to meet the needs of people of all types and ages.
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All types in this case would imply both the female and the:
male sex, and the concern would be mainly for the female sex
since they are the oneslthat are underrepresented in the
various educational programs particularly of higher education
institutions. For example,‘Hénnon (1979) notes the following
inequality in the educational opportunity found in the ed-
ucation of girls in England:

In 1975 the DES Survey 21 Curricular Differences for
Boys and Girls suggested that the organization of
options in the secondary school was responsible not
only for premature specialization but also for deter-
mining supposedly "free" choice. For example, the
separation of home economics and neédlework (girls)

from woodwork and metalwork (boys) can mean that girls
do not eventually enjoy the option of technical drawing,
since metalwork is usually regarded as a prerequisite
for this subject. 27% of all mixed schools in England
revealed such pre-emptive patterns. (pp. 111-112)

¢

Possible mechanisms for change towards an education for
sexual equalitj can be seen in the attempts that the National
Board of Education of Sweden is recently makipg in this area.
The result as Hannon (1979) indicates has been not only the
production of new materials and new courses,.but also the
commitment on the part of the National Board of Education
to an aétion‘program under which it intends:

(a) to request the government to amend the Education
Act so as to indicate the location.of responsibilities
for equality questioms within the school system as a
whole; (b) to give consideration to the purpose of the
equality programme in all curricular work; (c) to com-
pile and distribute service material and suggestions
for various target groups in schools so as to improve
knowledge and influence attitudes, about equality 'and
sex. roles; (d) to take the work of the project into
account when reviewing the compulsory comprehensive
school curriculum; (e) to collaborate with the uni-
versities and colleges to establish an integral wview 7
of the basic inservice training of. all teacher categories

[PT—
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concerning sex roles and equality, from pre-school
to post secondary level. Appropriate funding is to
be made available to carry out this work. (p. 116)

’ r 3
Some other corrective measures taken in Sweden and as

noted by Tomasson (1964) are to eventually abolish all-girl
schools, to make all schooling co-educational, and to minimize
any differentiation in the subjects that boys and girls study.

For example, Tomasson relates that,

in. the middle stage (fourth, fifth, and sixth classes),
boys are required to have at least 20 lessons eath
yvear in textile handicraft and girls at least 20 in
woodworking. In grade six boys may, by a decision of
the local school board, exchange one of four weekly
lessons. in handicraft for domestic science which
includes teaching in the care of infantg. (p. 213)

The U.S.S.R., as Grant (1979) indicates, also has clear
Ly

The constitution of the U.S.S5.R., for example, insists
that women have equal rights with men in all spheres

of .social activity, including education, and declares
that these rights are supported by such measures as
paid maternity leave, provision of nurseries and kinder-
gartens, and the right to work on the same terms as
men. (p. 252)

But on the whole, while the U.5.S.R. and the Eastern

European countries have been more successful than many other
countries in opening up their educational systfems to previ-
ously deprived groups such as women, they are still some way
from achieving equality of educational opportunity. As one

moves up the educational ladder, Grant (1979) discusses, one

notices that women become less and less represented, especially

at the post-graduate level. Also, he notes, there are variations

-

according to ‘field of study. For example, in the U.S5.5.R.,

in 1977, women comprised 68% of the students in education,

Lo

/
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63% in economics and law, and only 33% in agricultgre:

]

° {

Some of the reasons for this relative failure to ensure

equality all the way through the educational system,

and in careers, can be attributed to practical dif-
ficulties such as the shortage of preschool facilities
for younger children...the lack of part-time employment,
poor shopping facilities and the extra burden of house-
work, all of which can militate against combining home-
making with a career or further education....But the
survival of prejudice plays a part too, both in employ-

ment and in the home. (pp. 253-254)

Briefly then, quantitative democratization would not be
compléte if it did not attempt to extend educational op-
portunity to women who in most educational systems of the
world are'underrepresénted in various fields of study and
levels of education, particularly higher education.

Provisions such as nurseries, kindergartens, part-time
employment, equal rights at work, etc., have to be offered
so that education will become more desirable and more ac-
céssible tc women. Further, ways have to be found to combat
prejudice, particularly that which associates women with
only certain careers or fields of study. Curricular of-

ferings should be open to all, and in addition, the hidden

curriculum should not label negatively or discriminate against

any sex.

Qualitative Democratization

The second dimension of democratization is qualitative

-

democratization. Unlike quantitative democratization, it
does not concern the extension of educational opportunity

with respect to access to the various levels of schooling;
\
it concerns the individual after gaining access to an ed-
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ucational institution has|been-achieved, and deals with the
time one is atténding schopling. It concerns such items as
*the extension of opportunity aﬁd the freedom given to the
individual so that he or he can participate in the educative
experience, in the decisipn making process of the educational
institution that he or she is attending, and in the control
that one has over the chpice of studies.
On the whole, this jtype of democratization pertains to

~higher education institutions, or post-compulsory secondary
education, $nce the individual at this point has reached

a maturity where he can easily participate in the various

factors which concern him or her.
Lets now turn to/an examination of the components which
make up qualitative democratization.

Democratization as far as it Concerns Pupil Participation

in the Business of Being Educated, or Participation in what

is Going on in an ;Lucative Experience

This componené demands the kind of participation which

as indicated by Moore and Lawton (1978) is a necessary aspect

of education or of the act of learning:.

Education, in any normative sense of the term involves
initiating pupils into various aspects of knowledge,
understanding and skill. This must involve the pupil

in learning something, coming to understand what he is
taught. Now, no one can be initiated into anything
unless he actively takes part in the initiating pro-
ceedings. This is participation in the business of
being educated. Participation involves a sharing in

an enterprise, with others, takingone'spart and knowing
that one is doing so. So participation in the business
of learning, trying.to come to understand, is a neces-
sary condition of being educated. Pupils must participate
in this sense or education isn't taking place at all....
Participation by the pupil in what is.going on, is

-

P
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required by the logic of the term "education". (p. 262) \\\\

It can not be denied, Moore and Lawton add, that teachers
are to an extent authorities in what they teach and they have
a rilght to be listened to. But the learning experience would

. not,be complete unless the student participatéd in the process
"of [learning, or in the educative experience.

Thus a type of learning, functioning under the principles

of|/ democratization would be one that allows parpicipation Tel

-

o) frdom the pupil. Traditional teaching is undemocratic when

is de haut en bas (teacher lecturing a group of students,

llowing no participation).
The isolated lecture which allows no participation

from the student is becoming a less popular form of teaching
n

in countries which aim towards the democratization of ed-
ucation. 1In France, for example; as Le Gall (1973) discusses,
as a result of the events in l968rthe lecture has been fairly
generally abandoned:

The isolated lecture, separated from the remainder of
the teaching process, is condemned on three grounds:
students five or six times more numercus can no longer
hear it; students less endowed culturally and linguis-:
tically can no longer understand it; and the "new"
students not used to the academic style and to un-
conditioned respect for the spoken word, can no longer
accept it.

The legture fherefore only survives in a more
flexible, }Zss solemn and mbre integrated form. The
students accept this primary information within the
new framework, provided that the form of the teaching
recognizes their right to dialogue, -to explanation,
and criticism, The lecture used to suffer from the
distance between teachers and students and from its
frequently artificial themes....The traditional and
sometimes solemn atmosphere (the professor in some
faculties wore cap and gown) seemed to give an archaic
and remote flavour to university education. (p. 101)
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In sum, ‘it is imperative for 'the purpcse of democratization
that the sﬁudent is active in the élassroom, allowed the
freedom to inquire and to participate so that his learning
does not become limited to the retention .of faéts and opy¥nions
expounded by the téacqér.’ One specific condition which should
however be met before this type of. participation can occur
is a logical teacher-student ratio, otherwise‘if the classes.

are large, such as over 30 or 40 pupils per teacher, succes-

sful participation can not occur.
M 1

Democratization as far as it Concerns Participation in the

™

Decision Making Process —

This type of qualitative democratization implies:that - .°

. . .
all those affgpted by a decision, of the educational process

in th¥s case, should have the right to participate and. -~

'contribute in its making. Thus, students, teachers, parenté,

administrators, community and local authorities, "are to
participate in educational matters just as much as the externql
authorities such as the State. Even further, as Shils (1979,
p. 19) indicates, participation in the dec%pion m;king process
could inélude the secretarial and the cust&dial stgff as
we%l.

- Consider as an example the students and discuss how
they might participate in the-decision making\prOCess. They
could have a voice concerging the choice of studie§ they wantq‘

3

to follow, as well as- a choice of electives besides the com-

AL}

'+ pulsory subjects. They could have a voice in the methods

of teaching used as well as the right to express their opinions

J .
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o on“the %overning ané%%@ministrative functions. of scbpﬁi, in

b the rules of the school, etc. ) . .

As implied in the following quote ‘by Moore and Lawton

S R

(1978), it is against the principles ¢f democratization for '
. . «

* 3

the teacher to be an absclute authority in decision making

‘e

v ‘mattqgs, for these matters often concern the student jus£

. as much, ‘and he or she should be given the freedom to partic-

“

. > R B
ipate. ’
Now the decisions that people in authority make_ and
¥ the rules they enforce have an impact on the lives of
\ those affected by them and this is particularly the
¢ case. in schools. In respect of this impact pupils
| will have as much knowledge and awareness, &s anyone.
else. They will know how rules, decisions, evep
teaching methods affect. the quality of their lives. Py
So, it can be argued, there is a moral case .for saying. --
* that pupils should have some say in the decision-
.making that affects gn.sé through consultation,
représentation, or what®ver other means are appropriate...
'To say that participation is appropriate is hot to say
that‘akl children are capable, ready,or willing to ‘ -
share in policy decisions. Age, maturity, a sense
7 of rg}ppnsibility are .also relevant considerations.
'Wh§; 1s being said is that there is a moral case against
any a priorisattempt to rule out pupil participation
merely on the grounds that, they are pupils. There is
" ,also an educational case, namely that it is thtough -
such participation that pupils may come to acguire
virtues like tolerance and rationality in decision
making, virtues essential to a democratic society...
4 Democracy, in the liberal, political sense neces- .
sarily involves deference to the o inions of the governed.
In a, limited sense there can be such democracy in a school.
Teachers can, and generally should ¢ consult pupils' opin-
ions, and invite their participation in decisions, in
se ared&s where pupils can be authorities. (pp. 263-265)

I3

-

' Further, insline with the principles of quantiﬁative

'\dem%Sfatization which concern participation in:the decision
SN / ‘
ﬂ)) geking procéss, the structure of the teaching body &hould

be demogratized too, allbwing more privileges-«to the'younger

faculty members. Traditional schooling allowed the senior
¥
. /
Th
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members of the universities to dominate #he decision

O ko .
:
o
>
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making process, and the younger membérs did not have any

voice, even in decisibns‘which affected them. As Cerych
. i’ . -
(1974) indicates, today there is a trend toward the democra-

Y

Sy e gt

»

__tization in the strugture of the teaching body: '

The status and privileges of youhger faculty members
have, in gepgeral, increased, and the relative positions
) and power ot senior full professors ("#hair holders")
. . - has decreased. In Germany new indermediary categories
. g of staff were created or strengthened; in other countries
Ty e junior assistants were grahted rights previously pos-

- ‘/" sessed only by full professors. In several instances,

‘ e also, the traditional, exﬁtemely rLgld and demanding
requirements for nomination to full’ professorshlp
(HJabitation in Germany, Doctorat d'état in France)

, ' were, made more flexible. |Recruitment of foreign teachers
- . : in countries where former%y only nationals could apply
- is now more widespread Finally, teachers who do not

hate a traditional academic background but have practical
‘experience in industry or admlnlstratlgn are being more

widely recruited than in the past, especially ih some
. of the new institutions and usually fo @art time
' positions. (p. "195) 7
:Some examples of.countri?s where one sees the trend of

. . ' - S . 1 P - .
qualitative democratization concerning participation, arg as

[P

followé: As Shils (1974, p. 22) notes, in France and West .

-

: . Germany , secretariél staff, technlcal aux111ar1es, admin-
Y |

. . - . ! R . ) .
istrative andg, custodial personnel lawe been glven representation

P

_on university decisioq makinF bodies, but not in such large
fﬁgoportions as students and jpnior academic staff. Eurther,
\ag indicated by Cerych (1974), in France, the traditional
rector appo;ptdd by the ﬁin'stry of Education is no longer
lhe head of the university. Hﬁﬁhas‘been replaced by an elected
president as well as by a b ardwof governors that is sovereign
- v,

in several essential matters prev1ously sub]ect to approval

by the Central Ministry of Educatlon. But in facb‘a§ Cerych
r ‘ , ‘ o’ ,
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4  adds, the autonomy and self government of new French uni-
versities remain con51derably more limited than in-+America,
Britain, and several other countries:

This is partly Because public central .financing
covers almost 100 percent of the university budget,

partly because a number of fields of studies and
degrees are subject to standard national requlrements,

/ h ‘ and partly because of a sociological inertia in the N
/ attitudes of teachers, administrators, and even students.
(p. 194)

In the United 'Kingdom, Shils (1974, p. 22) specifies,
students have been brought into committees and councils but
not in substantial proportions and not equally in all uni=-
.versities and colleges. In many respects: they are confined
to consultative roles and do not participate in -discussions
or decisions about appointments or examinations.

. The interest in making the department rather than the
faculty the primary unit of higher education, fas well as the
interest in setting limits to the growth of individual in-

~stitutions, is indicative of the trend towards wider partic-

’ipation, since large establishments and faculties, with their
complex ang impersonal nature, make participation difficult.

Britain seems to have settled on 3,000 to 4,000 students

for all her new universities; in France the law.of 1968

fixed the maximum size at 10,000 to 15,000 students.

As a result, the University of Paris, whlch had 180,000

students %as broken up into 13 separate entities, and

universities in some major towns were divided into

two or three units. (Cerych, 1974, p. 194)

At this point it seems relevant to brieffy\giscuss

Yugoslavia, a country which saw the need for wider participation

-

and autonomy in its institutions of higher learning, but

which thought that complete decentralization, complete control
: ]

VPSR
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over reforms residing at the local level, and absolute autonomy
"and self-government,would bring about more democratic ed- ”

ucationa} institutions. Thus, as Trahan (1974) relates:

Starting -in 1960, 1egislétion was passed which altered

the .organizational structure of institutions of higher

education in order to coordinate them with the over

all Yugoslav program for the creating of self managing

societal institutions. (p. 199)

But, according to Trahaﬁ, the resuits of this type of
decentralized system did no£ turn out as anticipated.. Reform
efforts produced mixed results. While some were successful
others were not, such as the introduction of first level
studies into the faculties, the attempts towards modernization,
or the democratizatién attempts as far as they were cancerned
with student power of participation in the decision making
process. . |

Explanations fdr the success Qr failure of the various
reforms, according to Trahan, are attributed to the decen-
tralized system and to the autonomy that higher education
institutions haxs been given to decide almost anything, even
the allocation of finances in“almést any way theyléee fit.
Two major factors which stand out in Trahan's view as having
played aacrucial role. in the success or failure 6f reform

efforts are as follows:

The first factor is the coopexation or opposition to s
specific reforms on the part of members of. institutions
of higher education...the reforms that were' successful
were ones which had support from,the members of the
institutions of higher educatior). Barring this support,
they were reforms that the people in local control of
these institutions lacked the resources to fight. The
reforms that failed...were those which were not sup--
ported by members of various institutions of higher
education....

. v
¢
i
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The second factor which interacts with the first
is decentralization...a decentralized autonomous in-
stitution has con31derab1e freedom of action. On the
other end of the continuum, a highly centralized system
has more power over its component parts so that greater
conformity is generated. It is the interaction of °
these two factors ' (the self interest of the institutions
and the level of decentralization) operating within the
given framework of the physical and socio-cultural set-
ting that provides the best explanation for the success
or failure of the majority of the reforms attempted.

(p. 208)

What in fact lies underneath the previous two factors,
,Trahan explains, is the principle of status conservation:

Members of large bureaucratic organizations tend to

respond to attempts at change, in ways reflecting |

their perceived self-interest, as explained by the
principle of status conservation. When reform goals
are perceived as antithetical to self interest, those
goals will often become distorted or even ignored....

Is it possible to encourage people to act against

their perceived self interest for the good of the

system? Obviously, the answer will in large part

depend on the commitment these individuals have to

the larger social system. (p. 210) »

Thus, it seems that while democratization towards wider
participation in the decision making process is definitely
needéd in educational institutions, especially in higher ed-
“ucation, complete autonomy, absolute self-government, and
complgfe local control over reforms does not always produce
the desired results. Human nature is selfish,. selﬁ interest
often comes first, and since even in cases where there is
complete local contrgl, there are still those who find them-
selves at the top, abusing the extra power they have over
decisions. It seems as if though the central government
should have some control of decisions made, but not to the,

extent that it d;sregards the opinions of the individuals

it concérns or of the locallty or coAmdhlty that it concerns.

“
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Or 4t least, the state should have some control in checking
the power given to the local authorities, or to the institu-
tions of higher education in this case, to see that it is not

abused and that there is an equality of pérticipation in the

" decisions made.

. / *
In sum, this particular component of qualitative democra-

tization emphasizes participation in the decision making process

by all those that are affected by educational decisions. The

reasons for the emphasis are twofold: (a) Participation is

the democratic way of conducting business in an educational
institution. As Moore and Lawton have indicated (1978) in
their discussion on the participation of students, there is a
moral case for saying that pupils should have some say in the
declsion making that affects them. (b) Participation in the |,

decision making process involving democratic processes and

principles, 1is a necessary condition for preparing the indi-

.vidual for his active and significant role in a democratic

society. Again as Moore and Lawton have indicated it is
through participation that pupils acéuire virtues esséntial
to/a democratic society.

It is only logical to,thiﬁk that the,democrécy dspired
to fér soéie£y as a whole should be practiced in ;he gducéhioﬁ-
al institutions as wel{:

Democ¢ratization as far. as it Concerns Control over Ones.’

Future Occupation and Choice of Studies -

There are educational systems of higher education that ,

set limits to a student's choice of studies and flture oc-~ -

»
, B
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cupation by means of central government control based on

naticonal educational~planningoahd the'manpower needs of the

econoTz;:iiquther words, access to higher education is

based not only on competitive exams, but it also depends on

the student's final destination, in other words, on the needs

of the economy. The number of students to be admitted to
the various branches is fixed according té these needs, and
ﬁatched with the corresponding employment.

The student's freedom of choice ig thus doﬁbly limited

first by restrictions on access to the university,

and next by limitations on the number of places in thi

or that branch. (Le Gall, 1973, p. 8?)

Eufopean‘socialist countries are characterized by this
type of educational system. For examplé, in the German Dem
écratic Republic, Le Gall (1973, p. B82)-.notes, admission-.to
higher education is contéblled and~thé number of vacancies
per branch of study is fixed in accordance-with the economi
devélopmeﬁt plan distributed among tﬁe various institutions
Candidates are selected through aptitude tests but in cases
of equal merit, preference is given té'épplicants who have
completed a vocational training course or served in the
National People's ﬁrmy.

The U.S.S.R. is another example of a country which has

a selective system based on plaﬁning. The development of

!

S

C

épucation here too is based on close ties between the school,

life, and production activities.

On the other hand there are educational systems such

as those of the U.S. where the policy is that the individual be .

left free to choose the field of study he or she desires and

\
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that ﬁo limits éhould bg set based onleconomic needs and
educaﬁional planning. L - N

. ‘ What emerges from thése two contrasting views, are two
contradictory notions of democratization. As Le Gall (1973,

f ‘ pp. 84-85, 95) discusses, advocates of selection based on

planning plead for ‘this type of selection principally on

P

the grounds that student numbers must be adapted to the op-

portunities availane and that the economic dangers of having

too few students and the social ‘and political dangers of

§ e v e s P R

having too many must both be avoided. Further, proponents - \\\\\\

of such systems believe that entrance examinations are jus-

R

‘tified because they' prevent wrong choices, and that adaption
to available employment ensures that students are fully and
correctly employed in the.supjects which they have studied,"
that theif motivations’are strongﬁand well founded, and that

economic needs of the nation are satisfied in an assured

manner.

- —

But defenders of free choice on the other ‘hand would make a

strong case for the view that taking away the individual's
right to choose the field of study he or she desires to fol- =

4 low by means of selection through entrance exams and also

by means of educational planning is something that works
completely against ;he notion of democratization. First of
all, they would argue that systeﬁs based on selection are
not democratically justified since the individual is not
given the freedom to participate in matters which concern

his life; sécond,they would' suggestmthat not everyone in a

~
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_liberal afts education takes up a specific field of study

beécause he eventually wants to find a job in that area of
study; and third, they would argue that planning measures

do not always make correct forecasts as to the type

oy
Y .

of employmeﬂt that might be needed in five or even ten years.
Befgendal (1974) in examining manpower forecasts argues that
"since they are unreliable...one had ﬁetter neglect them
totally; flexibility and generality is to be the cure of all
troubles" (p. 359).

