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Pantazi Efstathia

Bilingual pedagogy

& teachers’ theories:
reflections from the Greek

community schools

Abstract

The article describes the findings of a study focussing on the Greek Community
Schools in the UK, and follows the development of teachers’ theories and
practices as they adapt to working there. I outline how they develop a form of
bilingual pedagogy appropriate to the needs of their students. Teachers’ voices
are explored in order to uncover the ‘tacit’ as well as the more explicit theories
which shape their practice. The study shows that teachers’ theories are dynamic,
and develop in a broadly reflective manner. The teachers are ideally placed to
understand the complexity which characterises issues relating to language in
contemporary heterogeneous classrooms, developing a rich local knowledge of
the students (including the form of diglossia in the community, students’ learning
styles, forms of motivation, etc). Their reflections feed into practice as their
teaching methods become more closely tailored to the needs of their students.

Citation: Pantazi, E. (2016), Bilingual pedagogy & teachers’ theories: reflections from the Greek community schools,
Theory and Research in the Sciences of Education, 12/2016, p.p. 7-24. In: http://periodiko.inpatra.gr
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Atyhowoon Exmaidocvon & 0swpisg TOV EKTOWOEVTIKOV: “QOVES” amd Ta
EAnvika Kowotiké Xyodeia

Mepidqyn

H mapovoioon meptypdeet To evprpoTo pieg EpEVvog e enikevipo ta EAAvikd
Kowotwkd oyolelo oto Hvopévo Baociielo, kot axoiovdel v avamtvén
TOV Oe@pidv KOl TPOKTIKOV TOV O0cKIA®V KoOmg mpooapuoloviar o1
ddacKara e Tovg diyAmocovg pantég Toug . «O1 POVES) TOV EKTOIOEVLTIKMV
d1epeLVOHVTOL TPOKEEVOL Vo EADOVY GTNV EMPAVELD Ol CLOTNPES, KAUODS Kot
ot Tpddnieg Bempieg mov SapopPOVOLY TNV TPAKTIKY TOLG. H pedétn deiyver
0Tl 01 Depieg TOV EKTOOELTIKOV &ivor SLVOIKEG, Kot €govv avamtuyDel,
L€ OTOYOOTIKOKEVIPIKO TpOmo. Ot ekmatdevtikol ival og Wdavikn 0éon yo va
KOTOVONGOVV TNV TOALTAOKOTNTA TTOV Yopaktnpilel ta Béuata mov oyetilovtat
pe T S1daoKaAl TNG YADOOOG GTIC GUYYPOVEG ETEPOYEVELG TAEELS, OVATTOCCOVTAG
L0 TAOVGLO TOTKT] YVAGCT] TOV LoONTOV (CUUTEPIAAUPOVOUEVIG TNG LOPPTG TG
OYA®GGi0g OTNV KOWOTNTO, To GTUA HABNoNGg TOV HOONTOV, LOPPEG KIVITP®V,
KATT). TOV TPOPOSOTOVY TNV TPUKTIKY KoL TIg HEBOS0VG O180.0KAAING TOVG MGTE VL.
€lval TEPIGGATEPO TPOGOPLOCUEVO OTIC OVAYKEG TMV LB T®V TOVG.

1. Introduction

This article presents research focussing on teachers in Greek Community schools in
the UK. The teachers, coming mostly from Greece and Cyprus, develop a nuanced
understanding of the needs of their students during their, typically 5-year, stay in the
UK. They come to appreciate the complexity of the “language situation” within
their classrooms, as well as learning about the hybrid culture of their students.
They develop methodological positions based on this precise, local knowledge.
Through, principally, semi-structured interviews and ethnographic observation, I
explore the “theories” of these teachers at a range of levels: from the more “fine-
grained” — what works in the classroom with these specific students, for example,
to the more abstract — including their beliefs about bilingualism and multicultural
pedagogy. The research throws light on the value of teachers’ knowledge, especially
in heterogeneous classrooms, and suggests that teachers’ knowledge can be usefully
drawn on in the fields of training, research and policy formulation.

2. Language issues in diverse classroom

Increasingly schools are being recognised as culturally and linguistically diverse.

1 Baker, C. (1996), Foundations of Bilingual Education and Bilingualism. 2" Ed. Clevedon: Multilingual
Matters, p. 37

Citation: Pantazi, E. (2016), Bilingual pedagogy & teachers’ theories: reflections from the Greek community schools,
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Major cities in multicultural societies provide clear illustrations: over 200

languages are spoken by children attending London schools®>. Many countries

which have long seen themselves as being homogeneous have also in recent years
begun to accept the reality of their heterogeneity.

Given this diversity - the presence within the same cities, the same
schools, the same classrooms, of children with varied linguistic backgrounds -
various issues arise. For example:

* What position should be adopted towards community languages? Is the
mother tongue to be supported, ignored or actively suppressed? What effects
do these choices of policy and practice have?

e Is bilingualism seen as cognitively and linguistically advantageous - an
‘additive’ view - or disadvantageous - a ‘subtractive’ position?

* How is the acquisition of the dominant language to be approached?

* Based on such assumptions and positions, what kind of education should
be adopted from a wide range of possibilities, ranging from ‘submersion’ to
models aiming for bilingualism and biculturalism for all students)*?

* At the more fine-grained level, what kind of language-teaching methodology
is appropriate? From approaches, focussing on conscious work on areas of
grammar and vocabulary; to more ‘communicative’ approaches, emphasising
comprehensible ‘input’ and meaningful tasks®, or finding a satisfactory
balance between developing communicative skills and doing conscious work
on particular language areas’?

Making decisions on how to approach linguistic diversity is made more
challenging when we take into account the potential for difference from one class
to another. Hornberger® has distinguished thirteen ‘continua of biliteracy’ which
combine to produce the linguistic profile of a class (or of particular students
within it). These include how close or distant the script, lexis or grammar system
of the home language is from the dominant language; the opportunity to use the
language in the home or the community; the status it has (and thus the students’
perception of its utility, sense of motivation to learn it).

The above are issues ultimately faced by teachers, since they are called
on to ‘deliver’ policy, or ‘translate’ it into practice. We therefore turn to focus on
the teacher.

2 Eversley, J. & Baker, P. (eds.) (2000), Multilingual capital: the languages of London s schoolchildren and
their relevance to economic, social and educational policies. London: Battlebridge

3 See: Baker, C. (1996), Foundations of Bilingual Education and Bilingualism. 2™ Ed. Clevedon: Multilingual
Matters, p.175

4 Richards, J. & Rodgers, T. (2001), Approaches & Methods in Language Teaching (2™ Ed.). Cambridge:
Cambridge University Press

5 Cummins, J. (2000), Learning to Read in a Second Language. In: Shaw. S (ed), Intercultural Education in
European Classrooms. Stoke on Trent: Trentham, p.46

6 Hornberger, N. (2002), Multilingual Language Policies and the Continua of Biliteracy: An Ecological
Approach. Language Policy (1), p.39

Citation: Pantazi, E. (2016), Bilingual pedagogy & teachers’ theories: reflections from the Greek community schools,
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3. The Teacher’s Voice

The diversity found in classrooms, and the complex mosaic of ‘language
situations’” across different educational settings, implies a multiplicity of teaching
conditions. Thus:

“the increasing diversity of schools and school children render global solutions
to problems and monolithic strategies for effective teaching impossible™.