But on the whole, it would be ideal, in terms of democ-
ratization, if countries that believed in the free choice
of studies practiced this to-its_strictest sense, for even
in countries such as the U.S. who strong}y believe in the
free choice of studies, in the freedom of the educational
system from the manpower needs OE the economy,’and in the
unrestricted entrance to higher education;, things do nat
work as apticipéted. They too show tendencies-that work
against the democratization process.

As Le Gall (1973, p. 88) pointsout, in the U.S., owing
to the large number of students warting to enter higher ed-
qcation, fairly strict selection prdcedures had to be estab+
lished, even in the public universities who .as a ‘general rule
had to accept any pupil who had a certificate granted by an
accredited secondary school within tﬁe‘state.

A study done by Karabel (1977). on the Community Colleges

in the U.S., which are supposed to be two-year higher education

institutions characterized by their open and democratic char-

acter, found that'in reality they are "a prime contemporary

LI
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expression of the dual hidtorical patterns of class-based
tracking and of educational inflation" (p. 235). "Educational

inflation" he defines as being the process by which the ed-

|
ucational system expands Fithout narrowing relative differences
v [ ‘

between groups or changing the underlying opportunity struc-

trure (p. 235). ‘ S

Karabel goes on to prove that the community college is

itself the bottom track of the system of higher education
in both class origins and occupational destinations of its

students. Further, he notes, tracking takes place within

.

the community collgge in the form of vocational education.

Two year public colleges are almost always open door
institutions, but admission to programs within them

is often on a selective basis. What this generally
means in practlce is that students who are not “transfer

or cooled out altogether. (p. 241)
Finally, as far as the discussion on democratization
~ and free choice of studies is concerned, Karabel's study
implies that the community college, a "democratiF" institution,
selects its students thfough tracking.and serves\manpower
needs indirectly by placing theystudehts who are not "transfer
material™ in wocational traeks. Karabel ndtes, .

The interest.of the buSLness community ln encouraglng
occupational training at publlc expense is manifest.
With a changing labor force which requires ever
increasing amounts of skill to perform its tasks
and with manpower shortages in certain critical-
private industry is anxious to use the community \col--;
lege as a training ground for its employees....In\ the
Los Angeles area, Space Division personnel and junior
college faculty work together to set up curricula
requirements, frame course content, determine student
competence, and formulate "on-the-job performance
. objectives". (242) - ’

[
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In sum, this particular component of qualitative democ-
> cratization displays two contrasting views of the notion qf
democratization, one based on selection according to plan-
ning and the other on the free choice of studies. Qgile
in theory these views are very different, in practice they
seem to merge to similar results. They both become "sorters"
or "packagers" of human commodities for private~and public
bureaucracies, to-unse Shils'(1974) words. Further as he notes,
‘the existing mode of university education some of the
critics say treats the student as an object to be re-
shaped in accordance with the specifications of gov-
ernmental and capitalistic bureaucracies rather "than as an
active subject sharing in the design of his own education.

It forms the situdent rather than helping him to "grow"
in accordance with his potential individuality. (p. 19)
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CHAPTER 3 -

THE MOVEMENT TOWARDS COMPREHENSIVE SCHOOLING, STUDIED
WITHIN THE CONTEXT OF THREE COUNTRIES

While in chapter 2 the notion of democratization was
examined by identifying its dimensions, components, and the
factors which'work for or agéinst it, the study will not be
complete if left at that. It is important to show that de-
mocratization, when studied within the context of a particular
country, becomes even more complex for there are other factors
involved which become apparent only when notions such as the

democratization of education are studied not as items hanging

~in the air but as items within a particular national context.

For examplex\in the case of the movement from selective
to comprehensive systems, which I chose as the item to study
in this chapter, since comprehensive education makes up 'a

major part of democratization, time and industrialization

s

often make a difference as to how far a nation has advanced

in that aspect of democratization. Historically.there is

a particular trend showing that the more industrialized a
nation has become the more one sees a movement towards com-
prehensive or common schooling. As Benn and Simon (1970) note,

there have been many comments on_this close association
between an open school system at\Ehe\secondary stage
and success in industrial development and growth.
Generally speaking, the more backward a nation econom-
ically, the more heavily committed it is to a highly
segregated secondary system--as it might be expected,
since opportunities for employment of the educated are
few. Within Western Europe, Spain and Greece, for
"instance have the lowest standard of living and the
most &litist systems of schooling; the same may be said
for almost all Latin American countries where educational
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. comprehensive one, and show the forces which have worked
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systems have folowed the traditional European model.
(p. 1)

However, time and industrialization are not the gnly
factors dictating this trend from selective to comprehensive
schooling. For this reason, I chosé to examine three highly, ’
industrialized countries, Sweden, France, and England, and ) o

show that there are other forces involved, much more influ-
e

ential in dictating how far their educational system has

been democratized. ) , ’

Thi§ chapter aims to show through the use of one example,
that the democratizationm of education, no matter how complicated
it seems, becomes evin more complex wh@n placed in a particﬁlar

national context. Thus, what seems to be working smoothly

r

for one nation is not working in another nation. But never-

theless, this does not mean that we have nothing to leaxrn

from comparative studies, or that there is no use in making ;

{
4 v

these studies. As Neave (1979) suggests when discussing ed-
ucational reforms, !

only with difficulty can the reforms of one country be

. translated into the framework of another. But this
does not mean like Swift's Brobdingnagians or present : 3
day Englishmen, continue to sgquat in the mire of our
conviction that we have nothing to learn from anyone.
(p. 241)

'8 ' R
- \ . Sweden - \ :
Let us first také\Sweden as an example of a nation that

has moved from an elitist type of educational system to a',

towards the accomplishment of democratization in education.

it R . \
4 o - 4
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Since ‘1962, after some twenty-two years of debate and

experimentatiop, Sweden has established nine-year (seven-to-

sixteen) comprehensive schooling for all children, irrespective
[ ] . -

-~

off socio-economic background or geographic origin.; All ex-

isting parallel schools have been abolished. The curriculum

of the comprehensive schools is common for all pupils in .

grades l-6,-aad in grades 7-9 a certain specialization takes
. . ‘ 8 3 : ’
place but only according to the interests of the student.

In other words, there is no streaming with definite consequences-

for future choice of education or job. As Bergendal:(l9j§)
notes: S ¥
' ~ ' . -
Today the level of enrollment in all forms of Swedish . -
education is amongst the highest in Europe and the
structure of the school has been completely remodelled.
Thus, for good.or ill, the changes in education in .
Sweden have been more profound than in many comparable

countries. (p. 354)
An excellent historical account dealing with the devel-

opement of the Swedish school system from a dual to a Eom-

prehensive system,'is Paulston's-book Educational Change in
Sweden coveriqgfthe period 1842-1950. 1In this book Paulsfon

discusses how the major ruling;mrty,the Social Democrats,

4

concelve democracy Eﬁ%be, and also suggests the forces which
have worked towards the establishment of -one of the best com-
prehensive systems in the world.

The Social Democratic Party's justification for estab-

1ish1ng a comprehen51ve system in Sweden was more _social than

~ 'R

educational 1n nature. It was based on their definition of

a democratic n&tion, which is one characterized by equality,

.
A4
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%gtidnal un;by, social co~-operation, and mutual understanding.

' Their justification of .a common\ school then was that it pro-®
., vided eéuaL learning conditions and eqgual educationé} op- .

portunities for all children, irrespective of social and geo-

. i 13 . - I3 ‘( '
graph%c origin. A common curri ulum,' as well as the other

Pl

s . t . it .
.characteristics of comprehensive educatiaon were then neces-
sary to produce natlonal and cultural unity.
e

Husen (19f7) notes that this argument on creating cu{~

tural ahd soc1al unlty, advanced by the 1946 School Commis-

LT IRY—

51on\1n Swe&én, had also been used by the British Labor Party
in favor of the comprehensive school:

- 1
‘THe 1946 School Commission stated that the school by
means of instruction and education had to widen the
) social sphere of the studehts so that the spirit of
unity which is brought about in school will also
maintain itself in wider contexts. (p. 52) ~

Tﬂg forces which have maae the' establishment of com-

- L4 . Al :

prehensive education, as sought.by the Social Democrats, pos-

si%le, and as presented in Paulston's (1968) study. (6ther

N B

references in agreement with Paulston's views will also be .
. .

indicated in the text), are as follows:

A 1. Sweden is a country characterized by homogeneitj'in

matters of language, ethnic factors and religious affiliation.

. " This homogeneity has not eliminated problems of social
cla conflict, but it has undoubtedly been a moderatlng
influence to the extent that it.has made compromlse pos-—
sible and dssirable. (p. 5) .

2. Sweden is a wealthy nation and ,always ready to invest -

a sizable portion of its wealtﬁ in educational reform.

3. Sweden' s modern history, characterized by contlnuous

Kl

peace "has obviously played a decisive role’in the growth

A +
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r/,.h__;-he other major political parties, especially from the
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of modern Sweden from a standpoint of material wéll-being,

v

mental life, and attitude formation" (p. 6).

4. Because of centralized control, educational.policies

,Are easily administered. - . .
-~

As Neave (1979) suggests, the way in which the decision

.

to begin reform is taken is important. In the case bf,Sweden,
tﬁe creation of the comprehensi%e school inveolwved an Act of
Parliaﬁént, thus the "will to sustain the reform'qu never in
doubt af%ef the passaggfof}législation" (p. 246). ﬁurther,r‘
Ngave adds, while local in%tiatives are not completelxhruled'
out, central control defines "the societal and educational
gdals of comprehensive edu atioé‘as well as the means, cur-
ricular, structural and or anizational, by which they are‘
to be attained® (p. 248).
A point made by Tomasgon (1964) arfd related.to this

discussion is that the fact that the Swedish system is cen-
L .

trally controlled but takeées into consideration local feelings

: 1 , ,
and conditions, makes it a|smoothly run system that leaves

little room for unhéppy or disatisfied individuals. As an

example of Sweden's respe¢t for local feelings, one sees that -
p f .

country and muni;Epal school committees, while they
~ do not determine curriculum or policy, do hire grund-
scola teachers, build schools, and generally administer
the local school sygtem. (p. 206)

-

5. The Social Democriats have met little opposition from

L}

-~Libgrals who.in'fact wera the first to propose the need for

cowprehensive schooling gnd the abolition of the double track

school system. ‘ f‘

»*

.
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In fact, as pointed out by Tomasson (1964, p. 208), the

Liberals believed that éducation was the principal means of

t¥ansforming society, and thus unlike the Social Democratic
view, educational reforms should come first before all other

reforms.
- s

Any opposition that has come from the Conservatives

was not strong enough to alter the egalitarian nature of the

*
4

school reforms.

6. The Social Democrats always acted at the right time,

*

‘that is, when they knew,they.woulq have the greatest sup¥

port. For example, around 1946, after World War II, when

o

"they saw that they would have support from the other major
political parties and interest groups oh the question of

comprehensive schooling, they acted:

Since World War II major policy differences between

: political parties have largely been removed and the
three major parties - in opposition to continued Social
Democratic rule (the Conservatives, the Liberals and
the Agrarians) have in large measure come to accept,
if not actively support the government's programs for
social, economic, and educational reform. (p. 8)

<

_Also, t%e‘Social~Democrats acted at a time, that is,

L

\

¥

post World War II, when Sweden ‘was charactemized by high
popular enthusiasm for social regprm, and for the harmo-

nization of social institutions with the values of the ruling

majority. ) . SR . 4

Very influential iﬁterest Qroups, such as the folk
elementafy school teécher organizations and the popu;ar
movements {(such as trade ugﬁons, the cooperatives, aﬂd the
temperance groups) were also supporting the’Social Democrats.

‘ . : N

‘
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7. Extensive research and planning carried out by

governmentally sponsored committees, ‘are also impqrtént

. elements influencing the smooth transition to comprehengive

schooling; research comes first and théareforms later.
.A related point to this discussion as indicated by
Griffiths (1971) is as follows:

Close liaison exists between policy-makers and ed-
ucational researchers who have investigated such subjects
as school differentiation and individual differences,

the curriculum, teachers' attitudes, the reserves of
ability, and the home and the school. (p. 6l)

8. Perhaps another major reason for the success of

comprehensive schooling  and educational demogratization in

(Y

Sweden is,that the ideoclogical origins of the Social Democrati
\ ’ ‘

Party saw school reform as an end product, rather than a pre--
lude to political and economic reforms. Thus, the Social de-:
mocrats first gave their priorities to political, social,

"and e¢onomic democratization, and once that was settled they 4

3

moved on to\the guestion of educational reforms and/democrati--

zation. During the,time when they worked towards the democ-
ratization of their society in terms of political, social,” ~
and economic questions, the only reforms associated with

education were gf a social welfare .nature, such as providing

.

" free meals in school, and medical and dental care for "school

children. N
Having discussed some of the major» forces which have

made comprehensive schooling possible in Sweden it is important
\
to also note that Sweden has not stopped with the seven-to-

sixteen comprehensive school. Neave (1979) writes:

[

3 I o [y
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. The most recent developments in Sweden involveﬁ creating
an integrated upper secondary schaol, the gymnasieskola,
thus bringing together grammayr, technical -and vocational -
schools. Founded in 1970 and covering some twenty-two
"subject lines", the gymnasieskcla caters for over 80
percent of the age group. (p. 244)

Entry to the gymnasieskola is not restricted. Its

organization implies that teachers, teaching aids, and build-
ings, can—be jointly used to better effect. Mattsen (1973,

p. 205) notes that pupils have better opﬁortunitieé of change-
ing to a new line of education if tﬁey so desirg, and vocational
education is put on the same footing as other education. Pu-
pils choosing vocational education will receive a more modern
and broader basic education in the field, and a gradually
increasing specialization. Apart from the direct vocational

training all will study certain general subjects.

Of the twenty-two subject lines of the gimnasieskola,

i 2 .
five of them, Bergendal (1974, p. 355) noﬁgsn[repfésenting\‘
together about one third of the intake capacity, are three
or four year programs that qudlify for university studies;:
the majority of the other branches, all of which are two year
programs, have a mainly vocational goal, although all of them
also give a certain amount of preparation for further studies.
Sweden is also in the process of changing higher education
along comprehensive lines. As Neave (1979) writes,
Here.too, the fundamental aim is to open higher ed-
ucatléh to those groups in society hitherto excluded.
This prlorlty emerges with particular force in recent
legislation, known as 25/4, which stipulates that anyone
.aged twenty-five and over who has worked for four yvears,
irrespective of his previous attainment, may enter what
are termed "open faculties" at'the university. Effec-

r tively, this means all faculties save medicine and
engineering. It has had a dramatic effect. Forty per-
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cent of the students currently enrolling in these dis-
ciplines are taking advantage of this legislation.
Further, measures are under way to open the closed
faculties to mature students on the basxs of a schol-
astic aptitude test. (p. 244)

Sweden seems to bhe in the hélf-way mark, between a com-
prehensiQe higher education based on freedom of choice of

studies and a selective system based on planniné. The reason

for this is that there are faculties with unrestricted admis-
sion, and faculties with closed or limited admission. The

closed faculties are motivated by labour market needs. But

¢

as Bergendal (;974, p. 358) argues, this has to be guestioned-
on grounds of equality: Having open access to only some
faculties is not as dgmocratic as having open access to all
the faculties. \

g

In sum, one sees|that Sweden's success in establishing
|

the—commmon school, aA important component of democratization,.
and igé partial succes @n xtending compréhensivization to
higher education have bgen achieved through many factors

which are not only the Eutco&e of industrialization. They
were forces related tﬁ:\ (a) the poligicdl‘ideology of the
ruling party which aimed\for n§tional and cultural unity and
which saw common schooliﬁg as a means to that end; (b) the

i

national 11omogenéi1:y o% Sw\eden, making compromise-possible;

(c), the wealth of Sweden; (d) the history of Sweden, sharac—

terized by peace, minimum political oppos{tioﬁ, and a long
\ .

and continuous rule of the SYcial Democrats; (e} a strong

central government, as well as to the local input in educa-

tional matters; (£f) the fact that questions on educational

\,
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reform took.place at a time when educatiocnal matters had the
greatest support; (g) extemnsive research occuring beforé

the actual reforms; (h) the fact ' that Swedish society became
first politically, economically,and socially oemocratized,thus
making‘ﬁhe next step, educational democratization, an easier

and smoother process.

France

France, which until recently had a secondary school
system of monolithic rigidity, today has an eleven-to-sixteen
comprehensive middle school, established in 1977-78. As Neave
(1979) notes, each succeeding year will see changes moving
further up the educational system:

The principal reforms involve first, a steady prolongation

of a common core of subjects into the upper secondary

school. Second and as part of this innovation classes

will be destreamed at least up to the end of compulsory

U_schoollng at sixteen years old. (p. 242)

France had a school system characterized by everything

that is associated with selective systems such as early

specialization, high degree of pedagogic df%?e;entiation

such as streaming and grouping, and elitist ideology. ™Although

the coLfége d'enéeignemént secondaire which since 1959 re-

placed a secondary school system consisting of separate schools

such as the lycée, colleges, &coles normales etc., it itself

ith a high degree of differentiation, only at

=

aking place under one roof:

was a school
this time all

'Mobility Hetween streams was extremely rare and, more
to the point, .around 30 percent of pupils had, by the
end of thelir school careers, stayed down at least once
to repeat year. (Neave, 1979, pp. 242-243) -
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Intellectualism, the doctrine which says that knowledge
is mainly derived from the action of the intellect or from ‘ ‘

pure reason, has always been a barrier to educatiehal reform

in France. As Halls (1965) writes:

The French educational system is based on a liwf i
that finally ever¥thing is a function of the mind..

By the right use of the power of reason every problem

can be solved, every intellectual difficulty surmounted....
Children must be taught this art de bien penser above

all else. Some are more capable of learning it than

others. Thus if national sentiment demands a common
school, from the very beginning children must be graded
within it according to their intellectual capacity. (p. 6)

The view that some éhildren are more capable at learning
than others, justified for q)long time the elitist eduéation
system of France. Iniellectualism also justified the system's‘
tendency to emphasize a humanist education consisting ofs the . .
classics, language, literature, philosophy, and mathematics.

Science and technology played a minor role for a long time. /

" What were theg tﬁyzmajor forces for change towards a '
lid * :
comprehensive sys{ém of education, towards the democratization
of education, in a country which for so long was guided by

conservative and elitist ideology?
Perhaps the major force for change towards comprehensive

schooling, as noted by Neave (1979), is associated with the
social and economic priorities of France and the need for

educational planning: .

a

By the end of the 1950s it was apparent both on demo-
graphic. and on manpower-planning grounds that a ver-
tically differentiated secondary education system

could no longer cope with' the additional demands being
made of it. First, a considerable population shift
from country to town was taking place, coinciding with
the growing problem caused by the children of the post-
war "bulge" passing through the schools. Second, and
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perhaps more important, was the belief éxpressed by

the central planning authority, the Commissariat

Général du Plan, that economic expansion could not

take place without a prior increase in the education

level of the younger labour force. (p. 243)

Aiso, since intellecytual‘ism has always downgraded science
and technology in edweation, the problem became intense when
in modern times it was seen that there was a shortage of
people trained in the sciences and technology. A'common
school then, one which would hopefully extend opportunity
to a greater number of the population, and one which would
not concentrate on elitist training was sSeen as the only
solution to the ec):momic and social dilemma ifaced by pos}:-
war France, and to the need for an industrial leap forward.

| Halls (1965) notes that the reformers of ed_ucationl é.n
France saw that, i

for economic, as well as social reasons, education

must be extended because it creates employment. This,

is no more than saying that the real wealth of a nation

lies in its trained manpower. (p. 9) :

Thus, democratization in education for the French people
was seen as a necessity for solvin‘g thair economic problemsl.
Unlike the Swedes where economic, political and social de-

. %
mocratization came before educational democratization, the
French saw the democratization of education as a prelude to
to their economic, éolitical and social advance. In other
words, tlée’ democratizat&on of educatjon for tk;e French was
desired more for its possibility to solve éroblems related
to the économy than for its ability to nuxrture national and

cultural unity as sought by the Swedes.

Perhaps one of the reasons why the democratization of

S <
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education in Sweden had such a long tradition while in France

it has been only a recent trend, isthe point already discussed
that the Swedes attempted to democratize the social, political,
and economic aspects of their society before they attempted
to' democratize education. Possibly these barriers have to
be overcome first befo;e one can attempt educational reforms.
If 'we expect education to be the primary factor in changing
the ills of society most likely we are going to be left behind
just as in the case of France.

One could say that another force which has influenced

the recent trend towards the democratization of education ¢

A

in France and which has helped overcome its elitist character

is the central control of educational reforms. Like the

. L3N

Swedes, but to an even greater extent, the French see the
need for central control to help realize their goals:

In France, central government is regarded as the instru-
ment by which local and parochial arbitrariness, the
cunning of local élites and the rapacity of their
relatives are held in check. The state is a barrier

« against particularism. (Neave, 1979, p. 247)

The need for central control in France is related to
the way the French people are beginning to view equality,
or to the way some previous reform attempts in education
defined it: As Neave (1979) writes.it is uniformity of

practice, structures and objectives;
It is inconceivable that schools for all should be _
.anything other than identical throughout the country, !
with a uniform and nationally defined curriculum, in
keeping with the formally defined objectives associated
with the common secondary school. To the French mind,
equality without uniformity is but a snare, permitting
knaves to claim privilege of equality for honest men.
{(p. 247)

KR4
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The French thus.believe that only a centrally controlled
educational system can bring about any necessary. educational
reforms, and sin?e theAtime has come for the comprehensiﬁization
of thair educational system so that their economic needs can
be obi&ined, it is assumed that only a central system can
succeeé in achiéving thé goal related to educational planning
and manpaower needs. The factnthat political and economic
objectiysg have come to prompt the demand for a common school
and thékfécﬁ that there is central control over educational

. ¢

reforms, is making these reforms, to adegree, realizable.

In this respect, there has been some success; but since central-

ization in France completely disregards local feelings or =

\ /"
input, unlike in the casé of Sweden, the success must be

qualified. And we note recent demands for lo®al participation
f

in educational matters and for more .autonomy in highgf education.

In sum, one could say thaé in France, iﬁdustrialization
has been, to an extent, a driving force along the road of the ¢
comprehensivization of its very elitist gducational system.
The social and economic dilemma, particularly of postwar
France, resulted in demands for common schooling so as to
extend educational opportunity to more people ana in turn
incirease their level of education, especia%ly in the sciences
and \technology. In addition, central control,~which happens
to dpree with the view that comprehensive schooling could
be a\\solution for' the geconomic dile?mmél in France, has made
the r&ad towards comprehensivization and educational democ-

ratizgxfon an easier process.

\
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Englaﬁd

In Britain today, the basic reform of comprehensive gd—
ucation is still incomplete at the secondary level. O0f the
qguntries discussed in this chapter, England is the furthest

behind in terms of the comprehensivization of its educational

system. Today comprehensive schbols exist alongside Efivate,
g . \
direct.grant, independent, and grammar schools, to name a few.

Caroline Benn (1979) writes:

Comprehensives were fixst discussed in the 1920s,

not tried until the 1940s, not .made national policy
until 1965, and not subject to legislation until 1976.
Yet at this last date only twenty-three out of ninety- .
seven local authorities in England and Wales had com-
prehensive systems within the definition of the education
Act,of 1976. “(p. 194)

 What are the reasoéons behind this slow development of
ggg;;ehensive schoolingsin England? Why has England stayed

behind in this respQQS*kéespite the fact that she is as highly

industrialized as France and Sweden?
One of the forces behind the not so smooth transition
to comprehensive schooling has been the fact, asNeave (1975)

indicates, that England does not have a national educational

<

system and, .

that education in Britain is the responsibility of
Local Education Authorities rather than the central
government and equally, that a small, but important
minority of Britain's é&lite school children (socially:
speaking) are educated not in the state pystem, but
in the expensive feepaying public schoolls. (p. 4)
Thus, as Neave (1979, p. 247) suggests in a later study, since
there is no national educational system,‘comprehensive school=
ing its goals, purposes and objectives cannot be defined.

In addition, the "profound distrust in England of cen-

»
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‘tralized decision making and a certain suspicion 6f the
overmighty state" (Neave, 19'79, p. 247), makes reforms very
difficult since usually there is no authoritative statement
backed by legislation as in the case of Sweden and France.
Thus Neave (1979) notes that in 1965 when the Labour Govern-
ment published Circular 10/65 it requested, not required
local ﬂauthorities to submit schemes for comprehensivization:

For ten years the authorities tried to live with this
situation, which was only rectified, again by circular,
in 19/74. Both in France and Sweden the will to sustain-
the yeform was never in doubt after the passage of

| legi/slation. But in England not only is there no up-
to~date official definition of what constitutes a com-
prehensive school; the objectives of comprehensive ed-
ucation have not-even been officially laid down. (p. 246)

=

The result of this type of systerh, as Benn (1%79) discus-
e .
ses, is that no government has ever taken a firm national

_decision to change from a selective system to a comprehensive
5y
<

one by a definite date: .

Instead Britain has adopted a policy of slowily intro-

ducing more ang more diffexrent bes of school labelled

"comprehensive" into a selective system, a'very dif-

ferent precess indeed, and one which has not far-

reaching implications for equality. (p. 197)

Studies such as those of Benn and Simon (1970), Chitty
(1979), and Marsden (1970), argue tha't the fiact that com~
prehensive schooling is developing alongside a fee paying/

selective sector, makes the system dhfair and undemocratic,

and at the same time it makes the success of comprehensive e

schooling difficult because it creates the need for competition

~
-

and retains such undemocratic practices as selection and

streaming within most comprehensive schools.

»

Also, as Griffiths (1971, p. 6l) not&s, research in England;
« . ‘%

Jo———y
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4 ' unlike research in Sweden, comes after the actual’reforms

-
3 ~ '

1 : ‘
and i§ often fragmentary andsmall in scale; thus research 1s

v

<

ig - of little effect \;'.n guiding reform. 2 -
2‘ But the major force hindering the smooth comprehensivi- E
?* -zation of schooliwng in England has been a very lorn‘g elitist

' | tradition,”sustained by its elite secondary schools "so
succeésfully dominating entry-to so many positions of influ-

E ence and wealth in society" (Benn, 1979, p. 193) .c The elitist

Al

. view holds among other things, that intelligence is inherited

and thus that it is unclhanging and validly and reliably test-
A ‘

ahle. Those that hold positig\ns of preétige and’ power are

‘ there because they have earned Jit through their intelligence,

and a system that selects and differentiates early the tal-

T ented is just and democratic.

NG )
As Whitbread (1929) describes it, the English educational

-+

system i1s based "on the illusion of a democratically based

meritocracy" (p. 289), which has come to be popularly sustained

'

and soéially just, and has won consensus suppéi‘tﬁ. A merit-
ocratic society "which is hierarchical but where those in
authority have derﬁonstrate%their‘ right to occupy the better-

rewarded positions by passing examinations, by merit" as Marsde\1
\.

(1879, p. 208) writes, is the ideology of the English ruling

~

class who believe that equality of opportunity can be sought
in a meritocratic society. But this elitist ideology has
come to be accepted even by most commmn men in England, other-

L]
f"" . wise,%as Rowe (1970, p. 36) argues how cean the DL_n:h/am Miners

» have rejected comprehensive’ schoolingy gﬁtsupported;{he gram-

i
~ : . . o



mar school.f Indeed as Rowe writes: _
- ‘;" - -

These hlerarchlcal editist, superiority- inferiority B
assumptlvns rema1nsw1despread and flrm}y embedded in

— our educatlonal thinking and practice precisely because " "

they are'so deeply socially conditioned as to be un-

. congcious. . (p. 35) )

A

Dye to thas domlnatlng elitist ldeology which has
conditioned the Engllsh,mlnd,;the elltlst educational system

. has been acoepted‘in England for a long time. However, the.
3 . . I8 . ys . ~ )
issue of COmprehensive schooling was. a much—discussed issue

\

in “the 19595—and 1960s, w1th the Conservatlves at first opposed’

by Labor and<Liberad partles in favour of comprehen51ves Now,

many Conservatives themselves support comprehen51ve schools,

s

but, as pointed out, the scheme has been slow in implementation.

. * N
In sum, the forces which have worked towards the estab-

1ishmentkof comprehensive schooling in Sweden and France, are

in England either absent or inefféctive because of the local

control of educational matters, the'paucity of research ,

S . “

R taking place, the fact that comprehensiye schooling has been

- -
r

slow in implementation, and because.of the long elitist

~? tradltlon which v1ewed the dlver51ty of school and merltocracy

as democratlc ideals. As Hopper (1977, pﬁ 158) argues,. the

' . o
.reasons for exceptions such as England is 'that the content’
[N
of thelr edﬂcatlonal 1deolog1es are still buttressed by

' cultural folk norms, thus it changes very slowly and indus-

™~ The English must realize that aqcomprehensive system

~

trying to establish itself alongsidé a fee paying and selective

sector JE not at-all a democratic aim, and as Neave (1979)

writes: ’ ' . . )

.’, . 0

e

.

"3 trlallzatlon processes do not have an overrldlng effect. ' o
\ \
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Equality as diversity is reasonable only to those
with a high degree of mobility, and income which enables-
. “them to choose from a national network of schools. The
‘choice is available only to those in \the .private sector.
. For. those who cannot afford this, diversity is an ideq-

logical shibboleth for retalnlng badiy equ1pped schools.4'

Copy 247 7 )
- : . n . )
Further, as Rubinsﬁeinx(l970)’di5cusses, education for

,democracy means that those who are 1n/greatest need should

receive the greatest, advantages The.Engllsh system,cnnthef

£l

contrary, - o / i ’ ) : ’

~

) . . 9 R
ensures that children.and In partitular boys of the . b

.wealthiest parents receive 'a privileged education,

lan open door to-the best universities and professions,

. as well as.an education.which remains barbaric in certain

respects. Our undue proportion of financial and human

resources are devoted to a“tiny,.privileged sector of.
the school population, while at the same time practices
extremely unsuited to a democratic age ame perpetuated.
Most ¢of these children, as the Puﬁilc School Commission
observes, "would have ‘been away to a good start whatgver
school they went to". Our values, in short, are the
reverse of what they should be. Without absorbing the

~ independent-and particularly the public schools into
the state system, any talk ‘of edlcation for democracy
remains a mockery. (p. 93) L

L

’
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.the wnderlying aim of democra%izatldn.

_democratization will be ‘discussed. In the process, ‘questions

[y

S . CHAPTER 4 L
GREECE: A STEDY OF PASOK'S-PROPOSALS FOR EDUCATIONAL -
~ REFORM AIMING TOWARDS -DEMOCRATIZATION .
: ,

~ a

z
<

»

, ‘ — .
Gnggsg; a country which until récently had an elitist.

or selective educational system, is in the process of changing

to a more democratic gorm of education. .

'
-

. PASOK, the Greek Socialist Party, which is in power &s

of October, 1981, has proposed major educational changes with
. . . y -
> ~

»

In light of the ‘detailed éxaminétlon of the notion of,

deﬁocfaflzgtion in chapter 2, I would like to examine how

. .
thas notion is embodied i1in PASOK's proposed educational’

reforms for Greece. In other wordé, tite extenf to which °
N ey v Al

PASOK's préposals deal with each dimension and compcnent of .

I3

]

’pf the following nature will be examined: (a) Is there an

M)

3 /

eﬁphasis placed on certain dimensions and,components'of' *
democnaflzatién,'and if so, why? - (b) Compared o the nature
of mod?rn Greek eduéation: how far Q}é PASOK's propogals an
improvement and s;ec%fically inltheir emphasi: on democrati-

. zation? (c) How are PASOK's proposals for educational de- -

mocratization related to the party's view of democracy?

¢ %] .
' f

»
N
-

A Brief Historical Examination (1829-1977) of

Modern Greek Education

"It is imperative to examine the character of modern
Greek education as 1t hes progressed in the history of

’

modern Greece. The purpose of this examination as to provide



the reader with a picture 'of the system before the 'propesed
o A Y

educatlongi reforms, so6 as to gajn:-a better urider,stan“ding
S , ° . a2 . .
'l N . < R ’ S i
‘,of the reasoning behind the present proposals.
Ay 3, " . a
* The history of modern Greece begins as soofi as inde-

. pendence is gained in 1829 from the Ottoman empire which

dominated Greece.for almost 400 years. The history of modern -
" Greek education- also begins with Greece's national indepen-
4 : )
‘dence. As 1indacated by Kazamias (1967), twd® interrelated

.0 concepts , Q.rthodox‘Ch"ristianity and Hellenism, have been

very influential in dictating the form that modern Greek : 3

°

‘s eduycation has taken from 1ts very beginning. They have,

]

.o @

given rise to

an alliance between cliassical humanism -and
organlzed Orthodox Chraistianity, both-ot which

. emphasize the non-material aspects of man' s : Lo
v . nature. ';‘he result has peen a heavily classical . : '
and rellglous orientation in the curriculum of- -
the schools, tending to reinforce the moral,
theoretical, and spiratual functions of education [
and to minimizeé the practical, technical, and ‘
economic ones: (p. 332) | s

-

Besides the trabitions ot Hellenism andOrthoddxy which
s . ~ » .
- . )'were powerful forces in shaping modern Greek education, modern
~ 1
Greece "was also 1nf1eenced by Western European patterns and

e . . 10

. ‘ 1deas, particularly in the organization of the school system"
- . !‘ (Ké"zamlas/, lg67, p. 332). For examnple, Kazamids goes on to ?
! ) — ‘

add, Western (Euro.peap influence affected the first king of
Greece, Otto ofy Bavaria, in the 1830's, who under the influénce

‘of~Maurier, one of the three Bavarian regents. for young King

~

- “ "
\ Otto, elementary education was declared compulsory for chil- %,

|l

. dren between the ages of five and twelve. Secondary education

J T
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university.

. forced the classical literary conception of edulation

94

v 3 ~" »
was organized in the form of two - successive and selective

cycles of schools: the hellenic school .and the gymnasium.

t
.

The hellenic school was a three year school (grades 5-7)
'and had.a two¥old pubese; It eithex prepared students for -’
the gymna51um or it provided a termlnal education for those
children who w15hed to embark upon the "business of life"

).

v

(Kazamias, 1960, p." 22 The gymnasium wawsr a four year

school

1

{grades B—il) whose aim was preparationefor the

The Othonian Univefsity.of Afhens, established
‘ . : . { '

by royal decree 1n 1837, had also Western European influédce,.)

s

"modeled after the North German unlvérsities.

As Kazamas (1967) states, . neo~humanism which in turn

was a characteristic of Western European thought, served- to

reinforce in Greece and translate intc concrete form

-

asﬁects of Helleno-Christian ideology and culture:

It

IS

1 “

learning, the institutionalization of classicism) the
\ : :

'tiviQy in schools, and the downgrading of practical studies

and voqatlomalism:

{

[

)
»

q——— T T

ClassiéalAsthdiesf(mostLy Greek) were include
even 1n the curriculum of the elementary schools.
In- the hellenic scheols and the gymnasia they

' constituted by far the larger portion of weekly
hours spent (46 percent in the former and 54
percent in the later). (p. 333)

kS

§

Further, it must be thea‘ that centralized control of
education made sure that the ideals of Helleno-Christian
ideology,aé well as the Western Européan'ideais, were spread

"throughout Greece.

To make matters even more .complicated, besides the Helleno-

L
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Chrrstian 1declogy and the WeStern European influence which

.

dictated the structure and content of modern Greek education,

. the Greek educational system also had 'to:deal with the problem

of two main’ language variations: the katharevousa (pure
o T

language) on.one hand,and the demotike (popular or demotic

language) on the other. The katharevousa'is.a language that

” . - . I .
has ‘been constructed by,scholars and has to be learned, while

4

the demotike is the living language of the people, the language -

w
1)

spoken at -home, and which "echoes the peoples' natural lin-

fac

guistic sentiment; and it speaks directly to ‘their souls" .

'
ol

(Papanoutsos, 1978, p. 49). h .

Adamantios Korais (1784-1833) who first developed the

"Eatharevobsa did so by attempting td'pd?ify the demotic and

getting rid ot all the Turkish, ltalian, and other foreign

words and replacing them.with words botrrowed from ahcient or
1 » \

= -

. hellenistic Greek. Korais tried to give Greece "the single

unified and unifying langudge it needed if it was ever to
. N ‘ ‘ k)

becdme a true nation state" (Bien,,h 1972, p.42).

As noted by Papanoutsbé (l97é), supporters of tﬁe Eéf

tHarevousa claim:.

¥t is the connecting link between the nation and
its glorious past, and 1its abandonment will cut
off contemporary Hellenism from its great cultural
tradition because we will pot be able to communicate
.directly with the ancient classics or the ecclesiastical
texts. (p. 46) :

As, 1indicated thus far, the aims -of the katharevousa are
. T S s

to create a unified nation state, as well as to link the present

with Greece's glorious_past (a view similar to Helleno-Christian

e

ideals). But beyond this, thé katharevousa has political and

-

?‘IE ¥ ,{;»a!. ':~ - -



-
. - "
' : . .-x e P \ N 96 \
. .

social impllqatibns. As D}maras (1978, pl.lb)‘explains, the

language quésflon, especially in the bedinning of this century,
turned 1into a heéted tontroversy with abvious polltical'con—
notations and was marked by.riots’in the streets ot Athens

which lead to. a clause in the Constitution of 1911, making

the-katharevbusa thg official language of the state. In 1929,

under the liberal government of. Eleftherios Venizelos, the’
demotike was established as the language of the elemeﬁpary

school, but the coﬁtroversy does not stop here and as Dimaras’

\ . .
- - »

explains: / ‘ )

A
In- education, the language questlon remained in the -
forefront of all debates and policy planning--so much
so that with the oversimplified nationalisti# and
embtional arguments used 1t appears often to obscure
the rea%}soc1opolitical aspects of any educational
reform.... All in all, katharevousa has served to
draw the life between the educated few and the ,
semiliterate masses, between the rulers and the
followers, since it was 1mp0551b1e to learn 1t .in
the 6 years.of compulsory: schooling.

In a -more general way the ex1stence of a linguis-
tic form incomprehensible to the many and used 1in
legislation and administratilon strengthened among s
the population the belief that the state authorities
belong.to a different class.... Since ¢the matter is
also combined, with the 'intellectual development of .
the people, 1t soon became an issue of political
controversy. The Right opposed any change which <
might hinder the accdeptance of ¢lassical Greek ;

values as constituting a pé%t of modern Greek
culture, and the more progressives supported all
means which might Lead to a more generalized
literacy. (Dlmaras, 1978, p. 15)

v

Further, the two language variations resu%f in a contra-

diction whlcﬁ as Voros (1978, p. 8) claims, creates a con~

e

" fusion in the minds of children siﬁilar to that descrlbeg

in psychology as "experimental neurosis”, 'As noted by Lambriri-

Dimaki (1978, p. 97), according to Mouzelis, thg contradiction
» \'“ -

of the two langgage variations not only creates a cuitural-




-

chasm pbetween the faw who have mastered katharevousa and the

rest of.the populatioh but its artificial and archalc cﬂar—

acter has a deadening effect on all education and is the

1
*

»  "royal road to formalistic thinking--which 1s *o say non-

thinking".' A 8
- * The pattern ot education which has been described this

far dominated the edu;ational system of Greece for almost -

a century after its establishment, that is, antil 1929. As "
¥ ‘ .

Dimaras .(1Y78) aféues,’its stability and longevity can be

B . . . #
‘attriputed to socio-economic reasons:

By offering gnly one ladder to the university 1level,
and this controlled by.a series of examlnatlons, it
sQon came, to serve only those who lived. in''urban
centers where higher schools were functioning; and
more particularly the rulidg.classes.... This /has .
been matched by a highly academic and non’'practical
: content of the studies offered at all levels, turning
e the schools into some sort of public cramming institu-
tions which only prepared their students to pass )
. examinations for the next level. : Idéologically too,
5 the system has been orzented toward clearly middle-
class values, leaving little, if any, room for tne
introduct®n of new 1deas or methods which might
lead to more qeneral soclopolatlcal changes. {(p. 13}

In gum, the flndings thus far point to the conclusion
.- ]

that modern Greek education, from 1ts very beginning and at

1 . . . ra ., . . .
least,for a century afterwards, was elitggg,ln nature:* 1t |

was characterized by early ditferentiation, specialization and

4 . - 3

‘tracks; and the curriculur emphasized religious and classical w

s

studies, with low status given to .vocational and teqpnical

edutation. Further, the system was centralized and also had
. - V.

to deal with the social-and political implications of the "two

language variations. r

The ques'tion to be asked next is whether subeequent ed-

v

§
4
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u

ucational reforms dealt with the elitist nature of the system
by propdsing changes aiming towards a more democratic form

of education, and.if so, how successful were they?
S

Turning to the educational reforms of 1929, which brought

b . -

to an énd the Bavarian pattern dominating schooling up to
that point, we see that the elementary school was extended

to six years, the hellenic school was abolished, and a six
year gymnasium was established. As Kazamias (1960) writes:
Although other secondary schools were developeg--
the six year scientifically oriented lyceum, the
2 year semi-gymnasium and the 3 vear practical
‘urban school-- the gymnasium was not only the
most highly esteemed secondary school but also {
the one with the highest enrollment. (p.22)

.