From an epistemological point of view, therefore, teachers can be seen to be
ideally positioned to understand how policy can be tailored to meet local needs’ (an
epistemological perspective emphasising the importance of local social contexts in
education). Moreover, the teacher is well placed to develop appropriate pedagogic
strategies under these conditions. This is not to downplay the importance of policy
makers or academic researchers, but rather precisely to assert that the teacher can
usefully be brought into discussions around bilingual pedagogy.

4. Theoretical and Methodological Orientations
4.1 Theory: Conceptualising the Teacher

The aim of this study derives from an understanding that teachers theorise their
everyday practice and that their practice ultimately derives from theories.

What, then, are ‘teachers’ theories’? There is, on the one hand, a practical
dimension — a kind of ‘how-to’ knowledge about teaching, while, on the other,
there is an aspect that relates to underlying assumptions — for example, their
fundamental beliefs about how learning takes place. ‘Action theories’'’, which
teachers draw on when they are teaching, may be only partially conscious, and
are structured around a set of deep assumptions. Osterman and Kottkamp'' posit
‘theories-in-use’ (tacit/partly unconscious) and ‘espoused theories’ (explicit/
conscious). Theories-in-use inform practice, while espoused theories are more
easily articulated, but may be at odds with what one actually does in the classroom.
Again, much of the teachers’ ‘local knowledge’'> may be tacit.

7 Baker, C. (1996), Foundations of Bilingual Education and Bilingualism. 2"* Ed. Clevedon: Multilingual
Matters, p. 37

8 Little, S.L. & Cochran-Smith, M. (1994), Inquiry, Knowledge and Practice. In: Hollingsworth & Sockett
(eds), Teacher Research and Educational Reform. Chicago: University of Chicago Press

9 Kincheloe, J. (2003), Teachers as Researchers: Qualitative Inquiry as a Path to Empowerment. London:
RoutledgeFalmer

10 Schon, D. (1983), The Reflective Practitioner: How Professionals Think in Action. New York: Basic Books.
11 Osterman, K. and Kotcamp, R. (1993), Reflective Practice for Educators: Improving Schooling

through Professional Development. Thousand Oaks, CA: Corwin Press, Sage

12 Geertz, C. (1983), Local Knowledge: Further Essays in Interpretive Anthropology. New York: Basic Books

Citation: Pantazi, E. (2016), Bilingual pedagogy & teachers’ theories: reflections from the Greek community schools,
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Teachers’ theories can also be conceptualised in terms of how they
develop, and in terms of their scope. If we understand teachers’ theories as being
dynamic (i.e. that teachers learn through experience), we understand teachers as
being reflective. Thus, research into the ‘teacher’s voice’ should be sensitive to
how the theories behind that voice develop in relation to experience.

Finally, there has also been a concern with two other dimensions of the
development of teachers’ theories: the extent to which they are a product of the
teacher’s biography (i.e. part of a personal narrative), and the degree to which
they are constructed collaboratively.

4.2 Methodology: Listening to the Teacher

A necessary element in listening to the teacher’s voice is a suitable methodology.
I have chosen semi-structured interviews'® as the main method, allied with
ethnographical observation. As has been asserted above, teachers’ theories can
have an aspect which is ‘tacit’, which would be hard to reveal with quantitative
techniques such as surveys using large samples. To genuinely listen to teachers,
it becomes necessary to work with relatively small samples explore the teachers’
theories in depth. I have attempted, in a broadly hermeneutic manner, to bring
out the tacit, as well as the explicit theories of the teachers and to indicate how
the interviewees position themselves in relation to powerful discourses relating
to language and language-education. Finally, I have been concerned with tracing
teachers’ biographies, to the extent that this helps explain the development of
their theories over time.

The notion of ‘theoretical sampling’'* informed the selection of
respondents: there was variation in terms of the teachers’ backgrounds and
experience (some had already worked intensively with minority students, some
had taught in other countries in addition to Greece and the UK, most were raised
in Greece, but one was from Cyprus and another was originally from the Greek
community in the USA).

The use of semi-structured interviews was based on the advantage, on
the one hand, of asking all the teachers (broadly) the same questions, and thus
allowing for effective comparison between their answers, and on the other of
being able to further probe certain issues and to allow conversation to develop
with a degree of freedom, giving the teachers more scope to express themselves
in their own words. The questions asked examined a range of issues relating to
language: the use of language in the community, questions relating to language
learning and teaching, the value of bilingualism and so on. In addition there
were questions exploring the degree and manner in which teachers’ theories and

13 Silverman, D. (2000), Doing Qualitative Research. London: Sage
14 Mason, J. (1996), Qualitative Researching. London: Sage

Citation: Pantazi, E. (2016), Bilingual pedagogy & teachers’ theories: reflections from the Greek community schools,
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practices had developed since coming to the UK. I was in a good position to
know what kinds of experiences they were referring to since I was teaching in the
Community Schools.

Teachers were interviewed near the beginning of their stay in the UK
and nearer the end (the teachers came to the UK for a five-year period to work
in the Greek Community Schools — see below). This allowed the comparison
of teachers at an earlier and later stage of reflective development. However, an
important part of the analysis involved exploring teachers’ accounts of their own
development. Through intensive analysis of this material a strong set of patterns
emerged across the whole group.

Another aspect to this type of approach is that language is seen as
requiring interpretation to reliably bring out meaning'>. My aim therefore was
to become immersed in the ‘world’ of the teachers so that there is a ‘fusion of
horizons’!® between us. Clearly this process requires an in-depth understanding
of the teachers’ lives, culture and language.

A further assumption underlying the research is that language is
fundamentally structured by socially-powerful forces'” and that there will be
discourses related to certain institutions'®. Various ‘clues’ in the text, taken
together, suggest commitment to positions such as the cognitive benefits of
bilingualism, or the negative effects of stifling the mother tongue.

As an example, when asked to discuss a concrete example of their practice,
the teachers responded by giving descriptive accounts of certain lessons which
then led to more general statements. The teachers do not say that they advocate
a communicative methodology, but rather explain which elements from their
own practice they think work best. Through analysis, the picture of the teachers’
underlying beliefs becomes more clear: they believe in genuine communication,
in providing plenty of familiar cultural references to support language learning,
and so on. The various categories used by the teachers ‘are linked up ... to form
discourses as structures of meaning’", i.e. to make a coherent picture of a specific
approach to language teaching.