Demotike, which was introduced ig 1917 into,£ﬁe first
grades of the elementary school, was.now established as
the offficial lanéuage for the|six year elementary school.

Ehe educational’ reforms of 1929, having taken place

under the liberal government of Eleftherios Venizelos,

were abélished 1n 1935 by the Metaxas dictatorship. But

besides the short-lived change under the Metaxas dictatorship,’

as kazamiasaumlMassialas (1965, p. 112) write, the 1929
pattérn remgined unéltered until the reforms of 1959.

The reforms of 1959 focused their atiention on the
economic as;écts of educaplon which led to legislation.
organizing technlcgl and vocational education. Ai Kazamias
and Massialas® (1965) note, since World War II, legislation
of"such nature was seen as necessary and considerable dis-

satisfaction had "been®voiced at the neglect of technital

"and vocational education, and at the 'nonfunctional’ rela-

¢
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tionship between education and eéénomic development” (p. 112).
But the reformsﬁof 1959, as Dimaras' (1978) argument
implies, did npt aim towards ;ny gf the principles of aemoé—
~ratization; instead, emphasizing ‘only the functionélaspects
of education, "the committee appointed by a conservative . -
gévernﬁent seems little concerﬁed with 'the importance of
offering more general éducatloﬁ to more membzrs of théﬁ
society" (p. 18). - . <t
Very significant ain thé history of medern Greece‘were

the reforms of 1964, under a liberal government. As noted

ﬁy"Dimaras (1938, p. 19) they had the following characteristics:

a
r

1. The school leaving age was raised from 12 to 15. R
2. Secondary education was divided into two cycles.
with three grades each, the first forming part of compulsory

education, (three vear gymﬁasium and three year lyceum).

- Y

.3. Methodsof teaéning classical Greek were changed
and translations replaced the of}ginal texts in the lower
secondary c?cle. . |

4, The teaching qf demotike was estabiished throughout
the primary school and partly at the secondary level.

5. Curricula and syllabi were reformed at ;he primary
and secondary level/with more emphasis givgn to physical’
sciences and mathematics.

6. Electives were planned for the uppér secondary cycle.

7. Higher eduqation entrance exams were rgorganized.

8. Teacher training colleges were reorganized and the :

period. of study was extended from two to three years.
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‘9. Modern languages were given a major status in
secondary school curriéula.

10. Free meal services‘fof primary school children
were introduced.

11. The extension of free education to the secondary °
and university levels was established.

The reforms of 1964 were abolished by the 1967+1974
dictatorship. Many of the reforms were reintroduced in 1976
under a conservative government: Items 1-3 and item 1] on
the above list were reintroduced; demotike was established
at all three levels of schooling; entrance examinations to
ﬁualify a student for the'academic or the non-academic lyceum
were introduced at the third secondary school year; the reforms
pianned for ghe eventual abolition of the university entrance
egaminaélons, but time has shown that tﬂis was never accomplaished.

Of the 1976 reforms, two of them deserve extra examination:
the language reform and the introduction of a selective transi-
tiaon from the gymnasium to the lyceum in the form of an en-

' '

trance examination.

. The language question, as already noted, ever since the

A

~beginning of modern Greece has been used to draw the line

between the rulers and the followers. Conservative govern-

ments have always supported the katharevousa for it contributes

to the stability of the system.and to the sustaining of the
status quo. It might thus seem paradoxical that the con-
servative_government of 1976 introduced demotike at all

three levels of schooling. But if one considers that it was,




/
, /

-

fina/l/ly time for the contradiction between the official

/

slanguage of the scnools and the unof ficial language nf
Greek lifte to come tb an end, the ¢circumstances of such
a reform are not at all paradoxical. The language gquestion,

ich was fought for centuries ; ‘had_ to come to an end, and
o .
the conservatives as suggested in . .the Greek- newspaper
4

Exormisi (August 15- 16, 1981, p. 11) haa to finalize tne

-

-

question, not only because thev felt constralned to do ift,

but because they saw that it would help the party put on the

democratic face that it dasperately needed .
1
- A parallel view to the question on the language reform,

\

as expressed byl Dimaras (1978), is as follows: ‘ 4

It is, first of all, a realistic appraisal of

the situation. Over the years demotike has not
only monopollzed works ot fiction, poetry, and
literaturei 1t has also made considerable progress
toward establishing itself as the language of the
sciences. Moreover, almost all national newspapers
have shown a tendency to turn to demotike - obviously
1n response to public demand. It was as if time had
arrived, regardless of pressure exercised from above.
(p. 18)

\

As for the 1976 reform which introduced the entrance
examination as a selec'tive procedure from -1:_ne gymnasium
to the twin tracked lyceum (general and technical), the
reasons for tre reform were social and economic. Owing’
to a very high number of applicants for very. few unlver51ty )
places, this earl,y selection measure seems to be a "cooling

off" procedure to cut down the number of applicants for the
3

university as well as a procedure to direct students who do
. 7 P

o b

not make it to the lyceum to vocational education and tHus

i

fulfill this particular need of the economy’ .
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Some. figures to demonstrate the ,magnitude of the problem—-—

} s 3
many applicants, few places--as noted in Dimaras' (1978, p.l19)

tudy, are as follows:

1. Percentage of all candidates oftered piaces at

— . . .

NN
unlversi&& level institutions following entrance e"xaminations:
1964, 45.7%; 1968, 28.4%; 1970, 25.8%; 1977, 16.9%.

2. I’n absolute numbers, while ‘in 1964 14,650 candidates

were refused places, 1in 1977 their number had risen to 66, 09'8.

, 3. Nearly 20,000 Greeks study in universities. outs:Lde

+

“

implications of this, otficials seem to be concerned at the

financial bpurden put on the Greek economy (nearly $40,000,000

spent in foreign currency in 1974).

>

A . B .
The implications of the above information, according

to Dimaras (1978) are ebvious:

4 C e
Socially (and politically) the yearly production
of tens of thousands of disappointed and dissatisfied .
young people becomes increasingly dangerous. Economically
this demand for higher education is considered to be
ruinous to the nation as it keeps out of productive
- work so many thousands of young people. (p.19)
Even further, the high demand for higher education -had'
¥

resulted ain the increased difficulty of the entrance exams

. . 4 . o
which in turn brought in the need: of the frontistiria
{private preTar'atovry schobls). The fact that in the 1976

reforms selection was moved ‘Hown to the third year of

N &,

secondary education did not diminash the need for the fron-

tistiria, in reality it increased it.since tﬂg. plan to abolish

the entrance exams for higher education was never fully im-

plemented. Thus oné found the need to prepare both for the .

r
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-lygeum and 'the university. . o ' .

P >

. Poiydorldes (19787 pp. 80-81) reports of studies which

showftnat the direct association of .frontistiria attendance

with %Pccess in the entrance examinations to ‘the higher

[y . »

educatién systém has made them a sine qua non for tbose

who cowld afford phem. In 1977, 83% of university students

had -attended frontistiria before entering the higher ed- o

~r

%Qation sy§tem. Further, the fees for tne frontistiria
4 .

which are very high,and‘tpe location of these schoolé,
concentrated in ‘the main cities, put stidents coming from

low socio-economic groups and from the rural areas at a

&

disadvantage. In additlon, the lnequallty incgeases when

<
~ “
one considers that attendance to these froqﬁlstlrla can

)

_ be aS‘much as four years in lengtn due to the increased

dlfﬁaculty of the entrance -examinations. o '

~

Another 1mportant point 1s that .the Aﬁfflculty in enterlng

<

éither the lyceum or thé university resukting from tne strict

-

-

selective procedures has created in Greece the problem of

. " N
Eérégedla which refers to a type of school that most of the
time.does not meet the requlrements of the Mlnlstry of,

ducatlon, or to somethlng Whlch is not true eduaatlon. An_
L 4 3

article ln,Exormi51 (Ngvembeg 21-22, 1981, p.3) indicates
that 1n Gregce over 200 "CenterS‘of Free Studies" are in -

cgmpetltlon to cover the lmmense empty spots left unpovered

by public educd&®ion. - In other words they aré<;;;49/to of fer *
to all the students who do not make it to the lyceum or univer-

sity an education that promisee to fulfill their needs. But

’ , ’ ‘\.-/
unfoi7unately Ehis type‘gf education which has 1ts doors open

0 i 4

[
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" to ‘whoever 1s willing to pay the expensive fees, which givés

! -
"drplomas"‘to all i1n many areas of study, is not true education
Y [ -

N
but parapedia. These schools neglect to tell their students

1

that the Ministry of Education does not recognize them, that

.. 4

. ‘ = '
the diplomas they gfgé are most of the time worthless or that’

the teaching staﬁf often do not have teach%pg degrees or

»

. N '

experiéng@. But yet, due o the great demand for education
and to the very selective public school system, these schools
have managed to flourish in a country where democratic ed-

ucation has been completely neglected.

o
v
Q

Finally, it should be mentioned that the implications
cf the selection procedure from the gymnasium to the lyceum
. -
were also seen as undemocratic by the opposition parties,

EASOK and the Communists; who criticized 1t on grounds of
' . , ‘ .
economic efficiehcy as well as on those ot eguality:

It was argued that a "deadly blow will be struck at

ed¥cation by dividing the secondary education into

a three-year-Gymnasium and a tnhree-year-Lyceum and

by building insurmountable ‘wallgp through entrance
. examinations between the two; 80 percent of the
students will fail and be condemned to" stay half-
literate, which will méan the ‘intellectual stdltl—\\,
fication of the nation”. In their view, "the nation
needs. to 'use all 1ts intellectual }alents in order
to move forward to a better future". (Persianis, :1978,
pp. 56-57):" -

Turning to qn‘earlief guestion which asks whether the
/
educational reforms in Greece trom 1929 and on dealt with

the elitist nature of the system by proposing changes aiming

towards a more democratic. form oﬁ education, the answer has

beginning{of modern Greéte and up to the/most recent reforms

v

of 1976-77 drastic changes were nevef included, least of all,
. - Q \ B

"to be negétive. In fact it can be argued that singe the very -

.
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ongéylzatlon,of the school, but' the movement was not towards

in' ' nature.
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changes which would be in line with the principles of de-

mocraiization. B b
’ v v ’ s
The *reforms appear to have challenged the structural

a more democratic structural organizationv In fact, the 1976

reforms which introduced the seléctive précedure after the

gymnasium and the differentiated and many tracked post com-

L \ ) e
pulsory educatign or lyceum, made the system ‘even more elitist

t

°

The'ihtqrnal‘éiructure'of the:#chool was only challenged
.1’ . M

. <
<, , - ’ '

\hy\the 1964 reforms which propcsed changes in the curriculum,
‘ w3 ‘

such s a greater emphasis on the physical scieffices and math-

-

matics, as well as the introduction of modern languages in

theé curriculum and "the use of translations for classical

~

Greek texts. But the most serious elements of internal de-

ggg}%#igation such as the abolishing of grouping ﬁractices
éndL;he effécts éf labeling Qere never discussed:
In terms oﬁ—économic'democratization,~again'thé'only
reforms which first- touched upon this question were the ;
1964 reforms which 1ntroduced free education at all thiﬁﬁ
leyels and a free meqltserv1ce for primary school chlldren

The 1976 reforms.contlnued with the free education fqr all

~

& !

' Further, no concern was shown for recurrent educatlon,

but not with the free‘meal plan.

nor for the democratlzatlon 1nvolv1ng reglonai variations of
‘

schooling or the equallty of the sexes. Maria Ellou, in

her mrticlé;xeﬁtitle@ "Those Whom Reform Forgot" argues
d. )

ey s = A et T T T
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that the educational .retorms in Greece have gone as far a +

-

"¢ o to magnify existing inequalities:

Properly implemented ﬁheﬁxﬂill harness the products

of the educational system more effectively to the
country's economy, but” at the expense of the dengz‘
ratization of educational opportunities. Thus sé&veral
categories of the pspulation were and have remained
"educationally deprived" because the educational
system continues to push them to one side. These are
* the illiterate, the semiliterate, the inhabitants of. .
the countryside and areas removed from the large
‘urban centers, the minorities. Furthermore;, the needs
of the female population, long underprivileged ed-
ucationally, have still not been adequately considered.
(1978, pp. 60-61)

A Statistics presented by Eliou (1978, p. 61) to demon-

strate the magnitude of the Problem as presented in the
) ' f previous quote, are as follows: The census of 1971 records

- : 14.2% illiterdcy, which in absolute numbgrs is 1,040,000

Y

y » &
persons' (222,700 men and 817,300 women); 32.3% of the pop-

L3

~

ulation had not completed _primary school, even thotgh

. elementary education had been officially compulsory since .
- N i q:«
+191); the percentage of illiteraqy varies from area to
+ S N .

- area, ranging from 7.6 (in the region of the capifal) to
33.9 (in the province of Xanthi)--in°the agricultural

areas as a whole, the number of illiterates reaches 21.7%

bl .

aﬁd is broken down to 9.1% for men and 33.3% for women.
' . -\

. No successful measures have ever been taken to combat

-~ - N

illiferacy.or to improve the geoggaﬁhical distribution of

. s R . —-—\ M .
°educatlonaL oppeortunities in Greece. Further, excessive

3 L
‘ centralization dog&#not allow for any participation from the
' o ! " local level,‘despérately-neéhed in Greece because of the

Aw

' . 1} ~ .
remoteness of certain regions that definitely heed local -

A - —~ . o §
| - input if any improvement of educational provision is to take

, } X .
«
,
- . ——
. ’ , o \
. . s

W

-
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place. Only the'l964 reforﬁs showed some concern for‘the
regionally depri§ed’gopulation by-introgucing %ree meals

in school. As Eiiou (1978, p. 65) re%ates, one saw here a
successful combination of state and local initiative at work,
since some form of decentralization was q&lowed especiaily

}

/
in the rural areas which desperately needed the dynamlsm of

)

POV

local .officials, parents, teachers and businessmen. But this
‘reform did not last for long, nor was it restored by, the

197 reforms.

N

_As for the democratization of education dealing with

4
- equality of the sexes, women, besides representing a .o .

. . N ¢

’larger percentage of the illiteracy rate than men, are, . ~ :
- N . B 4 v

also under-represented in various educational fields and ° -

L ‘ ' . ’

in edlication in general.. For example, as presented by Eliou :

(1978, p. 68), in the SCQOOI year 197f¥731 there was~70.2%
. - 4 -~ . PO
female university student participation in the subjects of d

il

Literature and Theology while there was only 22.1% in the

Sciehces, 38.0% in Law, and 6.5% in Mechanics. 1In édditien,
. ' ¥ .
the percentage of women university students in the total . ;

)
student population was 31.0% in 1970~71, and 33.7% in 1972-
5

73. : . 3 o

A final §biﬁt concerning the question on the equality
A ,

of the sexes, as noted by Eliou (1978) s that

in the Greek educational system, separate high schools
for boys and girls continue to exist (they account for #
about half of‘the total number of high schools) and to
preserve in a variety of ways the traditional concept
of the role of women. 1In their final grade (i.e., at
the critical moment when young. people are making the
basic choices which will determine their futures),
¢ they are taught that for women to hold jobs is of"

<
B ot i At st e s 2 L

i
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negative value: “The working wife fills the home
.with worry and anxi®ty". (p. 68). )

De}ocratization;as far as it concerned the equality of

value ahd prestige of the various fields of study or of the

. institution was never corrected, although at times it did

concern the educational~;eforms 6f Modern Greece.

y
Academic studies emphasizing classical education, and
. .

university education, were highly valued ever §ince the
beginning of Modern Greece. Technical and 'vocational ed-
uéatioﬁ, the modern languages, physical education, art, music,’
the eﬁucation of kindergarten and primary school teachers,
wefe all vie&ed*as having low value and prestige. For.
example,.PhySical'édudat;on Academies, and Teachers Academies
for the kindepgarten and primary school teacherc had alwayé
been separatéd from the universigy.- Training f&t p;imary’
school teachers has always been congidered inferior to that

\ k :
of the secondary school teachers'who receive their degree

after four years of study at the,university'wﬁile the lower
T

o+ level teachers, receive it after three years of study (the
1964 reforms changed the length of study from two to three
~years) and in the Teachers Academies.

- A8 far ds qualitative democratization is concerned, it T,
. ']

has never been a major feature of any of the educational

reforms. No radical change has éver been introduced, respecially

in higher education which has remained feudal in charjacter:

. ‘. + o . 13 3 2
" The Greek universities, as Haniotis (1968) writes, are

¥

public, - autonomous institutions, governed, by a rector.
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are autonomous under the supervision of the state and that

their teaching staffs are members of the civil Tervice. But -

nevertheless,

the degree of autonomy enjoyed by Greek universities
is very high indeed, if not complete, and effective
power rests firmly and solely in the hands of the i
rector, vice-rector, pro-rector and the dean and
-, Pprofessors who constitute the remainder of these
governing bodies. With them lies the initiative
for those- changes in law which would permit in- )
novation; the responsibility and initiative for ‘
expansion (or contraction) of facilities, investments,
appointments, curricula, etc. is almost exclusively
theirs...., )
The decision-making structure of the Greek
university in academic matters is'much like the -
German university of the nineteénth century and
those which have been influenced by it. Hence,
within the Greek institutions of higher learning,
teaching arrangements, curricula and changes therein
lie exclusively with the major professors, each of
whom is. the custodian of those topics which fall
under the domain of his chair. The consequence of
this system of professorial, as well as of university
autonomy, the extent to which curricula are enlightened
and the spirit and techniques of modern scientific
inquiry are imparted and maintained, are quite simply
dependent on the ability, interest and personality
of the professor. {(p. 166)

. In the faculty, the major unit of the Greek university, -
paréicipation is difficult because of size, but iﬁ addition,

as already ind{cated, the’qhair holéer who has complete control, Z
over the content of eaucation and the functions of his domain,
‘allows for no pgrticipation at all from the students or from

the other members of the faculty holding lower 'positions.

i The student has a very passive role in Greek universities,

v,

His voice and opinion is not considered important and he has T

N

absolutely no power to participate in the -decision making %
] .
process of the university, in matters which concern his ;life. E

Furthermore, no one that works in the university has a voice
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in the decision making process, except the chair hqlder.
The community, the parents, or any social group who might
be affected by uﬁiversi%y decisions, are not allowed to
participate.

In addition, the studeﬁt besides not having any power

in the decision making process, has no control over the

_program of studies he or she wants to follow, sinc€ there

are no electives, nor can he participate in the classroom.

Classroom participation does not occur for the followiﬂg

reasons: - . ) o

~

1. The pﬁofeséor conducts a monologug. Tﬁe student
has a passive role, he just listens and absorbs facfs.
ngocratic'dialoqge or discussions do not exist.

2. Teacher-student ratios do not allow for any par-

ticipation. The buildings ag well as the classrooms are

-

small for the amount of students studying in them. Some
statistics in®icated by PASP (1981, pp. 13-14) reveal the
naturé of thé problem: Eight c%ass}ooms in the law building A '
are used b§ 18,000 ;tudents, and seven classrooms in the

philosophy building, to be used by 1,200 students, "are used

by 6,000 students; 1in Greece there is 1 professor for B84

students, while in West and East Germany the ratio is 1:6,6

N

and in Austria 1:7,6. ‘

3

Furthermore, as Haniotis (1968) 'notes, besides the

L4

insufficient classroom space there are also insufficient

laboratory facilities and‘equipment. Also,
textbooks have in many cases been published many
years agd and curricula have not been revised for

n PR
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- a long-+«time. The provision of student guidance and
part-time job opportunities, housing for social, student '
government and athletic activities, student housing
facilities, and well spaced and well-equipped libraries
with study and conference rooms, photocopy and microfilm
facilities, varies from grossly inadequate’ to non-

. existent, according to university. (p. 169)

Statistics such as those above make it easy to see
4 why Greek educational institutions fail to produce sufficient

]
and adequatef& qualified scientists and technologiéts. ¢

g

Continuing the discussion on the undemocratic nature

of higher education, in Greece, the chair holder who as we

- have seen has complete control over curriculum content and

the way he conducts his feaching is also allowed to hold

other jobs, completely unrélatedlto his teaching (Haniotis}
o ’ 1968; PASOK, 1978; PASP; 1981). The fact that the chair
| . * holder has control over his teaching with little inspection
from agove, and the fact £hat he can hold 5thef unrelated

jobs often make him indifferent to serious educational mat-
L]
¢ ters atld take his devotion away from his teaching.