The study draws its validity from a number of sources. I attempted to
make the sample broadly representative (the practice of ‘theoretical sampling®).
Furthermore, forms of triangulation were provided by interviewing one of
the coordinators, by reference to various texts and documents relating to the
Community Schools, and by drawing on my own ethnographically-derived

15 Gubrium, J. F. and J. A. Holstein (1997), The New Language of Qualitative Methodology. Oxford: Oxford
University Press.

16 Gadamer (1975), Truth and Method. London: Sheed & Ward

17 Foucault, M. (1972), The Archaeology of Knowledge and the Discourse on Language. New York:
Pantheon

18 Smith, D. E. (2002), Institutional Ethnography. In: May. T (ed.) Qualitative Research in Action. London: Sage
19 Alasuutari, P. (1995), Researching Culture: Qualitative Method & Cultural Studies. London: Sage, p.67
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experiences as a check on what the teachers were reporting. More broadly, this
approach can be supported through an emphasis on internal validity (the degree
to which the findings correctly map the subject of the particular study)®, and
seeing the results of qualitative research as ‘moderate’ generalisations?.

5. Focus & Setting of the Research: The Theories & Practices of Teachers in
Greek Community Schools

The research focuses on teachers working in Greek Community Schools in the
UK in their five-year period of appointment. In this time they were to be teaching
members of the Greek and Greek-Cypriot community in the UK - and would
thus be intensively exposed to a range of issues related to biculturalism and
bilingualism.

Students attending the Community Schools are mostly from the second
or third generation of the Greek Cypriot community, although there are also a
significant number of students with Greek heritage. Thus the students come
from a ‘hybrid’** community: the ‘Greek’ community in the UK has roots in both
Cyprus and Greece, and especially for those from the second or third generation,
has characteristics which blend elements of their British and Greek cultural
identity. Thus the students’ culture, together with their use and understanding of
the Greek language, had significant differences from that of the teachers.

Most of the Greek Community Schools are part-time, with classes held
at weekends and/or on weekday evenings. The main aim is to teach the Greek
language, but most schools also teach some Greek history or other culturally
relevant subjects. There are over 100 of these part-time Greek Community Schools
in the UK%. Many schools are run in cooperation with the Greek Orthodox Church
but there are a number of more secular ‘Independent’ schools. In addition to the
part-time schools there are a handful of full-time schools, one of which is part of
the British education system, while others are supported by the Greek state, with
a similar curriculum to that found in mainstream schools in Greece. All of the
Greek Community Schools receive support from the Greek and Greek-Cypriot
states in the form of textbooks and teachers, appointed in an attempt to support
the Greek Diaspora to ‘keep alive a consciousness of [students] belonging to a
Greek-speaking ethnic group’*.

20 Denzin, N. and Lincoln, Y. (eds) (1994), Handbook of Qualitative Research. London: Sage, p. 100

21 See: Hammersley, M. (1992), What's wrong with ethnography: Methodological Explorations. London:
Routledge; Williams (2002), Generalisation in Interpretative Research. In: May, T. (ed). Qualitative Research
in Action. London: Sage, p.138

22 Bhabha, H. (1998), Culture’s In Between. In Bennett (ed.), Multicultural States: Rethinking difference and
identity. London: Routledge

23 Greek Schools in Britain (2016), at: http://www.nostos.com/education/gkschools uk.htm [Accessed 2 June 2016]
24  Constantinides, P.(1977), The Greek Cypriots: Factors in Maintenance of Ethnic Identity. In: James &
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6. Findings

I will, initially, outline a number of key problems described by the teachers, and
then show the ways in which the teachers investigated these problems, and how
this then aided the development of both their theories and practices. I will also
include indications of how these processes can be brought into clearer focus by
taking account of teachers’ previous life histories, the role of dialogue, or “critical’
aspects of their theories and practices.

6.1 Teachers Identifying and ‘Researching’ Problems

Some of the major issues identified by the teachers as they started working in the
Community Schools include: the ‘language situation’* in the community, the
textbooks the teachers are required to use, and the students’ learning style and
motivation.

“The sentence, one student gave me was: ‘O papas lalei sto Church tin prosefhi’
[the priest intones/sings in the church the prayer]. It’s a mixture of the three :
English, Greek and Cypriot.” [Michalis]

“There is an issue with the level of the textbooks: it’s pitched too high ... It
addresses students who have much better knowledge: they speak Greek in the
home, and have a much better fluency. The level of comprehension is assumed
to be quite high. Sometimes you say things like ‘cliste tin porta’ [close the
door] and they can’t understand!” [Pavlides]

“In the beginning I tried to do everything in the ways we do it in Greece: I had
a fierce reaction. They didn’t want to work in this way at all.” [Demitrius]

A key issue for the teachers is the complexity of language use within
the community: in the same class there may be students who speak little Greek,
some who are familiar with the Cypriot dialect, some who have strong receptive
skills but weak productive skills, others who are relatively confident speakers.
However, the teachers initially have an expectation that most students will be
speaking (standard) Greek at home, and will thus have a functional command
of the language. Furthermore, the textbooks they are required to use (which
are produced and supplied by the Greek state) appear to share this assumption.
Thus, presuppositions originating in Greece (held by both materials-writers and,
initially, by the teachers) are confounded by the complex local reality.

These kinds of experiences, in which aspects of teachers’ existing
theories are contradicted by new classroom experiences, can be described as the

Waron (eds), Between Two Cultures: Immigrants and Identity in Britain. Oxford: Blackwell, p.284
25 Baker, C. (1996), Foundations of Bilingual Education and Bilingualism. 2" Ed. Clevedon: Multilingual
Matters, p.37
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encountering of ‘dilemmas’? or ‘critical incidents’®’. Essentially, the teachers
were led to question previous assumptions through meeting problems for which
prior training or experience in Greece had left them unprepared. These acts of
questioning worked as a trigger to a process of reflective development.

Over time the teachers understand that their students know ‘standard’ or
Cypriot versions of the language, one or both parents speak Greek in the home
(which is often a function of which ‘generation’ the parents belong to). Other
issues relate to learning style and motivation. All the teachers reported facing
resistance from their students when they tried to teach in the ways they were used
to in Greece. They come to see a difference between the typical learning style
in Greece and that among the Greek community in the UK: essentially that the
students in the UK are more dependent on context for understanding (i.e. they
have a more ‘relational’®®, or ‘field dependent’® learning style than students in
Greece). Having identified poor motivation as a widespread issue, the teachers
come to explain it by noting a number of socio-linguistic factors, including the
marginal status of Greek as opposed to English in the UK and, in particular, the
assimilationist pressure to speak only English (resulting in a reluctance to speak
Greek in their mainstream schools).