Further, the teaching staff for higher'education are
4 .

not democratically elected to theirx positioﬁf. Often

R4

e~ — =~~~ —nepotdism, favouritism and political beliefs are the primary

criteria used for the selection (Exormiéi, February 6-7,
1982, p. 6; PASP, 19812. As Handiotis (1968) also relates,

the system of administration and organization of the
o institutions of higher learning in Greece remains
today substantially unchanged from what it was when
they began. Professors elect new members of the
institutions and sélect their junior personnel ac-

., cording to the criteria they see fit to adopt in a
particular instance... their services and dutiks -
are defined neither by law nor tradition, but simply
by the decision of the professor to whose chair they
are assigned. (p. L72)
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The selection of senior personnel (professors) as
H/’aniétis (1968, p. 169) also notes, is made by ‘the body
éf professors of‘ﬁhe pertinent faculty and appointment is
usually for a 3-year pe;iod, after which appointment~to
pexmaﬁent tenure is almost automatic and lasts for a
lifetime: o

The appointmenﬁ.of profeésor{al chairs with life

tenure in the absence of any formal reguirement

for performance have led to a sort of professorial

blockade against the development of academic life

in Greece. (Haniotis, 1968, p. 179)

The organizational structure of higher education in
Greece also needs a great deal of improvement. Post=graduate
studies do not exist and research is almost non-existant.
Universities as‘well as the‘various enterprises pay little
attention to research and téchnological growth. The fol-
lowing information, supplied by PASOK (1977d, p. 142) and
Exormisi (February 20-21, 1982, p.5), describes the situation:
The growth to date has been ba§ed on foréign technology for
which each year over 10 million dollars are, spend; polyethnic
companies do not seek native growth in technology, they
rather buy the. technology from the mother companies, degrading
Greek technicians to jobs of low importance; what 1ittle‘

research there is, it is not connected to the economic and

social needs of Greece.

In conclusion, having argued that the educational
reforms of Greece since 1929 did not deal with the elitist

nature of the system by proposing changes aiming towards Q”\

a more democratic form of education, also answers the i>

i
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second part of an earlier question which asks. how successful
were the reforms, if any, which proposed democratic changes.

But one must not conclude that none of the reforms
" were aimed at a/more democratic form of education. For
example,‘one can see that the 1964 reforms were pointing
in that direction, but the probleﬁ as indicated by Dimaras
(1978) was that none of the major reforms was

implemented for more than a few ,years, and none

lasted long enough to prove its real merits or

defects. They were all countered by new pieces of ;

legislation which re-established the traditional

status qug, following changes of the ruling party. (p.ll)

Therefore, the Greek education system, according to Dimaras

(1978) cam be "characterized by its structural and philo-

sophical stability" (p. 11).
X éurthermore, scarcitylof resources 1s often viewed as
a factor contributing to the stability of the system. While
this might be true to an‘extent,,as Dimaras (1978) -argues
this factor has been used as an excuse whenever the status
quo was challenged:

Whenever propdsals for reforms -which would alter the

content and orientation of the system were becéﬁing
toc widely accepted,the state would not deny their
importance and need for them, but would argue that
they would be unsuccessful if quantitative problems
were not solved first. This has always' proved to be
a most effective way of postponing--and in fact--
stopping any change in the status quo. (p. 14)

As Haniotis (1968 also adds ., the backwardness char-
acterizing higher education in Greece is not attributed
to financial restrictions only, because "despite the paucity
of domestic resources, the state has always shown itself

generous with the universities and has sought to meet their §
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'demands whenever possible" {p. 183). ‘ "

The stability of the edicational system in Greece can
_ therefore be attributed to the political ideology of the
ruling party which much too often has sought to retain the
status quo and to excessive centralization which has made
this possible. It is interesting to note a discussion
by Dimaras (1978, p- 17) which iAdicates that since the
first post-World War IT elections the Liberals have
only ruled twice (1950—52 and 1963-65). Thus eQen\though

- d

ﬁhe.liberaiémcould hate used central control to impose
— ,

their new values, thg§:fu1ed only for two short periods.\v
Instead, the conserQétive$ who were in power most of the
time, used the excesqive centralization to coﬁtrol the
ipfiltratiﬁn of new ideas; thus the stability of the system
was retafned.

In sum: this section has dempnstrated briefly the
character of modern'Greek education as it has progressed
in the history of modern Greece. It is manifestly clear
that modern Greek education, ever since its inception, has’
been elitist, selective, traditional and authoritatian in
character: The major educational reforms did not bring any
d;astic changes to the system, .least of all changes which
“would be in line with the principles of democratizétion.
The stability ?f fhe systé@ has not made the use of any
new ideas possible. If change of a more democratic natﬁre

is to come about it has to come under a government whose

educational aims are the same as those embodied in the
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principles of democratization. In addition,. the ruling party
must take into consideration that successful change will
come after all the forces which have shaped modern Greek

[}
education are understood.

A Review of PASOK's Major Goals with a Special

Emphasis on their View of Democracy

Before discussing the actual proposals for education
made by PASOK and examining how the principles of democ-
ratization are embodied in these reforms, it is necessary

to review the main goals of PASOK and examine how democracy

figures in them. In other words, it is imperative to see

how PASOK defines democracy for this will guide us to a bet-

ter understanding of the reasoning behind certain educational
reforms as far as they are concerned with democratization.
PASOK {Panhellenic Socialist Mo;ement) came into ekistence
in September of 1974. It is the first socialist mass pop-
ular movement in Greece. In the elections of.Oqtober 1981
PASOK won control of the gévernment of Greece.
PASOK's populérity which was gained in a very short time
can be attributed to its closenes; wi€h the people, to the.

»

fact that it spoke with the people. It understood their ¢

“desire for change, particularly after their disillusionment °
with the 7 'vear dictatorship (1967-1974) which pushed Greece
backwards many years. A PASOK understood the people's frus-

tration with the Greek economy (as an example, from 1974 to

today, the drachma has lost about two-thirds of its'pur—

chasing power: The current rate of inflation exceeds 25%




basic goals make up the foundations for a .political, social,

. 1le.

or more than double~the'rate of EEC Countries) and promised

changes which would ameliordte the situation.
}

One coduld write another whole thesis on the reasons

contributing to:.PASOK's popularity, but one could say that .
BASOK's popularity is attributable to the fact that it

spoke only of Greek realities, and at a time when the country

-

was- thirsting for change.

LVl
f

_fhe fact'thap PASOK 1is a'Margist party but non-dogmatic
is alsc indicative of the notion that PASOK.speaks only of
Greek realities. It is Marxist in terms -of its agreement
with Marx's method of historical analysis which speaks of
élass struggle, of a structure of power, and of dialectical
developmentl It is non-dogmatic +4for it does not embracé\a

dogma, whether it is called "Stalinism", or "Leninism", or:

e

‘"Maoism" (PASOK, 1974, p. 20):

It is wrong to speak about foreign models, to transfer
dogmatic experiences of other countries and’ of other
historical periods to the Greek reality. Our work
consists in developing, promoting, and realizing in
Greece “soclalist transformation in a way that will
‘correspond to Greek realities and that will reflect
the interests of the oppresed Greek working class

and not of some establishment. (PASOK, 1974, p. 26)

The.political ideology of PASOK has four basic goals: . ' (i

-

national independence, poﬁular sovereignty, social liberation,

and democratic processes. "National independence is the pre-

\ o . }
supposition(gor popular sovereignty which in turn is the ° )

d

necessary condition for social liberation: 1i.,e., the social

transformation of society" (PASOK, 1977c, p. 32). These four

and economic demogracy; they define democracy as envisioned

~
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' by PASOK. , ~ /‘;"\" : - -
Ty ! Natiénal independence, as noted’'in the‘proclamation >
v . -
& of the basic. prlnc1ples and goals of PASOK (3rd of September,
L -4
B ) 4 1974) consists of the following: fﬂb .
ey i ) ' \»

"The creatlon of a polity free from forelgn contro} :
, or intervention, a pollty free from the control or 4

s, influence of an economic oligarchy, a pollty devoted - :
. to the protection of the nation and the service of the i
- L 2 > people. Our national independence As inseparably ,
' . bound ‘to popular sovereignty.... But it is simulta- .
' "+ neously intertwined with the extrication of oyr economy

from control by foreign monopolistic and domestic
capital, a control which moulds our econdhlc, political,

‘ . , social and cultural life not accordlng to the interests
of the people, -but of the econqmlc oligarchy. (PASOK,
. . ! 1974, p. l)

National 1gdependenge‘élso rﬁﬁers to Greece's liberation

) "' from NATO and the Perftagon which supported the 7 year dictator-
v .

ship and &id nothing'to stop the Turkish invasion of Cyprus.

PASOK can not see the reasons -for belonging to an alllance

that does not safeguard 1ts.borders as it should Thus 1t
Y g b

i o . has promised political and military withdrawal from NATO,
T /// - < /' ’ g . . . '
, 7. as well as the withdrawal of the American Bases from Greece
. - . b ) . A , R \ %
"which are transforming us inte a  nuclear target without
‘contribpting to the defense .of our coungry in case off local s
. , war" (PASOK, 1974, p. 32). : - :
- N ' I {
, . H
{ Social liberation is.the socialist trahsformation of !
', . . . . ’ . i
DA society. It is in this goal that education plays a major role.
;;v“ LN , - [ 4 N
R Socialist trahsformation presupposes:
ST A new eggcation system for eilminating'the barriers
, ) % which ﬁrevent the spread ‘of knowledge and for the
T .creation of free thinking and socially responsible
- . Citizens. Education is the responsibility of the
=, ' whole community.  Private education is abolished.
: Free and compulsory education is assured for all

L - Greeks. An educational policy is enacted which
¢

)i N t
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ensures the wide participation of students in the
planning of education and in the administration of
w the educational establishments. (PASOK, 1974, pp. 10-11)

Y

Thus, the socialist transfoﬁﬁétion of society presup;
“a

poses a democratic system of education, and as indicated in )

the newspapers Exormisi (August 1, 1981, p. 10) and Ta Nea

'

(October 2, 1981, p. 13), this in turn has a tremendous
meaniﬁg for the path a country will follow because education

is seen as the foundation of change; educational choices are-
. ) ;o )

interrelated to society, to economy, to politics.
Social liberation or socialist transformation, as

specified in PASOK (1974, pp. 10-11), also presupposes the

following: = \\*_//f“

1. The socialization of the financial system in its .

-

totality, the basic units of production as well as of the
big'import-export.xsade; ‘at the same time it presupposés
the integration of agricultural units into cooperatives

of a new type. ' The activity of the coopefatives is extended

to the supply of raw materials and to the elaboration, ‘

i

packaging and distribution of their goods. This will eliminate

N\

the intermediaries who exploit the prodiact of the land and -
w

a

the sweat of the farmer. ' The cooperative type of exploitation

is promoted in the handicraft industry as well. -

2. The regionally decentralized social planning of the

Y
1

economy- which is combined with the control of productive
units by the workers (i.®., self—hanagement)‘and by the ap-
propriate social agencies. Appropriate social agencies are

the state, the region, the municipality, or the community,

depending on the size, type and importance of the productive

15N
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"3. The administrative decentrxlization aiong with.the’

unit.

strengthening of local self.government.

4. The systematic and progressive closing of the gap’

v

between the lowest and highest incomes, by region and function.

" 5. Housing and city planning which will enshré a ﬁecenf

2

residepcé for evefy Greek family. -

6. Socia¥ization of healtﬁ, which implies free medical,

a

. 'pharmaceutical,and hospital treatment, preventive hygiene

for all the Greeks, the abolition of private cfinics and of

all the privileges in thHe granting of medical and hosbital

'services. -

r

‘ ' '
7. A system of national insurance 'against illness, ac-

’

ciaent, old age and unemployment to cover all Greeks.
8. The protection of the mother and c¢hild.
*'9. The protection of the en§ironment, the improbement‘

of the ‘quality of life combined with:the cultivation of the

national and'popular traditions and the participation of all

the people in the -cultural development.

he J

Three principles of socialist transformation as envi-
. B »

[

sioned by PASOK deserve extra examination. They are, the

5

principles of socialization, decentralization and self-
management:

These three basic principles constitute a society' freed
from the exploitajion of man by man, a society anti-
bureaucratic, a society purely democratic where the
citizen takes an active part in all™politico-social

decisions. . .
Socialization means a decisive control over the
= productive process by social factors. Decentralization

on a geographical basis means that these social agents
are functioning on a panhellenic, regional, or a local

\
’ .
:
(\~ : !
. . ,
:
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level, depending on the range of the productive process.
«Self-management means’ part1c1nat1&n of the working
people in the net income ‘of an enterprise as well as
in its policy—-- under the supervision and the control
cf the social agent--therefore, it means liberation
of the working people from the chains of capltallsm
- . (PASOK, 1974, p. 29)

Popular sovereignty, the other major goal of PASOK's

1deology, means the active participation of the c1tlzen 1n
all the decisions which ceoncern him (PASOK, 1974, p."5).

4 Democretic processes, the folirth major gogl, refers to the

L

fact,that any reform or any changes that will take place in
.Greece duiing the time that PASOK is in control, will be done

, peacqfully, legally, and democratically.

SOme fundamental institutions to aid in the creation -

£

of a democratic society as indicated by Papandreou {1981)

»

are as follows:
1. Parliament will be reinforced in such a way that

it will play its role more decisively, that is, in the

‘

achievement of popular sovereignty and democracy in the
S country's ddily life. - _ b S

Our political tenets are based on the principle, that:

the people decide in a sovereign way, uncoérced and
‘fully informed within a democratic regime wherein all

" voices are heard, alL\c1tlzens are equal and where . .
there is ccmplete separation between the state and

- all political parties and absolute respect for the
articles of the constitution. '(p. 18)

2. Public adminstration will be made more democratic
and more efficient. For example,

bureaucraqg?;ill be combated and the €ffectiveness of
" the public administration will be improved by simpli-
fying procedures....  We shall decisively erqdicate
party favouritism, political favours and corruption.
The ‘democratization of the- public administration implies
that there will be an end to the treatment of 01tlzens

V.

'
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and discrimination amongcivil servants according to

the politicdl convictions or their social origihs. (p. 24),l

3

3. Unionism and the mass movement will be encouraged
&y
wherever the people live, work, and are educated:

Trade unionism in the town a&ana villages is a fundamen-
tal aspect of democracy and the lever for change, which
leads to social liberation.

Thé partigipation,of workers :in decisions that
affect them will give a new dimension to the trade
unionist movement in the country.:.!.. Free action and
the development of a mass, class and politicised union-
ism, without dependance or guidance from the state, e
employers or parties, will be assured. (p 25)

4. Pla'nning will be democratic, assuring the decisive

\

participation - of the people in decisions at all levels and
stages:

This form of p®anning, beyond greater productivity,

is interwoven with decentralization and assures the

rate of development and change which is’ feasible and
absorbable by the people.

We dre radically opposed to bureaucratlc procedures
of planning, which express the will and resolutions' of
some unapproachable central organ which, indeed, is cut
off from the people, their needs and their visions. (p. 29)

In sum, after brlefly examlnlnc PASOK's major goals,
the followmg can be concluded as to the role that democracy

will play in their society, or as to their definition of

.

. democracy: Society "should be characterized by a participatory

democracy where each individual . participates in its making,
in decisions which concern him or her and the good of others
from the exploitation of man by man, characterized by national

and cultural unity, andby an orieptatioh to human values

7

rather than to commercial values (e.g., in :the case of 'indusfry .

and the mass media) ; it is a democracy fuﬁctioning by mutual

el o
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- a
?

-

undérs‘t,anding, fraterhityf, cooberétion}- -and ac;tive partici-
pa‘tiyon; it is a type of democracy which hopes fér and works
fco' Bring about a society of citiz‘ens who are morally good‘

-fnén, possessing’.creative and xcr‘it"ical( thinking éo that they

can actively participate. in every sphere df their society

‘ -
-

in taking moral aQ'd political decisions; ‘education, viewed.

as a major element of chancje will play a significant role

a

in the creation of such a society (for a more detailed
G .

discussion see PASOK's edycational aims as discussed 6n

pp. 129, 133-134},

e

)
kY

e PASOK's Proposals for Educational Democratization

This final apd very signifitant section of chapter 4

will concentrate on an examination of PASOK's educational

proposals and actual reforms from the point of view of

1

democratization. The major aim is to see to what extent .

PASOK"’é, educational proposals cover each dimension and

component of democratization as discussed in chapter 2.

\\\

Quantitative Democratization

Quantitative democratization, emphasizing the extension,

. 0of educational opportunity to all irrespective of socio-

economic background, sex, or origin, is certainly a goal pro-

moted by PASOK's proposals for educational reform.

Views discussed in' the previous ‘section which note that

-

socialist transformation presupposes an educational system
n . o

' that will aim to eliminate the barriers which prevent the

spréad of knowledge and that- education will be free for all,

{ T 0t
.
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. |
are indicative of PASOK's desire to democratize the system

on quantitative terms. Other statements which express this
same desire are as follows:

The application of measures to remove the obstacles
to education which exist today, so that every young
man or woman who wants to and can study at whatever
level of education, will not be barred. (Papandreou,
1981, p. '51) .

Education must be available on equal terms to all
Greek citizens--to the children of workers, .farmers
and the less privileged. And the education offered
to them must be as complete as that offered to the
chikgren of the rich. (Papandreou, 1978, p. 23)

Grant equal opportunities and possibilities for
education for all people. (PASOK, 1977a, p. 23)

The ultimate aim of quantitétive democratization as
seen by PASOK is the equal preparation of all individuals
for their entrance into and participation in a democratic

iociety, one characterized by social unity. As will be

\

discussed later on, for this reason private education, para-

‘ ' ?

pedia, privileged schools, etc., will all be abolished; .
they do not belong in PASOK's democratic society, nor can
they EESUre equality of educational opportunify for everyone

who thirsts for knowledge.

Lets turn next to a discussion of each tomponent of

quantita;ive democratization as categorized in chapter 2, and:

examine to what extent each component is embodied in PASOK's

<

educational proposals.

Democratization in the area of economic assistance. The

Prime Minister, Andreas Papandreou, has stressed:

The government considers education to be a national
affair. Education is not only an investment, it is
also an end in itself for man. ‘Consequently, it is an

»
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asset which the state is under an obligation to
provide to all at any cost. g

Education is the affair of the entire people
and providing it is an affair of the state. Con-
sequently, expenditures for education have immediate
priority. 1In this spirit, the increased share of
education in the gross national product and in the
state budget will be continucus so that free education
for all the people will become a reality. (1981, p. 51)

One sees from the -above statement that expenditures for
educatioﬁ have immediate priority in PASOK's program. '"Free
education for-all"™ it notes, "will become a reality". One
might wonder what this might mean, since, as already indicated;
the 1964 reforms introduced free education at all, three levels
of schooling. The answer is that "free" education for PASOK
has a wider meaning than one might think; it implies not
only the absence of a tuition fee. As reported in Exormisi

e ~ &
(Augustﬂﬁf 1981, p. 10; July 3l-August 1, 1982, p. 5; August

i

21-227 1%82, p. 1), in Papandreou (1981, p. 52), and in
PASOK (1977a, p. 22; 19774, p. 133), "free" education will
also include the following provisions:

”
‘1. Transportation to school will be free for students

* that-do not have the sufficient economic resources.

2. Free meal services will be provided, especially in
the rural and remote areas where the need ;s the greatest.

3. Books, stationery, and various other supplies that
stuéents migﬁt need *for w;rkshops and gyms, will be free.

4. Extra assistance and special measures will be taken

‘for students from the low socio-economic groups, and to those

who are deprived of parental care, as well as for the education

of mentally or physically disadvantaged/ students«.-
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5. Educartion will be modernized. - Provisions will .be
made for more schools, libraries, research centers, workshops,
laboratories, etc. Special attention will be given to the
provision of preschool facilities, such as day-carle centers,
nurseries, children's centers, and kindergartens. . *
As noted in the newspaper Exormisi (April 17-18, 1982,
p. 10) , great emphasis has already been placed by PASOK on

the provision of more and better schools, especially in

e

educational .priority areas such as mduntain:, semi-mountain,
and island regions, as well as in the unfierprivileged areas
of urban centers: Of the 244 schools which are being built,
25 are for special education, 173 kindergartens, and 46 are
first level secondary. A recent note in Exormisi (Auguvst
21-22, 1982, p. 1) indicates that 170 children's centers
are being established which will take care of the ages 23} '
to 6.

6. More teachers will be provided. Priority will be ‘
given to those who have been on the waiting lists. In a ‘
recent Exormisi (September 18-19,.1982, p. 12) it ;vas specified
that within 6ne year 9,220 new appuintments were made to
teachiltxg positions which took care of all those teachers who
weé‘e pn the wait%ng lists of the years 1978, 1979, 1980, and
part of l§81. |

7. The new bill for higher education, passed this summer,
includes the following ‘\items which are related to economic
assistance: -Complete medical coverage will be offered to
the students in higher education; grants, loans, and other

economic provisions will be offered; free meals will be provided

oA B e v 8 =
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for students in _the low economic brackets.

In sum, PASOK's préposed educational reforms appear to
concern themselves extenéively‘with the democratization in
the area of economic assistance, particularly in comparison
to previous educational reforms in Greece. The free education
at all three levels of schooling, firs;: inwtroduced by the
1964 reforms', will definitely be continued, and other pro-
,,visions will be introduced, such as, free travel to school,
an extensive free meal service, subsidies to students fror;l
the low socio-economic brackets, as well as extra provisions
to educational priority areas. |

"Provision of free education at all levels is one of
the most cherished political goals in modern society" Psa-
charopoulos argues (1977, p. 69). One can not deny that
free schooling is also a cherished political goal of PASOK
as much as it was for the libBeral government which in 1964 |
introduced the reforms of a tuition-free education at all
levels. PASOK con§iders free education_ an important polit-
ical goal, and aims for an even more eguitable "free" ed-
ucation by introducing all the other pr\ovisions which have
been discussed. ¢

Further, it is important to consider Psacharopoulos'
argument ' (1977, p. 69) as discussed in chapter 2 of this
thesis, which suggests that free educavtion might furthex.:
aggravate rather‘than alleviate social disparities. For‘

“‘_example, he notes, that even thoﬁgh education at the uni-

versity level is free of charge, enrollments have to be

«
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rationed by non-price means such as competitive exams,

because the number of university places is limited. This

in turn tends to favor the students who can afford measures

‘such as the extra helpn@ﬁ\}he private preparatory schools.
Psacharopoulos' argument can be applied to the situation

in Greece whera‘as already discussed, the very high demand

for higher education and the ?ew places available has resulted

in highly competitive examinations and in the need for the

frontistiria or private preparatory schools. Thus, the ab-

sence of tuition fees and the other economic provisions
have not made and will not make the system more democratic
in nature uqless something is done about abolishing the
highly competitive exams, as well as bringing an end to the
Seed for private preparatory schools. Qne must look then,
* beyond to-other educational proposals by PASOK and see what
they suggest for this area of ¢oncern.’

Finally, one must not forget, that the more one tries
to democratize én educational system by removing the barriers
to access, the more does one have to be sure that there is
~adequate provision of schools, teé§§g¥s, and especially places
in higher education for the increased number of applicants
that this type of democratization will bring about. PASOK's
announcement giving priority toleducational expenditures, and
providing more schools ana teachers in all three levels of
schooling, is hopefully a positive move in this direction.
Only time will tell whether the economic situation in
‘Greece will be able to provide sufficient provision in the

educational sector.
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Democratization of the internal factors of schooling. A
prime objective of PASOK, as implied in the following statement
made by the Prime Minister, Papandrecu (198l), is the improve-
ment of the internal factors of schooling such as curriculum
content and language:

Change in the content and directives of education and

studies. Faith in human values, in man himself and

respect for and valorisation of tradition will govern

all education. The curricula will be linked to the

productive and social procedure and will be adapted

to the country's needs. There will be changes in

the study programmes and text books and the demotic

language will become entrenched on all levels of ed-

ucation. (p. 51)

Exormisi (August 1, 1981, p. 11) notes that the demotic
language which was established as the language of instruction
by the reforms of 1976 which have not been fully implemented
yet, will be strictly practiced under PASOK, and at all levels
of schooling. 'In addition, PASOK has proposed measures which
will simplify the orthographic aspect of Greek grammar, such
as introducing a one tone system in place of the multi-tone
,system. Further, strong egphasis will be placed on the teaching
of foreign languages. Two modern foreign languages will
be introduced in the primary and secondary levels of education
with one of them being a requirement. Also, public language

N a |
institutes.will be formed. to absorb the multitude of private
language institutes that exist today.

The content of education, its aims, objectives, and.the
direqtions that it will follow, as discussed in Exormisi
(August 1, 1981, p. 10; July 24-25, 1982, p. 8), in Papandreou
(1981, p. 53), and in PASOK (19774, pp. 131-132,.134, 136,‘

137-139) is as followé:
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1. Emphasis should be placed on human values.

2. The teaching of history and the culture or pure pcpular
tradition of Gfeek society should be as objective as possible.
Emphasis should be placed on patriotiém, cultural unity,
national independence, as well as on the cultivation of
peace and love for other nation51

3. Emphasis should be placed on the-évercoﬁing of
prejudices such as those related to the equality of the
two sexes and to those that result from differencés in
origin, and socio-economic class. .

4. Familiarity with democratic laws and processes, such
as participation and community effort in obfain}hg a common
goal, will be stressed. This is particularly necessary for
the eventual and’successful active participation in the .
local self government and in society in general. Group
work will be emphasized for it is seen as a reguirement
for social unity and cooperation in later life.

- ‘5. Emphasis will be plaéed on the importance and neces-
sity of research.

6. The content of education should be as broad as
‘possible, covering all aspects of society,’ from environmental .
problems to sociological problems, etc. Subjects outside
the mere academic and classical orientation which character-
ized modern. Greek education, will be included in the curriculuﬁ.

The aim is to develop a free, and cultivated citizen that ;
can participate in every aspect of life. |

7. Emphasis on creative and critical thinking will be

one of the most important elements of the curriculum content;
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"skills, the creative and critical mind. Thus, along with
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it is Fhié type of thinking thaf can guide the indiQidual
to view society with objectivity and to be able to change
it, if necessary, by creatihg one %hat is in line with
the demdératic society as envisioned by PASOCK.

. PASOK criticises the type of learning processes that
have been used in modern Greek education, fof they are
based on the memorization of facts. The end result of this,
they sa&, is the strangulation of the credtive initiative
of the individual as well the tiring of the memory itself. It
also produces people characterized by uniformfty, without .
initiativé or imagination. They believe that a fundamental

1

transformation is needed in this type of school system so

* that they‘can bring about the liberation of the creative

the general type, of education, aré, dance, handcrafts, music,

physical edugétion, trades,'theatgr,,and Ccinema, wil} all

play a major role in the curriculum or the content of échgoling;
As the social ésychologist, Mariela Doumari argues:

The creative arts can aid the student in approaching o
the world with imagination and creativity...lead to
the formation of critical thinking.... ‘

RS Generally, it is necessary to create a dialogque
between the creative arts studies and the' rest of the
dlsc1p11nes ..to introduce certain theoretical studies
in the. gymansium and the lyceum. (Exormisi, July 24-25,
1982, p. 8) ‘ »

8. Emphasis should be placed on the learning and the

I
{

application of scientif{c methods. - -

9. Technical and profeSSLOnal training should be im-
J - H d

proved so as to be‘able to cover the requirements of production.
r ‘ -

10. Schoollng‘should provide professional orientation i

P

4]
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to the students, that lS, 1nformatlon on all the possible

3

profe551ons or dlrectlons that an 1np1v1dua1 can take, and

I

information on the needs of the country. Along with the

’

cultivation of the individual's ability for critical thinking,
. . . .

the aim would be to allow the individual to decidedfor_himself_

the ‘best direction to follow so that oné day he can par-
Ly
t1c1patezact1vely in society and in the 'production, processes
- :
in general - s . !

L)

11. Learning should be connected to everyday life and

it8 needs. It has to be opened to the outside world. Students

Al

. ! . .
should visit and live for a while‘in places of work (factO{y,

A}

village) in order to familiarize themselvesywith ways of
managing and organizing soai@gx,)lThey should visit courts,
hospitals, public places, unions, et&. They .should observe

partnership at work and local self management. It is also’

3

important that students travel throughout Greece to famlllarlze
themselves with its natural env1ronment, with 1ts people,

and with its needs. Educataon should take-place outside

school buildings as “much as possible. . | y - -

12. On the whole, new textbooks wlli be wrltten, new

.

programs will be developed which will replace the old,
anachronistic, and repetitive studies; for all levels of

schoollng Tead%grs will also be retralned by attendlng

¢

1nten51ve training programs at the unlver51t1e§

13. Schoollng should. be connected and opbn to the com-
. “ r . .
muiity. Iﬂ‘should be open to the outside world and it should

\
become . a center for dlscu551ons, lectures, and exhlbltlons.

-
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On ‘the whole, PASOK's proposals for education concerning
the internal factors of schooling‘deai with questions of lan-
guage and curriculum content which aim to make knowledge

broader and more accessible to all groups of the population.

e

In addition, theiri%?bposals aim for the development of -each

person into an indiv)dual that can function well in a socialist
' . -
soéiefy and that can participate actively in its making.
‘The question of 1angﬁage in Greece 1is somewhat similar

to that discussed in chapter 2 of this thesis; the distinction

between }he katharevousa and the demotike could be considered

similar to that of the elaborated and the restricted code T

. -~

with the major exception that the katharevousa is a.totally

artific?ai language not.spokén at home while that is not

the case with thé elabofated code. This in a sense imélies
that a totally artificial language Fhat'bas nd} major purpaqse
but to divide the ruling class from the rest, should be

B

completely eliminated from the school that aims.towards-de-
\ -

"mocratization. Indeed, this is the aim of PASOK's language

reform, to eliminate Ehe katharevousa ‘completely and strictly

apply the 1976 reforms which introduced the demotike at all y;
& T

three levels of schooling. Since demotike is the popular

language of Greece, the language spoken by all, -there is no

N
reason why it should not be used to its fullest in the ed-

ucational system.
i

In addition, the monotonic system which aims to simplify

the written language, will be another step in making knowledge

more accessible since it will eliminate excessive time spent

-

AL
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. with problems involving the written language.

Regarding the curriculum cbntent proposed by PASOK which

]

offers a broad range of options, ,covering areas of study

N

a outside the mere academic and classical studies characteristic

of modern Greek education up to that point, the aim is to

make knowledge more Accessible to all groups of the population

»
) , . .
by offering a wide rangi,of choices so as to-cover the needs ‘o
|l -
and interests of all people. The proposed curriculum is éar—
ticularly noteworthy in its new emphasis on subjects that
cultivate creative and critical thinking in the individual, '
necessary for the active and not the passive role that the
individual will eventually have in society. R
‘ - Further, PASOK's proposed curriculum content aims to meet
the needs of democratization and of a dgmocratic SOClety in
its implied attempt to create an individual that can function
and participate in such .a society. PASOK's emphasis on- cur-
« riculum content can be easily related to White's (1979) re- :
' flections found in his essay entitled "Socialist Perspectives
of the Curriculum": 5
\ A socialist education is for a fraternal society, held
together by strong beonds of sympathy. Its aim can be
R stated boldly as the moulding of a citizen...I might
equally well have saifl that the highest aim of education
-is to produce morally good men. .A morally good man v .
cares for people, has their well-being at heart: But
which people? There is no good reason for restricting
' them to those with whom he comé€s into face-to-face contact, S
. since there are others remoter in the community about
o~ whom he can also care....Being a good man cannot stop

short. of being a good citizen. .

Citizenship, like morality, is less than perfect if .
it implies a blind obedience’ to rules. Since moral and,
a*fortiori}political experts do not exist, each man should
be egually entiktled, and morally obliged, to help take
moral andlpolitical decisions. The socialist pollty

?
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will be a participatory democracy therefore, in every
'sphere including the industrial, where moral choices

must be made. This entails equ1pp1ng as many participants
as possible with the ablllty to reason their way inde-
pendently through moral issues. The "moulding" of a
citizen is not at all to be in obedience to the status
quo, but in habits of critical reflection..

There is more that could and should be said about
the aims of education. About vocational aims for
instance. Work being ideally an expresgion both of
one's innermost reflections and of one's fraternal links
with others, vocational education is merely oneé aspect
of education for citizenship. It has nothing to do
with steering pupils into particular kinds of jobs:
its objective is to acquaint all pupils with the whole
pattern of work within the community, as it is and as
it might be, both as a background to their own choice
of a career and so that-they come to understand the
mutual reliance of each on each. (pp. 170-171Y

Further, White notes that curriculum;content should
aim to mould individuals into pecple who understand society,
its laws, mores, economic and political arrangements. They
should be able to grasp democratic principles and be willing
to apply them at every level, industrialiy as well. as nationally
O0r locally. People should be made aware of the common features
of our human nature, our‘mortality,‘our capacities for loving
and hating, bur self-concern and desire to merge ourselves
into a larger whole. 1In conclusion, White notes that éociaiist'
curriculum policy-can be described as a noble one for its
libertarian antipathy to indoctrination, its emphasis
on democracy, critical thought, equality, personal
fulfilment, its awareness of the deeper aspects of our
nature and its outward-looking patricdtism. (p. 174).
It should be stressed that while thé importance of
technical and professional training is also emphasized by
PASOK as an aspect of curriculum content, so as to cover the

requirements of production and improve the economy of Greece,

one should not take thignfs being the sole purpose of PASOK's

-~
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proposal for education. Education according to' PASOK has
two purposes: an economic purpose and a sébcial purpose.

On.the long term basis, Greece's future is strongly
connected with education. Education has two aspects.
It is an investment for the country's economic and
social development--and here professional training
and research studies are needed. But education is
simultaneously a cultural resource. It c¢onstitutes
a. sacred right of every citizen, regardless of his 3
profession or age. The deepening and broadening of
knowledge remains a primary aim of PASQK. (Papandreou,
71978, p. 22)

Further, professional orientation, another important

aspect of schoolihg (see external factors pp. 140-141) does not

imply that anyone will be pushed or 'directed into an area

of specialization that is not his or herAchoice. It only
‘means that schools will provide information making the in-
dividual aware of what is available and aware of the needs
of the country. Beyond that the individual will be allowed
to decide on a direction that will coihcidé'with his or her
interests and abilities.

Missing from PASOK's proposals on curriculum conéent
are the less obvious. but very important internal factors of
schooling:\labeling and éllz£he elemgnté associated with- it.
While PASOK's proposals imply that group %ork as opposed éo
Aindividualized instruction will play an important role in
tﬁe education of.an individual. because it‘is 2 necessary item
for the-cneatiog of éhe social and fratérnql being, there
is no discussion as to whéther these groups will occur ac-—
cording to abi}ity or aqcordin&'to some other factor. PASOK's

emphasis on combating prejudice implies‘that the groups will

not be based on differentiation‘practices. On the whole, more

P PR
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Minister, Papandreou (1981),is as follows:

136

input and attention should be given to this aréa of study;

PASOK shofild-make its stand more .clear. e .

RN

PASOK'sLhésitancy to be more specific. on such internal
fggtérs of schooling as negative liPeling, could be relXated
to the fact that other major changes havé to occur first,
such as tpe comprehensivization of the.syste%, befo;e one

'

could try to touch these sensitive internal factors of

schooling. Also, it is very difficult to write and propose

a reform on psychological factdYs such as labeking. What

sucﬁ factors involve is much more than a couple of sentences

on a‘piqce of paper:; they EnVolve people) specificglly ed~
ucators, who are either by mature or by training made to ‘ )
see the seriousness of negative labeling and who can act -

3

accordingly in their interaction with a student or with:

L

a group of students, :and in the educational decisions they
make about grouping practices.
Democratization of the external factors of schooling.

:

One of the main aims of schooling as expressed by the Prime

The application of measures to remove the obstacles to
education which exist today, so that every young man

or woman who wants to and can study at whatever level

of education, will not be barred. We have already

taken the first step in this direction. We have abol-
ished the entrance exams from the Gymnasium to the Lyceum.
With the abolition also of the Panhellenic Examinations,
fair means will be established to allow limitless pos-
sibilities of effort for all those who wish to continue
their studies in the universities. The institution of
professional orientation will continue in this direction.
(pp. 51-52)

When one examines PASOK's educational program closely, :;'/

. one notices that "to remove the obstacles to education" often

"
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refers to thg external ‘factors of schooling.  As will be seen
in the following proposals, PASOK plans to make the educational
syétem of Greece into a comprehensive system as opposed to
the very selective system characterizing modern Greek education.
We now look‘at the proposed reﬁorms’concerning the ex-
te;nal,fagtors 6f schooling as the§ have been indicated by
PASOK in the following literature: Exormisi (August 1, 1981, ;
' pp- io—ll; October 31-November 1, 1981, pp. 1,3; November '
l4—15,‘l981,‘p. 10; January 2=3, 1982, pp. 1,11; February
677; 1982, p. 6; February 20-21, 1982, p. 5; July 24-25, 1982,
p. 8; August‘l4-15, 1982, p. 3: September 25-26, 1982, p. lb), g
Ta Nea (October 2, 1981, p. 13), Papandreou (1981, pp. 52-53),
PASOK (1977b, p. 11; 1977d, pp. 135-136). !
'1. The nine year compulsory education which was first
introduced by the 1964 reforms will continue under PASOK;
in the future they hope to raise the‘school leaving age fof

one more year, and eventually make 12 years of school compulsory.

v

Schooling will be comprehensive with a common core up to
the compulsory age.

. 2. Entrance exams from the gymnasium to the lyceum as
~already noted have been abolished by the new government of/

- PASOK; .entrarnce is automatic. Measures are presently taking

;
i
H
i
:
'

place to abolish the entrance exams to the university (Panhel-" :
lenic examinations). Entrance examinations are seen as unjust,
perpetuéting the social divisions in society, obstruéting ed-
ucational opportunity. It.is believed that failure in the

exams denotes failure of the system, not failure of the student.

¢

®
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Entrance to the university will depend mostly oﬁ
the continuoqs assessment of the student's progress in
secondary gduéation, particularly -at the lyceum.

As an ahswer to criticism from the opposition party
(New Democracy) which introduced the entrance examinations
to'the lyceum in 1976, the abolition of the entrance exam
willihot lower the standard, pres#ige, or value of the insti-
tutions, nor will it create problems for the "good" student,’
or cut the flow to technical and vocational fields:

If the New Democracy party worries for the "good"

student, the educational policy of PASOK does not

select students. (Exormisi, October 31-November 1,

1981, p. 1) : ‘

Also as an answer to the question of whether the aboli-
tign of the entrghce exams to the lyceum will create a problem‘:
dﬁe to the excessive number of studéhts, PASOK argues:thaf
in about 1,000 general and‘technical lyceums that exist, the
"entrance of 10,000 students, in other words, ten. students
per lyceum, should not create any problems. a

3. The technicél and general lyceum will be unified into
| a multibranch lyceum with many directions. Transfer from
one area of study to another will be possible with certain
adjustments, particularly in the first two year§ of the lyceum
%here the core of all branches will be mainly cémmon, based
on humanistic education. In other words there will be flgx—
ibility of access, no decision as to the choice of future
diréction will be irrevocable.

The first two years of the lyceum will also consist of

some electives that the student will choose according to the
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professional orientation he or she wants.to follow. In the
" third year of the lyceum specialization will take place. For
‘those that want to enter the technical or vocational post-

secondary educational institutions, errtrance will be almost

automatic since they wi%l have followed the required dirgction/
i

in the lyceum and with satisfactory progress. For those

that want to énter higher education institutions, such as the

university, selection will depend on their progress in .the

lyceum (25%) and on their progress in the preparatory or

specialized courses that they have taken in their third year

of the lyceum (75%).  The school year 1983-84 will be the

. last year for the Panhellenic.or entrance examination which .

is required for theVuniVersity.
For those students that want to enter a higher education
institution but who have not qualified (poor reports on their

progr%ss in the lyceum) will be given the chanhce to improve

. and qualify. for the higher institution of their choice after

they have followed one year of preparatory courses at the

metalikiako proparaskevastikd kentro (post lyceum preparatory

¥
center); in a sense, it is a national frontistirio offering

preparatory courses for those that did not qualify and, in -
addition, for those that after compieting the lyceum decide S
to change direction or area of specialization.

These preparatory centers will be found in most regions

¢
i
v
4
!
<
'

of Greece so as to minimize the need of having to move to’

the major cities for this type of provggion.