The interview transcripts provide clear evidence of a movement from
questioning towards investigation, ‘research’ or ‘reflection’ and of a rich local
knowledge built up by the teachers, primarily from conversations with parents,
students, colleagues and head-teachers. This pattern in the teachers’ thinking,
from initial questioning to ‘reflection’, corresponds to patterns described in
influential models of reflective development®.

6.2 Modified Teaching Theories; Modified Practice

The process of reflection initiated through an awareness of contradictions between
previous assumptions and present realities is seen to lead to a restructuring of
teaching theories and a reorientation of teaching practice. The restructuring of
the teachers’ theories occurs at a number of different levels: on one level there

26 Osterman, K.& Kottkamp, R. (2004), Reflective Practice for Educators (2™ Ed.). Thousand Oaks: Corwin
Press, p.27

27 See: Brookfield, S. (1990), Becoming a critically reflective teacher. San Francisco: Jossey-Bass Inc.; Tripp,
D. (1993), Critical Incidents in Teaching. London: Routledge

28 Marshall, P.L. (2002), Cultural Diversity in Our Schools. Belmont CA: Wadsworth/Thomson Learning,
p-306

29 See: Banks, J.A. (1988), Multiethnic Education: Theory & Practice London: Allyn & Bacon; Ramirez, M.
and Castaneda, A. (1974), Cultural Democracy, Bicognitive Development and Education. New York: Academic
Press

30 For example: Kolb, D.A. (1984), Experiential Learning: Experience as the Source of Learning and
Development. Englewood Cliffs, NJ: Prentice-Hall; Schon, D. (1983), The Reflective Practitioner: How
Professionals Think in Action. New York: Basic Books.
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are very practical forms of knowledge concerning ‘what works’ in the classroom
with particular types of students (‘action theories™!); there is also a very concrete
‘local knowledge’ built up concerning the local community, the organisation
of the schools and so on. At the other extreme there are more abstract theories
concerned with the process of language learning or the nature of bilingualism.
For these teachers there are several significant points along which their theories
appear to be restructured, examples of which include:
* the development of more ‘additive’ understandings of bilingualism
* a concern with matching methods to students’ learning styles, resulting
in approaches which emphasise communication, ‘scaffolding’, and which
include an affective element
* a concern with developing their own materials in order to circumvent the
weaknesses inherent in official textbooks.
The following quotation is typical of the teachers‘comments:

“Through the language you understand the way of thinking of a culture, and
enrich yourself, in terms of your thinking. If you don’t know it, you’ve lost
something of your personality.” [Costas]

All of the teachers evince these kinds of views, in contrast, for example,
to the prevailing discourse in Greece®, which found that the majority of primary-
school teachers in Rhodes saw bilingualism as an obstacle to students’ progress).
Close analysis of the interview material suggests that for many of the teachers the
shift in role from working in the Greek mainstream to working in the Community
Schools contributed to this positive view of bilingualism.

An important practice is placing emphasis on language-learning requiring
meaningful communication in the target language® in response to the perceived
needs and learning-style of the students. According to one teacher (Jorgeos), ‘the
important point is to facilitate communication’, and indeed most of the teachers
make explicit reference to the value of communication. This again has to be seen
in the context of dominant discourses in Greece, where traditional grammar and
input-focussed language-teaching methodologies still prevail.

Viki when asked to describe a ‘successful lesson’ responds in this way:

“It was around a text about Cyprus with a touristic theme ... The project was
to help tourism by writing an article. They told me where they take holidays,

31 Schon, D. (1983), The Reflective Practitioner: How Professionals Think in Action. New York: Basic
Books.

32 See, for example: Fillipardou, H. (1997), Teachers’ Ideas on Bilingualism in Primary Schools of Rhodes.
In: Skourtou, E. (ed.), Issues of Bilingualism and Education. Athens: Nisos

33 See: Ellis, R. (2003), Task-Based Language Learning & Teaching. Oxford: Oxford University Press;
Richards, J. & Rodgers, T. (2001), Approaches & Methods in Language Teaching (2" Ed.). Cambridge:
Cambridge University Press, p.151
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where they swim, which beaches are clean. The elements now are: they must
know something to start with; they participate and they discuss what they’re
interested in. .... And because they have to make linkages, they use different
tenses - they have to talk about the past, present and future.”

It can be seen here that the teacher constructed an activity which
generated meaningful communication, by drawing on students’ own knowledge
and interests. By drawing on students’ ‘funds of knowledge’** - in this case the
first-hand knowledge from their holidays in Cyprus - the students are positioned
as ‘experts’. This example, then, shows how the teachers evolve an approach
which provides a close fit with the needs of their students: it is a close fit with
their ‘field-dependent’ learning style and works from the basis of a concrete,
known world; it also has a strong affective dimension.

There are a number of other accounts of similar practices from the other
teachers, in which, by preparing their own materials, they were able to closely tailor
their lessons to the level, but also learning style, cultural knowledge and interests of
their students. Examples include a project on the Olympics. Michalis comments
that students were highly motivated and ‘learned a lot of vocabulary’ due to being
given this opportunity for genuine communication in the Greek language.

“That’s exactly what we have to do: to build on the experience they already
have about Greece - through the school, their travels or the family”.

Other lessons and activities which avoided the set textbooks often
drew on the notion of the affective dimension. Examples include using video
and computers in the class (which students respond positively to, because of
the visual dimension); and including drama and music as part of the teaching
programme (activities with a strong affective dimension, connecting with
students® interests).

“In terms of what [makes lessons] successful - you need to differentiate the
teaching style: some work better with visual stimuli, some with actions, some
on an auditory level, and so on. It important for the students to be active - to
do - as much as possible: to play, to dance, to sing; it’s more important than just
going through the book.” [Eleni]

Similarly, another teacher [Viki] was involved in producing theatrical
plays in Greek: ‘Do you know how much more Greek you learn in this way? ...
The school must be fun as well!”

The teachers make up for the widespread lack of intrinsic motivation

34 Moll, L.C. (2000), Inspired by Vygotsky: Ethnographic Experiments in Education. In: Lee, C.D. &
Smagorinsky, P. (eds.), Vygotskian Perspectives on Literacy Research: Constructing Meaning through
Collaborative Inquiry. Cambridge: Cambridge University Press, p.258
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through a range of approaches which, based on their understanding of the
interests and learning style of these particular students, they believe will increase
enthusiasm for the language-learning process.

As we have seen, the teachers began by questioning previous theories and
practices, reflected on and researched the problems they were encountering, and
finally came to new understandings, generating experiments with new practices.
Broadly speaking, those teachers who had had little contact with bilingual students
before coming to the UK underwent the most radical shifts in their theories and
practices. But even in the case of teachers who had more experience of linguistic
diversity, the processes of reorienting and experimenting still takes place in the
Community Schools.

The initial assumptions are not exactly the same for all teachers - they
will be conditioned by their unique biographies. Thus reaching a satisfactory
understanding of the process of reflection required looking at the influence of
the teachers’ life-history, in both its professional and personal aspects. Teachers
are not ‘timeless and interchangeable role incumbents’*®. Their practices will be
shaped by their sense of self, which in turn is shaped by their life experiences and
backgrounds®. Jorgeos, for example, had previously worked in an experimental
‘Intercultural’ school in Athens. Thus he was prepared to work in the Community
Schools, ‘exactly because I was working for 10 years in a school which had
children coming from different cultures and backgrounds’. For this reason ‘I
tried to continue with the methods I used to apply’. We can understand that for
Jorgeos the kinds of dilemmas and critical incidents reported by other teachers
had already been encountered in the Intercultural school.

6.3 Critical and Collaborative Dimensions of the Reflective Process

“When the teachers come to England, in the beginning they don’t know the
environment, the needs of the students, the fact that some of them don’t speak
any Greek. In the first year they ‘fight with the waves’ - they don’t have any
help ... There is a need for someone to give them a helping hand.” [Viki]

“A lot of teachers have ideas about how to make supplementary materials ...
they could be distributed, so we could share these things.” [Michalis]

“The teachers are able to write [materials] that really work ... A framework
[could be produced] that could be enriched by contributions from every active
teacher.” [Demitrius]

35 Goodson, L. (2005) Learning, Curriculum and Life Politics: The Selected Works of Ivor Goodson London:
Routledge, p.224
36 Goodson, L. (2005) Learning, Curriculum and Life Politics: The Selected Works of Ivor Goodson London:
Routledge, p.236
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As suggested by the three quotations above, the teachers see a potential
role for themselves in terms of giving advice to less experienced colleagues
(‘mentoring’), producing and sharing materials locally; and contributing to the
broader materials-writing because of their depth of local knowledge and their
ability to tailor their pedagogic approaches in the light of that knowledge.

Another common criticism the teachers make is of the preparatory
seminars for teaching in the Diaspora that they were given in Greece, and of
the in-service training they receive in the UK. In both cases the seminars are
led in a ‘top-down’ manner, more reminiscent of lectures. Some argue that such
meetings would be a good opportunity for teachers from the Community Schools
to contribute more actively, and to move towards a more collaborative form of
in-service teacher education. Michalis comments:

“I find it more interesting when we discuss what teachers do with such and such
a book, what kind of things they use from it, what they leave out, why they use
it, and so on.”

The analysis of the transcripts also shows that on many occasions the
teachers are ‘reflecting-as-they-talk’. I was able to play a facilitating role in the
development of a reflective process by giving the teachers a space for reflection.
The chance to speak about their thoughts, feelings and actions can play a part in
the creation of new insights*’. The teachers can articulate their thoughts, which
can then be developed:

“I’ve opened as a person over these years, and I’ve changed a lot. I've learned
to listen very carefully. You're in a different environment, in a different culture.
Now that you 've put this question to me I'm thinking about it and I realise how

much ['ve changed and how it’s happened.”

Evangelia is reflecting during the interview itself. She considers what
has influenced her teaching style while she has been in the UK, and what kinds
of changes have taken place. In the interview she has been given the time, and
in a sense the ‘permission’, to reflect on such questions. And indeed she comes
to a reflexive self-understanding: a piece in puzzle of her biography is put into
place, allowing her to construct a more coherent narrative account of her own
development. Later she says ‘... you’ve helped me to understand this difference’,
again indicating that through the process of interview she has been able to deepen
her self-understanding.

This is an example of collaborative meaning-making, through which:

37 Richie, J.S. & Wilson, D.E. (2000), Teacher Narrative as Critical Enquiry: Rewriting the Script. New
York: Teachers College Press, p.172
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“both individual and collective understandings are enhanced through the
successive contributions of individuals that are both responsive to the
contributions of others and oriented to their further responses™®

7. Conclusions & Implications

This research brings into view the relevance of the teacher’s voice in discussions
of language teaching in contemporary heterogeneous classrooms. A number of
conclusions can be drawn, touching on research methods, the model of the teacher
and potential for collaboration.

Firstly, understanding teachers’ theories requires a method which
foregrounds sensitive interpretation and is capable of uncovering ‘tacit’ as well
as more explicit theories.

Secondly, the model of the teacher revealed is a reflective one, but not
in a narrow, ‘technical’ sense®’. Most of the teachers faced dilemmas - prompting
reflection - as they shifted position from the Greek mainstream to the Community
Schools in the UK, while others were better prepared due to intense contact
with bilingual students earlier in their careers: the reflective process therefore is
seen to be shaped by experiences across the whole teaching career. Reflection,
furthermore, is a collaborative process: teachers reflect during the interview
process, and value opportunities to learn from one-another in seminars.

Finally, we can see the potential for collaboration, on the one hand
between teachers, researchers and policy-makers, and on the other amongst
teachers themselves. With increasing linguistic diversity, researchers, materials-
writers and policy-makers could find reflective teachers an invaluable resource
as informants. Teachers’ knowledge can be directly useful for fellow teachers
and for trainees (i.e. it can be an input into teacher-education programmes, both
pre-service and in-service). Coming to appreciate the value of teachers that have
experience teaching bilingual pupils should therefore imply the development of
forms of organisation which would encourage and facilitate teaching practice
which is both reflective and collaborative.
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The impact of cultural background
on employees’ motivation and performance.
A cross cultural study within Germany and
Greece in the field of International Primary
Education, from a management perspective

H gmppon Tov moMticpuikov vrofadpov cg 6TL apopd To KivTpo KOl TNV
emidooon Tov gpyalopévov. Mo owo-roMTiopikn perétn petalo I'eppoviog
Ko EALGo0g oto ydpo g AeOvovg Ipmtofaduog Exraidcvong, vad to
npiopa TS Aloiknong

Hepiinqyn

Ewdleton dtito moMTIo KO vtoPabpo propel vo ennpedicel 6 TPOCOTIKO EMITESO
Ta gpyactakd kivintpo. Ot tpdmotl pe tovg omoiovg awtd cvuPaivel eEaptdtal
omd TO YOPOUKTINPLOTIKG TG EKAGTOTE KOVATOVPOS KOl OO TO SL0POPETIKS 100G
OLTOTPAYUATMOGNG TV OVOYKOV TOV KAOE GTOUO £YEL VO IKOVOTOOEL.