‘

4. The frontistiria' (private preparatory schools) will

EET USSP
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be abolished. In fact, all private education, including the:*
parapedia, will eventually be abolished or dissolve by'itself
as the educational system of Greece moves towards its democ-
ratization. According to PASOK, private education does not
belong in a democratic society and in an educational system
that aims to open up to all people, irrespective of socio-
economic backgrouhd, origin, or sex, an education of equal
quality. For this reason one of the main targets of the ed-
ucational program as stated by Papandreou (1981) is as follows:

The assurance of conditions of .equality in educational

opportunities for everyone who thirsts for knowledge.

For this, our aim is to do away with para-education,

the abolition of private education and privileged schools

with measures intended to bring about their harmonious

'inclusion in the public national system of education,

safeguarding the rights of those who work in them. (p. 52)

The frontistiria will be replaced by the post iyceum

preparatory center discussed above and by a number ‘of remedial
classes within the'public school system.

5. Professional orientation, a very important aspect
of secondary education, will depend on the student's interests
and abilities. It will be something té be decided mostly

by the student along with the supervision of a teacher or

counselor and with the participation of parents and other

educators; the deciéion will not be imposed on the student,
Information on ali the possible directions to follow

will, be givénlto the student from the first year of the

gymnasium so that a successful choice will eventually take

place, one that fits best the student's interests and abilities.

Once the student has indicated possible choices, more infor-



141

mation will be provided to the student on the specifics in-

volved in his choice of direction such as the required courses

and the type of involvement that his eventual profession will

’ requirel Naturally, the student's abilities and potentials

will ﬂave to coincide with the choice of direction that has

been selected. The last step would be to provide information

on the needs of the country, particularly the production

process, aﬁd discuss with the studenF how ﬂis professional s
choice is related to social needs and on the demand that exists

‘ for that profession.

6. The external structure of higher education will change

also. It will become more comprehensive in character allowing

the ease of transfer from one area of study to another. Many
post secondary institutions such .as the teaching academies

and the physical education academies will be abolished and

T
o
E
3
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corresponding areas of study will be established in the uni-
ve?sities. (see pp. 144-145) .

The recent bill on Pigher education (July, 1982) introduces
the six month course into the univeriéy. The student's progress

'in such acourse will depend on continuous assessment and on

L final examination. Failure in a compulsory subject would
require it to be . repeated. F;ilure in an elective would
require either its repeat or the choice of a different subject
to take its éléce. This way, PASOK argues, one does not lose
a‘whole year as would ﬁappeﬁ ip the previous system, nor

" is the student obliged to be removed from school completely.

" The bill on 'higher education also devotes a great deal
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of its conteht to the provision'of,post—graduate‘studies in
higher éducation, offering Masters and Doctorate degrées.
These programs will in turn be associated with research, which
will be given extra.consideration:

A university which does not include research is a dead
university. Research should be done in the university
for educational matters, but it should also be oriented
towards the general needs of the country. It must be
stressed that the university should not put any re-
strictions on the freedom of research but it must be
sensitive to the needs of the society in which it is
functioning. (Exormisi, February 20-21, 1982, p. 5)

a

Even further, a Ministry for Research and Technology
has been established and its aim is:

To bridge the present technological chasm which separates .

us from the advanced countries in order to reduce our ’
technological dependence on them. In the field of re-

search, priority will be given to national defence,

enerqgy, the valorization of our mineral wealth' and

agricultural and industrial development. At the same -
time, research .in economic and social sciences will

be supported. (Papandreou, 1981, p. 47)

In sum, the examination in this section which dealt with

~ the external structure or organization of schooling as indicated

in PASOK's proposals and reforms, leads one to conclude that
) v
PASOK is aiming towards a more democratic form of education.
The highly selective and elitist type of schooling char-

acterizing modern Greek education since its inception is def-

‘initely challenged by PASOK's program which aims for a non-

selective, combrehensive type of education. For example,

the aims of comprehensive schooling as summed in table 1 (p.36)

‘are also PASOK's aims: The abolition of the entrance exam-

inations to the lyceum and to the university indicate a system

that aims to be open and non-seleqtive} the nine year com-
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pulsory age, common schooling for all, late selection and

specialization, and flexibility in the choice of subiects

or area of study, which characterize comprehensive schools

are also important goals in PASOK's éolicy for ;education.
-Certain negative elements of modern Gree education, such

as the frontistiria and parapedia are also attacked under

PASOK's proposal and reforms by the establishment of the post-
lyceum preparatory center and by the open access or compre-

hensive nature of schooling. Also, the abolitioniof the

frontisLiria and the highdy competitive entrance examinations

| .

are answers to an earlier question (p. 127) which éuggested

that free schooling and other economic provisﬁons do not
) I

necessarily make the system ﬁore democratic unless something is
{

done about the abolition’ of other factors whic¢h make the system-
very éelecﬁive in nature. In the case of PASOK's policy the
imp;icatlon is that these other factors are taken into consid-
eration and the system 1is iﬂdeed becoming more democratic in
nature.

PASOK's announcement that all parallel and private ed-
ucation will be abolished is again a positive step towards
a demggyatic educational system. We have seen in the case
of England where parallel'schools and private education function
alongside the comprehensive schools, how difficuyt this has
made the correct function‘of comprehensive schoolling. Besides,
PASOKis ideology, unlike English ideology, does not function

|
on meritocratic principles or on the view that diversity of

’
\
]
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schools is a democratic ideal; PASOK's ideology, jas in the
' !
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case of Sweden and France, sees that if education +is to be
made available to all on equal terms private education or any
type of séhool which is not comprehensive in nature, does;
not fit into, their sociéty.

Finally, it is important to note that the organizational
structpre of higher education is also changing under PASOK's
policies, becomihg more democratic in nature and with addition-

al provisions such as posf;graduate studies and a greater

“ 1 .
variety of research programs.

~ Democratization of institutions ;nd areas of study. As
indicated, in Exormisi (August 1, 1981. p. 11; December 5-6,
1981, p. 6; Februéry 6-7, 1982, p. 6; February 20-21, 1982,
B. 9; April30-May 2, 1982, p. 10; July3l-August 1, 1982, |
p. 8; August 14-15, 1982, p. 3; Augustm21—22, 1982, pp. 3, li)
the bill on higher education makes provision for the eqguality
of value and prestige in the various fields of study and in-
stitutions. .This is exemplified in Ehe following;

1. The E.A.S.A. (Physical Education Academies) wiil be

abolished and two depaftments for physical :education and
athletics’ w1ll be established, enein the Unlver51ty of Athens

L
and the other in the University of Thessalonlka. Besides the

money provided by the sta%e for their ;stabllshment around
1% from the proflts fo the Organlzatlon for Prognostlc Games
of Soccer (a type of lottery)‘w1%l be given towards the full
developmet of these departments. -

2. The teaching academies for the training of kindergarten

aﬁd primary school teachers (offering courses originally 2

I
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‘years_in length, ﬁhen~3-years) as wel]l as the proyrams for
special-e%ubatipnsteachers will be abolished and corresponding
v &

departments will be established in the unhiversities of Greece.

.

Tﬁe training for primary school teachers and for special ed-

' ﬁcation,teachers will be 4 years in 1engtﬂ. The' degrees
offered will bé of an égﬁai gélue'and prestige to that of
sécon&éry school teachers. '

. " 3. A1l pri?ﬁte schooling will be abolished iécludiﬁg

~

post-compulsoiy level private institutuions for technology

‘-« -"and professional studies. New.public institutiohs for

techniéél studies for the tertiary level will be. establishe

-

in their place offering degrees that could lead on to the “\_
universities if idesired. S ‘

4. Graduates from either the technical or academic studies

in the lyceum on from any other direction that a lyceum might
- .D r " .
offer will be considered as equals and will have equal chances

-
-

for entering highet education. ,
. ¢ @’
5. Transfer from one area of study to another in secondary

and in higher education will be made possible with certain

o

adju%&ments. In fact, transfer of Greek students from the

B

~universities abroad to the second and third year (with some

1

exceptions to the fourth year) of the uniwersities in Greece

will be a much e;sier process than before. In the old system

transfer could-only occur j§ the second level of the uniy@rsity;'

-

,Also,ggkeopercentage of students allowed to transfer from abroad

i ot
will increase from 15% to 30%.

One sees from the previous pointslthat PASOK's proﬁbsals
. : ¥ .

by
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do indeed aim towards the democratization of the institutions

and areas of study. This éompongnt of quantitative aeﬁocra—
tiz;tion as discussed in chapter+2 of this thesis implies‘the
simple fact that if a system is bec;ming comﬁrehensive this
type of democratizapion can be more eagily attained; compre-

‘hensive schooling permits an ease of access from one area of
[4 -

~ - ~

study to another or from one institution to another wRich in
tqfn can result in the equality of value and prestige of the.

A -’

various discf@%&nes and institut%?ns. Since the educational
. AN —

proposals of PASOK aim for the comprehensivization of the

system it follbws that they aim for this component of quanti-

v

tative democratizatjon also. ’ .

The . "copprehensive university model“"wgdiscussed in chapter
> . .

2 which attempts to integrdte into a single institution (the
university) all types of post secondary institutions is also
present in PASOK's proposals. ' The bill for higher 'education

‘ which provides for the integration of ‘the physical education

academies and the teacher training ac?demies into the university

s . P

is a ppsitive step in this direction. The abolition of private

v

post-compulsory level stéchnical educatien as well as the merging:

of such institutions into the universities will also allow
3
for this type of democratization to occur.

In fact, the abolition of-all private education wil{ make

the demdcratization of the institutions and areas of study
easier to accomplish since it will limit the diffetrences of ' ¢

value and prestige presently found in all the parallel schools.”.

PASOK's attempt to make all the directions of a lyceum equal



/ 147, .

i o

is also indicative of their aim to attain this same type

of democratization.
. el
The fdTt that PASOK is increasing transfer of stude&ts

from abroad to the universities of Greece can'also be con-

"sidered a democratic ‘move since it will encourage .Greek students

to move'back to'Greece, finish their educaeion there and hope-
fully stay ;n-Greece and contribute to their counfry. Also the .
problems which. have been related to the financial burden migra;
tion brings will be diminished with the new incentives which
will encourage young people to stay and study in Greece

But -as discussed in chapter 2 this type of democratlza—

rd
? ~
tlon is often dlfflcult to accomplish for it implies changes ’

in the way people think or tend to view certain situations;

For example, it will take a long time for graduatee from the

RSP AOREITY UL IR AT WP -
N

University of Crete to be considered as equals in:prestige

e~

to the .graduates from the University of Athens, or for technic-

*

al and vocational stggles to be con51dered equal to general

ERPAS Y-S S

or cla351cal studies. But neverthéless, that does not mean -

oot
&

that one should give up hope and stop aiming for the attainment .

LS

of these democratic principles.

Democratization in the area of recurrent education.- The °

Prime Minister Papandreou (1981) anounced that,

_decisive support will be given to the institwtion of
continuous education of the people. Educational televi-
sion will be made more effectjive through radical reform
and local self-government will receive support in .the
sector of free open universities. (p. 53)

As insicated in PASOK (1977d, p. 142) continuing or recur-

rent education will be made available for thqse that never

y
*
+
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had a chance to complete their education such as housewives

and workers as well as for the illiterate. Continuing ed-

‘ucation will take place on job sites, in special centres, or

in the schools. Their programs will be decided by the ‘ed-

ucational authorities in collaboration with unions, associations,

and the local self governments, so that educational provision

. € -
is not totally without connection with industry. Lessons will

be offered at hours that fit the workers' schedule. The gov-
ernment will ;gy for the education of the workers and companies
will have to give permission,or time from work, for schooling.

'The same docyment (PASOK 1977d, p. 132) also notes that
vocational education or education rglat;d to the worker's job
will not be the{only factor stressed in r?current education.
Personal satisfaction or fulﬁillment wiil also be stressed
as a reason for recurfent education so that each individual
can widen his knowledge and attain the freedom required for
choosing the type of life he or she wants to lead.

PASOK (1973d, p. 139) also specifies that special programs
for the{iliiterate, paftisrlarly programs transmitted by ed-
ucational T.V., will also play an important role in continuing
educatién.

The "free open univefsity" plays a significant role in
PASOK's educational reform proposals, and it is also a sig-
nifiéant factor in recurrent education since any citizen can

attend these universifies at any time in his life and satisfy

his desires to learn about things that concern him and life

in general. As the newspaper Exormisi (January 23-24, 1982,

¥

s
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p. 4) writes, the establ‘ishement of free open universities
is a necessary‘factor in directing th’é course of life and
giving the individual the power to sélf determination politically
and socially. | The free open universit}} hopes to give the in-
dividual the necessary ?{mwledge so that he or'she can partic-
ipate in matters such as‘\\t‘ho‘sé ef environment protection, ed-
ucational problems, y‘outh‘problems, urban planning, human re~
lations, etc. ’
. . P

The same Exormisi also suggests that the free open uni.—
versity is also an important factor in tackling many of the .
problems in people's lives, fqr the teaching staff has the op-~
portunity,to meet closer £he everyday clit(izen, to find out
‘matters w{nicb concern him and to try to deal with Jthem: The
students will not' belong in one part‘icular age‘bracket or
socio-economic group. Hopefully they will come from all walks
of life, thus the teacher through open discussibns will be
able to deal with a variety of problems and concerns.

2
The recent bill for higher education (July(l982) which

makes provisions for 12 days off from work with pay for working

students during examinations is also a factor related to recur-

iy ;
a ¥
oK

rent education. (Exormisi May{29-30, 1982, p. 1; July 31-

August 1, 1982, pp. 5-6)

In sum,\ the statéments ’ade in ‘this section demonstrate
" that PASOK gives extra consi’deration to recurrent education
particul;:lrly since it is in high demand iI‘; a country like

Greece where many people have remained illiterate or have not .

been able to continue their studies because of financial lim-
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itations and the need to work. Recurrent education will hope~
fﬁily bring the workers back into the educational scene as

v .
well as the illiterates. Y

As suggested in chapter 2, recurrent education should
not be encoufgéed only as vocational training; it should go
beyond that fo the' fulfillment of pérsonal needs. The fa;£
that personal reasons or satisfactions as well as vocatiocnal
training are stressed as factors that recurrent education
should aim for ‘in Greece, makes the notion even more democratic
since PASOK does not plan to use it only as an Opportunity ’
for training related to the work of the individual.

There: is no mention of\correspondence courses in PASOK's‘ Q
progfanh an important aspect of recurrent e@ucation, especialiy

in a.country like Greece where there are many remote areas.

that lack sufficient schooling. Programs transmitted by the

:T.V., particularly for the illiterate, are valuable, but one

fact that must not be overlooked is that television:is not
a product found in évery home in Greece, espeéhally émong the
poof who probably would need it the most in cases of’programs\
for the illiterate.

Although PASOK places great emphasis con recurrent ed-

ucation it needs to be more specific in the proposals which

.concern this area. Further, PASOK should find successful ways

of informing the public about the opportunities available so
as to perhaps avoid the results of the Open Univeérsity in

England or the formation continue in France which, as discussed

in chapter 2, indicated a low representation of the lower socio-

-

i t

A}
| &
.
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" economic groups in these programs.

Democratization dealing with the regional variations of

schooling, As noted in an earlier section of this chapter on
democratization and economic assigtance, priority will be given
to regions located outside the major urban cénters as wéll

as to underprivileged areas in the urban centers. The' reason
for this is that the peripheries such .as mountain, semi-
mountain, and island regions, have always been neglected ih
terms‘of educational provisiénf The seriousness of the problem
has alreadv been discussed: Educational institutions such as

universities, technical and vocational schools, .as well as 1

the fréntistiria have always 'been concentrated in the cities

making the education of children living in the rural areas
very difficult. Exormisi (October 31l-November 1, 1981, p. 3) j

points out that in order to complete their education these

children usually move to the urban centers and there they are
faced with pr&blems of an economic nature such as finding a ;
place to stay, the expénse of clothing, food, etc., as well as
with.éroblems of adjustment to city life, all of which have
a negative effect on their studies. Further as noted by PASOK
(19774, p. 132) the schools tgat do exist in the peripheries
are usually understaffed and overcrowded and the buildings '
very qla and of poor quality.

For the above reasons, democratization in thiq\éyéa is
one of the main objectives of the government of PASOK. Papa-

ndreou (1981) proposes:

The creation of our own, high~-gquality education with a
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proper material and technical structure in every corner

of our land. For this purpose, priority will be given

to the corresponding expenditures for border, island,

mountain and semi-mountain areas as well as to under~

privileged areas ip urban centers. (p. 52)

Thus, decentralization will be sought, as opposed to fhe
concentfation of schooling in the central areas of the country. .
In the framework of decentralization and peripheral growth
a vafiety of schools will be built in the rural areas according
to .their needs, including the provision of units for tertiary
level studies.

In sum, the provision of schooling in regions'located
outside the major urban centers is a notable reform aiming
towards democratization by making schooling accessible to all
irrespective of theirlgeographic oriéin. PASOK's propqsals
are positive steps towapds this area of democratization;\*But
‘one must éonsider that the provision of sg;ooling and the
teaching staff involve much money, and if financing this type
of a campaigﬁ becomes difficult, PASOK should'once again con-
sider correspondence courses. Chapter 2 of this thesis discusses

-

how correspondence courses can combat the obstacle of distance
from eéucational institutions, in cases where the institutions
cannot be provided in the areas needing them. The student,
except for a few times durihg the year, does not have to leave
his town in order to study. Countries such as Australia and

New Zealand have achieved remarkable results.

Dembcratization dealing with differentiation of educational

opportunitxﬁfound'between the sexes. The inferior status of

women in the Greek educational system has already been discussed.

1
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PASOK sees the problem clearly and.wants to work towards
the ‘achievement of equality of the sexes in all aspects of
life. As @roposed\in PASOK (18979), education is the number
one factor in changing the way people think and in correcting.
the prejudices they have been broucht up with. 1In other words,
the actual contentlof educatioﬁ and the "hidden" curriculum
has to be such that it does not differentiate between the.
sexes. Boys and girls, they propose, should grow up with the
same values, should have common goals, and should be encour-
aged‘to the 'same degree of participation in the race of life.

In light of the previous discussion PASOK proposes to
abolish all-girl and all-boy schools and establish co-education
throughout the country (PASOK, 1977¢c, p. 135). It is also
proposed in PASOK (1979, p. 28) and in Exormisi (August 1,
1981, p. 17) that no distinctions should be made in the subjects
that girls and boys study in school and that they should all
be able to follow any field of'study they desire.

Continuing or recurrent education will a;§o be made
available to women and the provision of daycare centers, nurse-
ries, etc., will‘make it easigr for women to attend school
or work.

As Papandreou (1981) states in the Greek Government,

Programme,

equality will be one of the basic axioms of the new
content of education....

Qur target is the equal remuneration of men and
women at work and the abolition of discrimination with
regard to male and female professions. (pp. 57-58)

In.sum, PASOK's proposals for the equality of the sexes

b
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| in educational matters are a good start to a long and dif-
ficult battle. Hopefully PASOK will soon work out a very
specific program concerning the education of women and extra
care should be taken on the question of illiteracy which
as noted earlier is much higher among women than men in

N T Greece.

Qualitative Democratization

The word ekdimokratismos (democratization) is used in

the ‘reform propos\als of PASOK mostly in reference to hi"gher
education and particularly the area of sociélA rel?;rltions and
participation in the decision making process. 1In other words,
while PASOK's proposals for education réfer to both léuantitative :
and qualitative deinocrati;ation it is +the. latter that they
emphasize. The reasons for this might be as follows:
1. Higher education in Greece with its ’feudal character
where only the few such as the chair holder have any say in
the decision making process, despefately needed to become more
democratic. PASOK thus felt that it should be given first
priority in their political campaign and in the actual reforms
dealing with education. Therefore, it might. be considered
a pragmatic sclution to something that despefately needed change,
2. PAS0K's theory, as i£ has been described on pages 115-
122 of this thesis, places a great emphasis on a society where
participation plays a major role in all aspects’ of life. 1In
fact, they view democracy as a participatory democracy.
Such important notions emphasized by PASOK as socialization,

decentralization, self-management, popular sovereignty, and

B
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democratic processes, all involve the active participation

7

of the Greek citizen and a type of involvement which ?emands
feelings of collectiveness, fraternity, human values, etc.
Further, the curficulum content as discussed on pages 129-130,
places emphasis on the cultivation of the creative and critical
- mind of the individual and a@n the teaching of democratic pi’oces—
‘ses, as well as on the preparation of the, individual for his
active participation in society. While the primary school
cultivates in the individual thése factors, secondary and
higher education gets the iﬁdividual ready for his entry into

a society where he will actively contribute to making it a

true participatory democracy.