Ov Ilpoiotduevol AtevBuvtég eivar vmevbuvolr vo mpoPoldv oTig
OomopaiTNTEG O10IKNTIKEG OLEPYOGIES YLOL TNV YYD OT) L0 LKOVOTOM TIKNG EMLO0GNG
oTNV oudda. Xto y®po g Exmaidevong vdpyovv epyaieio Kivnromoinong kot
TPOKTIKEC TOL YPNCUYLOTOLOVVTOL EVPEWME Yo VO, TAPOUEVOLY ol gpyaldpevol
dPACTNPLOTOUEVOL, DGTE VO TPOCPEPOVY GTO SVVALKO TOV XYOAEIOV.

o avt) Vv €pevva TPayUATOTOMONKE Lo Ol0-TOMTIGLUKTY HEAETN.
EniléyOnkav diebvn vnmaywyeio Kot 01e0vi) dnpotikd oyoieio oe I'eppovia kot
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EALGSa, Ta omoia epappolovy to Atebvég Avorvtiko [pdypappa IpwtoBdadpuag
Exnaidevong. To kbplo copmépacpa ivar 6Tl 10 d1eBvég TAaiGLo TOv TaPEYXETOL
omo TIG eMICNUES OpYES Og Olvel OPKETO YDPO GTIC TOMTIGHIKEG OLPOPES VOl
eMNpedoovy T dour Tov Xyoieiov.

1. Introduction

After having been living in Germany for a couple of years and have been working
in an International Environment I came up with the idea to search in depth the
structure of culture, in a well-motivated work environment. This happened because
there are tangible and intangible differences among co-workers which from the
human perspective they are worthy of investigation and analysis. And there are
differences which have a crucial impact on someone’s performance at workplace.

For the purpose of this study a decision was taken to lead a cross cultural
study within the Greek and the German educational system, in institutions which
run the International Curriculum at the Primary stage of Education.

2. Theory
2.1. Clarification of terms
2.1.1. Corporate / Organizational Culture

Corporate culture is the beliefs and the behaviours of a company’s employees
and managers, and the way they interact. Often, corporate culture is implied, not
expressly defined, and develops organically from the traits of the people who
are being hired. A company’s culture will be reflected in its dress code, business
hours, office set up, employee benefits, turnover, hiring decisions, and treatment
of clients, client satisfaction and every other aspect of operations'.

2.1.2. National Culture

Hofstede’s theory conceptualized national culture as”collective programming” of
the mind; we share with other members of our nation, region, or group, but not
with members of other nations, regions, or groups?. It is one well known theory,
in which 100.000 IBM (International Business Machine Corporation) employees
had been participated in more than 70 countries, in an effort to determine the

1 Corporate Culture. At: http://www.investopedia.com/terms/c/corporate-culture.asp , (Date of access
07/2015).

2 Hofstede, G. (1983), The cultural relativity of organizational practices and theories. Journal of .International
Business Studies, vol. 12(2), p. 76.
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defining characteristics of global cultures in the workplace. Through that process
Hofstede underlined observations related to six different cultural dimensions. The
dimensions of national culture are the following: power distance {expresses the
degree to which the less powerful members of a society accept and expect that power
is distributed unequally}, individualism {the individuals are expected to take after
themselves and their immediate families, opposite is collectivism}, masculinity {a
preference in society for achievement, heroism, and more competition, opposite
is femininity}, uncertainty avoidance {the degree to which the members of a
society feel uncomfortable with uncertainty and ambiguity; societies with weak
uncertainty avoidance index maintain a more relaxed attitude in which practice
counts more than principles}, long term orientation {high scores means societies
which encourage efforts in modern education to prepare for future, opposite is
short term normative orientation}, indulgence {the society allows relatively free
gratification of basic and natural human drives related to enjoying life, restraint}.

When he looked at how societies scored on the above dimensions he
found four major clusters within Europe. The Germanic group (Germany,
Austria, Switzerland) tending towards high masculinity and low power distance,
the Scandinavian group (Sweden, Finland, Norway, Denmark, Netherlands)
tending towards high individualism, low masculinity and low power distance, the
Anglo Saxon group (Britain, Ireland) tending towards high individualism, high
masculinity, low power distance, and low uncertainty avoidance, and the mainly
Latin group (France, Greece, Italy, Spain, Portugal, but also Belgium) with high
uncertainty avoidance and high power distance.

Outside Europe, the United States scored highly on individualism but
low on uncertainty avoidance, and Japan had high masculinity scores and high
uncertainty avoidance®.

2.1.3. Educational Culture

Educational cultures are the framework in which educational activities take
place. Different traditions have been produced specific teaching practices,
involving, for distance, clearly identified types of exercises such as replying
orally to questions, doing written exercises or producing certain types of texts.
These are not universal, however, and asking the teacher a question is not an
acceptable practice everywhere. These teaching habits are accompanied by
types of student behaviour which are expected and are, therefore, deemed to be
the only ones acceptable (for example, arriving on time, standing up to reply,
addressing the other learners politely, etc.). They govern the types of verbal
relationship with the teacher, the rules on speaking, assessment methods, or

3 Hofstede, G., National Culture. At: http://geert-hofstede.com/national-culture.html, (Date of access 09/2015).
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even physical behaviour (can a teacher sit on a student’s desk?), and acceptable
types of clothing. All these features which are considered natural on both sides
need to be properly identified if they are a source of genuine misunderstandings.
Therefore educational culture has to be negotiated®.

In Greece the educational system is highly centralized hierarchical that
follows the basic organizational structure of the Greek government. At the top
of the hierarchy is the Minister of Education, followed by directorates and
offices of education at the prefecture and country levels, which are followed by
the school unit. Additionally, there are a number of councils into primary and
secondary levels which deal with hiring. The ministry is responsible for the
legislation, the services, the financial support, the school programme, and the
appointment of teachers at all levels .

Germany is a relatively homogeneous nation; its constitution guarantees
the cultural domination of each state. Each of its 16 states has its own ministry
of Education and a distinctive set of political, religious, and cultural traditions.
The responsibility for primary and secondary schooling rests with state and local
authorities. Although the Conference of Ministers of Education coordinates
educational efforts among the states, the federal role in education is limited
mainly to the regulation of education and training assistance, including vocational
education and its promotion of scientific research °.

2.1.4. Educational Management

An Education Management Information System (EMIS) should generate
information for users in the following essential fields:

* Management and administration of the education system

* Research on and planning of the education system (macro and micro)

* Monitoring and evaluation of the education system .

Educational management is a field of study and practice concerned with
the operation of educational organizations ®. The educational management has to
be centrally concerned with the purpose or aims of education. The process of
deciding on the aims of the organization is the heart of educational management.

School aims are strongly influenced by pressures from the external

4 Council of Europe. At: http://www.coe.int/en/web/portal/47-members-states (Date of access 05/2015).

5 Spodek, B., Saracho, N. O. (2005), International Perspectives on research in early childhood education.
North Carolina: Age Publishing.

6 Standing Conference of the Ministers of Education and Cultural Affairs in the Federal Republic of Germany.
At:http://www.kmk.org/information-in-english/standing-conference-of-the-ministers-of-education-and-cultural-
affairs-of-the-laender-in-the-federal-republic-of-germany.html (Date of access 24/10/2015).

7 UNESCO Bangkok, (2012), Asia and Pacific end of decade notes on education for all. Early childhood

education, UNESCO Bangkok, UNICEF EARRO, UNICEF ROSA.
8 Bush, T. (2003), Theories of educational management, 3 Edition, London: Sage.
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environment. Many countries have a national curriculum and these often leave
little scope for schools to decide their own educational aims. The key issue here
is to extend to which school managers are able to modify government policy and
develop alternative approaches based on school level values and vision.

For each level and each task, it is fundamental to have qualified and
trained staff to rely on. Senior education managers should be convinced of the
qualification requirement for all the people working at all levels.

2.2. International Education

The objectives of international education can be grouped into three sections: the
development of the human personality, human rights and fundamental liberties,
international understanding and understanding of the promotion of peace °.

Essentially, international education is a process that, by means of the
Universal Declaration of Human Rights and the United Nations system’s ideals
and objectives, strives towards achieving attitudes and aptitudes that favour
peace, human security and sustainable development.

These attitudes and aptitudes are clearly seen in the friendly relations
between nations, in a mutual understanding for achieving an equitable and
enduring progress for all human beings with a tolerant cooperation in solidarity
which is based on understanding, knowledge of others and respect towards
human rights and universal civil responsibilities.

International Baccalaureate Organization (IBO) founded in 1968 and
has its headquarters in Geneva, Switzerland. It is a non-profit educational
foundation offering four highly respected programmes of international
education that develop the intellectual, personal, emotional and social skills
needed to live, learn and work in a rapidly globalizing world.

There has been an IB World School in Greece since 1976, the Primary
Years Program (PYP) is offered by 4 schools, the Middle Years (MYP) by 2
schools, and the Diploma Program (DP) is offered by 13 schools. The language
of instruction is the English language '°.

The International Primary Curriculum (IPC) is one of the fastest
growing curricula in the world today. It is a comprehensive, thematic and
creative curriculum with a clear process of learning and with specific learning
goals for every subject, for personal learning and for international mindedness.
The IPC is the curriculum choice of international and national schools in
over 1.600 schools in 92 countries around the world. The IPC Early Years

9 UNESCO, (2004), Que es la educacion internacional? Responde las UNESCO, San Sebastian, UNESCO
centre p.p. 86-100.

10 International Baccalaureate Organization. At: http://www.ibo.org/programmes/find-an-ib-school

(Date of access 10/2015).
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Programme is primarily designed for children between the ages of 4 and 5,
though it is also used by some schools for 3 years old.

There are specific learning goals; subject goals, personal goals,
international goals and goals which include the development of knowledge,
skills and understanding. The learning goals are the foundation on which the
International Primary Curriculum is built. Also, there is a distinct learning process
with every IPC unit, providing a structured approach to make sure that children’s
learning experiences are as stimulating as possible .

2.3. Job Satisfaction

Schaffer’s!?interpretation of job satisfaction is one of individual’s needs fulfilments:
“Overall job satisfaction will vary directly with the extent to which those needs of
an individual which can be satisfied in a job are actually satisfied; the stronger the
need, the more closely will job satisfaction depend on its fulfilment”

2.4. Theories of Motivation

Abraham Maslow’s’need hierarchy theory” is the most widely studied content
theory of motivation, particularly in organizational contexts. Through this model,
Maslow posits that there are five distinct groups of human needs. Moreover, these
types of needs emerge in a specific sequence or hierarchy of importance for each
individual. When an individual satisfies one group of needs, then the next group
in the hierarchy begins to demand satisfaction. The next group on the hierarchy
will not demand to be satisfied until this current group of needs is satisfied.

The five distinct groups of needs identified by Maslow are the
physiological needs, the social needs, the esteem needs, and the self-actualization
needs. The psychological needs include water, food and shelter, the safety needs
are referred to the sense of security and safety, the social needs include love,
sense of belonging, affection and friendship, close to the top there are the esteem
needs such as self-respect, and self-actualization needs, at the top, represent one’s
full potential for achievement.

In aworkplace the physiological needs would be represented by things like
salary, company housing, the safety needs by health insurance, pension, stable pay,
the social needs by company’s vacations, the esteem needs by the compensation
system, and the self-actualization needs would mean”grow one’s potential ’with
services like private parking place, language courses and any kind of seminars '*.

11 International Primary Curriculum. At: http://www.greatlearning.com/ipc (Date of access 5/10/2015).

12 Schaffer, R. H. (1953), Job satisfaction as related to need satisfaction in work. Psychological monographs:
General and Applied, vol. 67, p.p. 1-29.

13 Fiore, D. J. (2004), Introduction to educational administration: standards, theories and practice, Eye on
education.
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Also known as dual factor theory, Friederick Herzberg’s Motivation —
Hygiene theory distinguishes between the factors that motivate people and lead
to job satisfaction (motivation factors) and those that lead to job dissatisfaction
(hygiene factors). When people were asked, during Herzberg’s research, about
what was happening at work during times in which they felt good about their jobs,
factors like achievement, recognition, advancement, growth and responsibility
emerged. These factors were called motivation factors. Conversely, when the
subjects reported negative feelings at work, factors such as conditions, salary,
interpersonal relationships, supervision and company policy emerged; these
factors were called hygiene factors. According to Herzberg, satisfaction at work
and dissatisfaction at work are not opposite conditions; instead they are separate
dimensions of individual’s attitude toward work '*.

2.5. Motivational Tools

Employee compensation is all forms of pay or rewards going to employees and
arising from their employment. The pay in the form of wages, salaries, incentives,
commissions, and bonuses is called”direct financial payments™. The pay in the form
of financial benefits, such as insurance, is called”indirect financial payments”.
Incentive compensation is a type of compensation based on performance.
Compensation management is an organized practice that involves
balancing the work employee relation, by providing monetary and non-monetary
benefits to employees. It is an integral part of human resource management '°.

2.6. Aim of research

The research question was if there are any influences on how employees get
motivated and how they feel work satisfaction due to their cultural background.

2.7. Research Hypothesis

The country where the researcher comes from is Greece, which has been severely
affected by the economic crisis in Southern Europe. The crisis, at the same time,
has given the chance for scientists of the present generation to look abroad for job
opportunities, to move to new places, and work as expatriates. Germany, on the
other hand, is one of the strongest industries in Europe, if not the strongest, and
has set the borders for welcoming the new expatriates, who come from all over
around the world. At the same time, the existing international schools haven’t stop

14 Sheldrake, J. (2003), Management Theory, 2™ Edition. UK: Thomson Learning.
15 Dessler, G. (2013), Human Resource Management, 13" Edition, Global Edition. England: Pearson
Education Limited.
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offering their services to both countries, and it would be interesting to observe
possible cultural differences related to employee’s job motivation.