The educatic‘mal\ aim of gualitative democratization, tpen,
would provi\de an appropriate environment for the realization
of PASOK's aims.. And nowhere can the individual firét practice
the elements associated with a participatonry democracy more than
in the schools which in ‘turn should be democratic institutions.
Educational policy should thus ensure "the wide participation
of students in the planning of education and in the adminis-
tration of educational establishments" (PASOK, 1974, p. 11).

In sum then, democratization with an emphasis on its
qualitative dimension, especially in its dealing with pasrtic—
ipation, becomes an important element of schooling because
it is -a pragmatic solution to the problematic nature of
higher education in Greece and at the same time. it is in ac-
cordance with the political theory of PASOK. - ‘

We shall now examine PASOK's proposals for education and
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_the reforms which deal with qualitative democratization as
they have been discussed in Exormisi (August 1, 1981, pp. 10-
11; February 6-7, 1982, p. 1; April 3-4, 1982, p. 12; May :Lz—
23, 1982, pp. 1,10), PASOK (1977a, pp. 22'-23), PASOK (1977¢c,
'pp.\l35,l40-l4l), PASP (1981), and particularly in the Exormisi
(July 3l1-August 1, 1982, pp. 1-8) which gives all the specifics
of the bill for higher education passed -in July, 1982.
1. Academic freedom in higher education will be inviolable
(freedom of instruction and freedom of research).
é. University asylum is recggnized for it is imperative

in the establishment of academic freedom, for the free flow

.of ideas, and for a democratio university as a whole.

Decisions which concern the protection of the university
asylum can only be taken unanimously and with the participation .
of ali the higher education bodies.

3. The bill abolishes the feudal institution of the uni-
versity chair and provides for the orgénization of higher ed-
ucation in departments which in turn will be dividea into\
fields. The'department is the basic decision making unit for
it can promote the democratization of educational processes

by_aliowing the participation of teaching and-student bodies

" in its organization and in the programming of its studies.
}

4. The anachronistic and unjustifiable hierarchy among
the teaching staff is abolished and new mechanisms in which
all university teachers will participate.equally are created.

The teaching staff will be divided into professors, as-

gociate professors, assistant professors and lecturers. Cri-:
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teria for these divisions are such factors as years of ex-
perience, research and publications, and the kind of higher
education degrees that the individual holds. The means of

electing the teaching staff will be democratic in éharacter,

IO

and with publicly visible or open procedures. Promotion and

credits for the teaching staff will also be done democratically.

The selection process for a teaching position will be
initiated by the instigating committee organized by the Nation- .

al Academy of Letters and Sciences and then elections will be

held in the departments where the vacancy is. The final de- | '

cision must be 2/3 in favour of the candidate. Nepotism, c ]

political bias, favouritism, and arbitrariness, which dictated ;

the election and renewal of a university professor in the pre- !

vious system will be safeguaraed against. a .
5. All teachers will participate equally in research

and seminars and in the planning of the teaching programs.

6. The teaching staff will not be able to hold other

jobs outside the university, except for their periodic ser-
vice to the country for the purpose of the continuous con-

nection of higher education with the production and social

o 4 1

processés. g . . {

7. The bill provides for the institutions of higher
learning to be legal entities of public concern, with full

self-government, functioning according to regulations set up

by themselves. 1Institutions of higher learning will be under

~

state supervision and state financial support. This will not,
however, be exercised in a manner which will limit their in-

dependence. In other words, higher education institutions will

*

" be self-governed but not autonomous. While their {general
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organization and basic functions will bedictatedf& the
Ministry of Education, more specific matters will be dictated
by the internal organization of the university; solutions to )
problems wilf be found'by ¢he ﬁniveréity and other social
groups which the decisions ‘concern. The teaching program
will be decided by the general_assemb1§ of each deéartment.
Members of the general assembly are all the teaching staff,
the student represenéatives, and the representatives of thé
teaching'assistants. |

The content of studies is appféQéd by the general as-
sembly of the department. The National Afademy of Lettets
and Sciences inspects the courseg offered and their content
on a national level. ) -

Thé post-graduate programs are proposed by the professors
elected in the graduate studies fac£1t§. Their final approva&
is given by the general.assembly of each faculty.

-’ .

The content of the teaching programs and curriculum will
be constaptly reviewed and updéted. )

8. Measures will be taken to ensure that democratic di-
alogue will replace the monologue of the teacher in the\class—
réom. Teachers will be conveyors of knowledge not dictatorial
‘imposers of knowiedge as they used to be. Students will be
respected. The manner of higher educatipn is to reflect not
only its cbﬂnection with the productive process of society

but also its connection to social relations. Thus the subjects

of the educational process should not be faced simply as stu=

o

-

v dents, but as human beings. J



_a sense of group work, collectiveness, -partnership, and

,and the bu51ness of government in higher education.

~
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The dialogue of the classroom should aim to promote
‘ s

4 L

mutual understanding.
Qbere will be a fundamental increase in teaching staff

to reduce the ratio of teachers to studentf to oné in which
R

.f'pa;ticiﬁation can edasily occur. Any big classes will be ai-’

- . .
vided into groups and teaching will be done collectivel@ by

&
a group of professors.

}9 The blll prov1des for the participation of all the:

people that llve and work in the unlver51ty in matters which

-~

concern its life and organiigigon. All the bodies of higher

education hdve representatives“in the general assembly of the

s M »

1nst1tutlon with the right to vote in all matters concerning

P o0

them ' f
.. < . .

The ’students will not be lookeéd down upon, they will
4 2

be respected by the’ teaching staff and the rest of the uni-

¢

versity for t#hey are considered members df~ﬁigher\education,
and ju!t like all the other members they have a right to

' *
participate in the decision-making process, 1in matters, -

- ~

concernlgp the content of studles, the economic management,

-

’
At the primary and secondary levels of schooling, cnildfen

of tWe older grades should participate in the mapagement of

- ’
¥

tﬁ%ir school. .They should also have a chance to participate
in the local self-government. Student councils should be

formed ‘at the seconaary level, emphasizing again‘ftudeﬁt par-

ticipation in school matters. v

L . . Ta
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"10. The bill provides for the establishment of the

National Academy of Letters:andec{ences, and the National

B +

" Council on Higher Education: The National Academy's function

»
.« >

LY

will be to coordinate curricula, research programs, and the
T e ,
*

procedure for judging and assessiné the teaching personnel
bn é naéional level. Aﬂembers of the Academy Qill be Greek
ssiéntists #ngd professors. lThe first 20 members will be
elected by the Ministry of Edufltion, the rest will be elected
by . the members of the Academy. 'The National Council will

be established for the social szpervision and insﬁection of

institutions of higher education. The planning of education

i'h ~

and government policy .concerning it is a function of this
council. Members of the National Council will be the rep-

. . e - . . .
resentatives of the government, bodies of the university com-
. » . - Y

munity such as teachers and students, Egpresentatives of
Ay -’ I ‘;.
the technical .and professional areas offleducation, and rep- ..

'fesentatives of parents, unions, and the local self-governments.

In sum, one can conclude that gqualitative democratization
is an important elemeﬁt of PASOK's educational réforms, par-
ticularly sinte this type of democratization is in accorxdance
with PASOK's ide?logy which aims for a participatory democracy.

The recent bill on higher educaﬁion covers two out of the
three c¢omponents of qualitativeq%emocratization as discussed

s

{n chapter 2: W,

!

4
1. PASOK's aim to ensure that democratic dialogue will

. A
replace the monologue of the teacher in the classrdﬂh, as well

as theraim to make the teacher/student ratio one where par-
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tic%pétion can occur, are indicative of PASOK's desire to
implement that component of qualitatiye democratization which
concerns pupil‘participation in the business of being educated.
The aim is also a pragmatic solution to the problems that
higher education in Greece had to face, such as a very high
teacher/studenf ratio and the very passive role of the student
in the slassroom.

2. Other statements in the recent bill on higher ed-
ucation are indicative of PASOK's aim to demoCr;tize the ed-
ucational system in Greece in a way that ensures the part-
icipation of all in the decision making process. For example,, g
the establishment of academic freedom and university asylum,
the abclition of‘the.universigy chair and the unjustifigble
hierarchy among the teaching staff, the democratic means of\ .
selection for a teaching pogition,*as well as the provision
of equal partiqipation of all the people that live and work in
the unimerfitynzp patters which concefn its life and'organiza—-
tion, are all indicative of PASOK's desire to democratize the
‘system algng these. terms. -

Further, the fact that theluniversity chair is abolished
as well as the fact that university professors will no® be
able to hold othér jobs is a definite improvementﬁbg the
previous system which allowed the oppositg, often -resulting
in the indifférence of the teacher to his teaching. |

Also the fact that institutions of higher.learning will .

be self-governed but not autonomous ensures that what occured

in the ‘case of Yugoslavia will not occur in Greece.
¢ ! 1

|
N |
. ' \ ’ ¢
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7
/EBQ National Academy of Letters and Sciences and the Nation-

al Council, together with the state's supervision of the
institutions, will ensure that they perform their basic
/functions. But the fgact that excessive centralization chara-
cterizing modern Greek education will be avoided and the fact
that the members of the educational institutions will be given.
’plenty of opportunity tp‘participate in the specific matters
of the internal ofgapization of the institution in\question,
will make these institutions dechratic in nature.
Regarding tﬁe democr;tization which concerns control over
one's. future occupation and choice of studies, while this is
. not discussed in the recent bill ;or higher education it is
discussed in other educational pro%psals made by PASOK. We
1
" have seen that professional orientation, an.importagt‘aspect
of seqondary schooling, ensures thatxgtudents arevcompleteiy
R awaré of all the carssr options and choice of studies available,
and that the final decision is made by the student and is not
in any wayAimposed or controlled by others sﬁch as planning
’commiséions. - | ) \ : .
LY : | Papandreou (1981) discussing planning in general says:
We are radica{iy opposed to bureadcratic procedures of
. planning, which express the will and resolutions of some
A = . unapproachable central organ which, indeed, is.cut off

from the people, their needs and thf}r visions. (p. 29)

One could say that education is also included in the

¢

previous notion that no unapproachable central organ will
decide the choicé of studies of the studenk since this would
be cut off from the needs and visions of the student and would

~ thus be ,undemocratic in nature. One could only hgpe though

LY
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that in practice it will prove to work as anticipated and

that results such as those presented by Karabel (see pp. 70-71

not occur in Greece.

3

of this thesis) on th Community Colleges in the U.S. will
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CHAPTER 5
CONCLUSION
4 .

It has been demonstrated in this thesis that the democ-
ratization of education, .is a complicated notion that involves
more Eﬁan one dimension and‘many components. Even simple
definitions of the concept, such as that given on page 7 for
qdantitative democratization, are not so simple afterrifa close
examination for one concludes that it is an intricgte task’
'to achieve the aims given in the definition. Thus, the democ-

ratization of education, beinga notion that covers many areas

" and many fators of a complex nature, is bound to be a persistent

goal of educational policy in contemporary societieé, partic-
ularly since it is also a wogthwhile goal to pursue.

It has been also indicated that some components of democ-
ratization are more efficierit than others.and also that the

practice of one or even a few components of the democratization

. of education do not make an educational system completely de-

mocratized because all its components have to be taken into
; ,

consideration since they are all interrelated, one affecting
. ! !

. |

the' other. Complete demoqratiéation of an educational system

would then seem as a very difficult task, as indeed it 1is,
N
but this does not mean that countries should stop aiming for

~
s e

such a goal because even if in the process only so@e&tomponents
M Y

of each dimension or some aspects of democratization are
attained this still makes the effort worthwhile.

Further, as demonstrated in chapter 3 which dealt with
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one aspect of Aempcra£ization——comprehensive schooling--, when
the democratization of education is studied within a particular
national context it becomes even more complex for there are
often other factors involved, common only to the ﬁarticular
country in question, and which affect the democratization
process. For example, industrialization, economic, and social
factors might have an effect on the‘democratization process
as well as the ruling Party's conception of democracy and
the amount of central and local control ove# educational
matters. |

The study of Greece (chapter 4) was also a major part ’
Bf this thesis. 1In fact,. the educational situation of Greece
played a major role in influencing my decision to wrife'§
thesis on the- democratization 6f educagion. The educational
system of Greece presented many problems, mostly a resul£ of
its very elitist nature. PASOK has been the only government
to propose radical changes, particularly changes aiming
towards the democratization of the educational system in
Greece. Upon studying PASOK}s proposals I felt impelled to
study even further ;he notion of democratization, see exactly
what it entails, and tﬁen apply it to the 'situation in Greece
and examine to what extent this notion is-embodied in PASOK's
proposals and educational réforms. In other words, I wanted
to see how sincere the effort to democratizeythe educational
system in Greece has been by PASOK; is tﬁe word "deﬁocratization"
genuinely used or is it just used on the sﬁrface? Further

if there was any room for‘improveﬁent I wanted to be.able to

provide some suggestions.

o mvaan Siam it
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“In sumj the findings from the study of Greece are
as follows: . A -

1. As far as democratization in the area of economic

- .assistance is concerned PASOK is proposing extensive changes

that do. not only continue to offer the tuition free education

introduced by previous'réforms but also a free education
¥

. that offers many other provisions such as .free travel to

school, free meal services, subsidies to students from the
low sacio-economic brackets, as well as extra provisions to
educational priority areas. : ,

Greece, not being a very rich country, is faced with

an economic,diiemma‘that might make one wonder how PASOK

will be able to provide such "free" education. But as alréﬁdy

S
discussed the fact that priority has been given to educatioal

expenditures is a positive step in this direction and only

time will tell, since extensive measures have also been taken

for the improvement of Greece's economy, how well this system

will Qork:' .

/

2. As far as democratization of the internal factors

'is concerned it has been indicated that PASOK proposes major

changes of curriculum contenfﬂand plans to strictly use the
demotike, as well as simplifying Greek grammar, but PASO%
does not discuss such importént items as the efﬁects of
negative labeling and all the factors aésociqted with it.
éerhaps this is because other changesJiﬁ the educational

system have to occur first before one can discuss such.an

item, or perhaps this is very much due to the fact that it
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is not easy to make reform propésals for such an itém.
Hopefully in the future PASOK will consider such internai
factors of schooling more carefully and searéh for succes-
sful solutions.
, >
3. Democratization of the external structure of school-
ing is also a major consideration of PASOK's proposals for ed-
ucational reform. PASOK is aiming towards a more demociatic
form of schooling, non-selective and comprehensive in nature.
The very elitist character of modern Greek education is rad-

ically challenged and certain parasitic consequences of elitist

education such as the frontistiria and parapedia will be

eliminated. PASOK's proposals in this component of quanti-
tati&e democratization appear completé and thus leave little.
room for suggestions as far as democra£ization is concerned.
4, Democratization of institutions and areas of study
is once agéin a goal pursued by PASOK's educational proposals
and reforms. The move to abolish the Physical Education
Academies and the Teaching Academies and establish departments
govering these areas éf study in the universities is a pos-
itive step in this direction, so is the move to abolish all
private post-compulsory level institutions and establish new
public institutions in their place. The aim to consider grad-
uates from either the technical or académic'dirgptions of the
- lyceum as’equals as well as the aim to make transfer from
one area of study to another an easy process also exemplifies
the desire to democrapize the system along the terms that
éhere will be an equality of wvalue and preséige in the.vprious

v
’
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fields of study and institutions. But as already discussed,
this type of democratiz;tion is often difficult to accomplish
since it implies Ehanges in the ways people have for ages
viewed certain situations. Hopefully, the comprehengivization
of an educational system will make it easier .for this type
of democratizaﬁion to be attained.

5. PASOK does not fail to include recurrent education
in its educational proposals as well as a consideration of
£he regional variatigps of educational provision and also .
a concern &n:tﬁe differentiations of educational opportunity
found between the sexes. All these three components of
quantitapive democratization play an important role in PASOK's
proposals and théy are seriously considered and studied. One
factor, though, that seems to be left out is the use of cor-
respondence courses, an important element for a country like
Greece where ﬁany remote areas exist with insufficient
schooling provisions.

6. Qualitative democratization in PASOK's proposals
for educational reform is considered even more than quantitativg
democratization. As discussed, this is probably due to the
fact that qualitative democratization pyovides a pragmatic
solution to the many problems faced by Greek education,
particularly higher education, and at the same time it is T
also in accordance with the political theory of PASOK which
emphasizes a participatory democracy. In fact, the first

major reform which has passed under PASOK has been the July

1982 Bill for highér education which thoroughly démocratizes
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higher education” along qualitative terms.

D

On the whole then, one could say that PASOK's educational
proposals and reforms in Greece do genuinely embody the nption
of democratization. Whilg some room for improvement and sug-
gestions exist one cannot deny that PASOK's propcosals are an
enormous improvement and a definite challenge to the way
that modern Greek education has been ever since its inception.

But how successful PASOK's educational reforms aiming
towards democratization will be is another gquestion, still
too early to answer. While recent reforms such as the Bill
--for higher education and:'the abolition of ﬂhe entrance exam
to the lyceum have been widely accepted and appear to work
smoothly, only the near future will tell how successful other
reforms have been or how well the present educational proposals

have been implemented. (
|

Nevertheless, certain conclusions can Qe inferred after
comparing the situation of Greece to other cpuntri?s mentioned
in this thesis. First of all, PASOK by attempting to democ-

i
ratize the edgcational system in Gregce is moving in the
right direction considering that one of PASO%'S major goals
is economic indeﬁéndence. Economic independénce which is also
related to economic development and industrial growth, requires,
as we saw in the case of France, a democratized educational
syétem. France saw that it could no longer function on its
elitist tradition if it was to develop econo%ically, PASOK

has also reached a similar conclusion. But ?lthough this

is the functional reason given for educationgl democratization,
|

|
|
1

L]
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PASOK goes far beyond this and provides social and political
reascns for the educational democratization as well. Thus at
the same time that PASOK aims for economic, political and

\

social democratization, it also aims for educational democra-

-

tization, for education is seen as the foundation of change.
If we consider the case of Sweden where priority was given to
economic and social democratization, making the next step

of educational democratizatioﬂ an easier process, one might
wonder how successful educational democratization will be

in Greece since PASOK has given it priority along with the
other types of democratization. In this cage one could say
that the comparison is not very realistic since the situation
in Sweden has been very different from that of Greece. The
loqg history of continuous peace in Sweden, the limited op-
position from the other parties, the wealth of the ngtion,
the great deal of research and planning occuring before the

actual reforms, and the long rule of the Social Democrats,

were a few of the factors which have made the transition

from one stage to énother an easier process. Modern Greece,
on the other hand, with its frequent changes in government
mostly of conservative rule, with two diéfatgiéhips, with
many periods of war, with little research, limited wealth,-
and much opposition, are all‘factors which persuade PASOK'
that if democratic change, desperately needed in Greece, is
£o,occur, it must take place now in all its formé.

Second, another positive move that PASOK is taking is to

move away from the excessive centralization to decentralization.
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Even in countries such as Swéden and France which were highly
centralized one notices a recent trend and demand £o decen-¢
tralize or at least to consider some local input in ed-
ucational matters. Greece is moving to an even greater
extent towards decentralization but does not reach the point
described for the case of England ogﬁfor.the case of Yugoslavia.
Unlike England and Yugoslavia PASOK proposes that education
will not be the responsibllity of the loeal educational
authorities ohly, but in certain matters of the central gov-
ernment as weil. PASOK égpears to have found a happy medium
‘between excessive centralization and excessf;é deéentralization.
Third, upon. comparing PASOK's eduncational proposals to
other countries, another factor in favour of PASOK is its
desire to abolish all parallel and private education upon .
the establishment .0f comprehensive schooling. This is in
line with PASOK's ideology which believes that such schools

do not belong in a democratic society for they cannot assure

equality of educational opportunity for everyone who thirsts

-

for knowledge. But at the same time it appears as a very
realistic move for as we saw in the case of England where
all sort of schools function alongside the comprehensive
schools this has*madé\the success of comprehensive schoolihg
very difficult to attain. On the other hana, in Sweden all
parallel schooling has beén‘abolished and the comprehensive
schools have been very successful.

In sum, after these short comparisons one can say that

PASOK's educaﬁ@onal proposals and reforms do have a chance .

L
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Y

of being successful. We can allow ourselves to be optimistic

(Y

and hope that PASO¥ will succeed in democratizing the ed- - _ '

ucational system of Greece, if not completely, at least ' ' :

& -

éubsfi?Fially.
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