3. Research Methodology
3.1. Participants

The selection of the sample is a crucial part of the management business research
regardless of the perspective of the researchers. The sample is a set of individuals
who provide the necessary evidence for the research studies.

For this study the structured questionnaire (research tool) was sent via
email to 46 International Schools (Preschools and Primary schools) in Greece
and in Germany, as well. Specifically, there had been chosen 24 International
Schools in Germany and 9 in Greece according to the updated homepage of
International Baccalaureate Organization, and 13 International Schools in
Germany regarding to the list of European Council International Schools.
Obviously there is a difference between the numbers of schools in the chosen
countries, due to the different size of population.

The available time given to the participants to fill in the form was one
month and a half, after having been informed either the HR Department or the
coordinator of the Pedagogical Department.

There was no way to calculate the amount of the employees of all the schools
that the questionnaire was sent; primarily because there was no information about
the teaching staff to each school’s homepage, and also because the participation
was a personal issue of each employee without obligations or pressure.

The Human Resources Department received a first informative email
about the study of the researcher, and at the second step received the link which
needed to be forwarded to the teaching staff. An extension of 15 days was given
after the expired period of the first 30 days, as a reminder to each school.

3.2. Research Tools

The type of research method that was used is the “quantitative data collection
“which relies on random sampling and structured data collection instruments, for
results that are easy to be summarized, compared and generalized.

The cross-cultural aspect of this research was an important fact that
needs to be mentioned as well, and be considered about the choice of the
method, the deductive approach.

The countries which participated in the study were Germany and Greece,
and specifically the International Schools of the primary stage of education which
run either the Primary Years Programme or the International Primary curriculum.
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3.3. Method of analysis of the research data

The goal of this study was to gather information about the work culture of each
international institution and their motivational practices.

Because of the profound difficulties due to distance contact the
questionnaire was constructed with indicative questions. It followed the
principles of constructing type of its kind and took into consideration the
theoretical background. The questions were very carefully chosen in order not
to damage the reliability of the results, and have been categorized into as many
parts as they were necessary for the final discussions.

As the objective of this study was to distinguish cultural differences between
German and Greek educational management a comparative approach was used.

Cross-cultural research is a scientific method of comparative research which
focuses on systematic comparisons that compares culture to culture and explicitly
aims to answer questions about the incidence, distributions, and causes of cultural
variation and complex problems across a wide domain, usually worldwide.

To compare culture is not to deny their individual uniqueness. Cross
culturalists do not deny the uniqueness of culture; uniqueness and similarity
are always present, simultaneously. Cross-cultural research deals with what is
general, what is true for some or even all human cultures '°.

4. Presentation of the research findings

4.1. National Culture

Table 1: Cultural Clusters
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According to Hofstede’s theory Germany and Greece belong to different
cultural clusters within Europe, regarding to the different cultural dimensions:

16 Canadian Centre of Science and Education. At: http://web.ccsenet.org (Date of access 05/2015).
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power distance — individualism — masculinity — uncertainty avoidance — long
term orientation — indulgence.
Germany belongs to the Germanic group and Greece to the Latin group.

4.2. Organizational Culture

According to Charles Handy’s theory!’, Germany belongs to the role type
of culture. The employees focus on task, count on value of rules with little
room for flexibility and individual determination, punctuality is a matter of
good time planning, they separate family from professional issues, and they
communicate directly without non-verbal signals.

The organization has strong functional areas, a high degree of
formalisation, the interactions are controlled by rules and procedures, position
is the main power source, people are selected to perform specific roles and
the personal power is frowned upon. The efficiency of this culture depends
on responsibility, and it finds it difficult to adapt changes. It is a frustrating
culture from ambitious people who are power oriented and want to control
over their work and expect to see tangible results.

Greece tends towards the power culture with elements of the task culture,
as far as it concerns the flexibility, the sensibility, and the amount of resources.

Organizations with this type of culture can respond quickly to events,
they tend to attract people who are power orientated, who take risks and do not
rate highly the issue of security. The main power base in this culture is the control
of resources, but the big number of activities can become a difficulty. This type
of culture relies most on individuals rather than on committees, and employees’
performance is judged on results. The employees are expected to anticipate
correctly what is expected of them from the managers, and if the managers get
this culture right they will succeed a happy and satisfied atmosphere.

Related to the organizational type of a school culture is the celebration
of team success, in Greece is at 88% and in Germany at 62%, and the equal
sharing of information; Germany has lower ratio again.

In the chapter of role clarity there is a sensational difference at the
question of how challenging the employees find their job; 100% for Greece,
and 66.5% for Germany.

Allthe employees, in both cases, consider their individual job performance
important to the organization, there is a good team cooperation, regular meetings,
friendly colleagues, value and respect to individual differences, clarification
about the goals that must be succeeded, appropriate level of work responsibility,
clear description of the duties, and a real concern about their health.

17 Handy, C. (1993), Understanding organizations, 4™ Edition. [T6An; Oxford University Press.
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4.3. Educational Culture

A significant thing about the educational qualifications of employees is
that Germany has the highest level of teachers who haven’t graduated from
University or haven’t studied further after a B.A. This is related to the
educational system of each country, and their educational cultures. Germany
is a country with a strong agricultural base, a very strong industrial sector,
and it is found among the strongest economic powers in Europe. The cultural
domination is clear at each of its 16 states, and the federal role is limited in
the field of education. There are 4 levels in its educational system, with early
childhood education to be excluded from the compulsory educational system.

Greece has a highly centralized hierarchical system, with the
immigrants to be a familiar situation in its history.

Both countries follow similar regulations about the geographical
accessibility of children at school, but they require different admission al criteria on
how to have access to university. In Greece there are required national examinations,
while in Germany the examinations take place locally at each state.

4.4. Qualifications to become an educational manager

It is worth of attention the age of managers at International Schools in Greece,
which is referred only to the age group 41-50, when in Germany the highest
population belongs to the 26-30 age group.

After summing up the literature it is found that the Greek system is
bureaucratic and hierarchically structured with administrative roles. Often there is
lack of a code of legislation, and the managers demand less bureaucracy and more
training in matters of administration. School managers have an extreme amount
of diverse activities to cope with; they have to interact with the parents, the local
authorities, the Ministry and the Government. They need studies in education, a
B.A is essential (four years studies with included internship), and they must have
further studies to become school manager or school council, a MA is important.

The German system is determined by the federal structure of the State,
with differences among the States. The federal land is responsible for internal
matters, such as teaching staff and curricula. The local authorities are responsible
for external matters, such as administration, equipment, and building issues.
The school manager has got specific responsibilities, as they are set in the
Education Act, and they include the educational work and the staff. There are
great differences in schools regarding to their size and the personnel structure,
and the headships are advertised publicly. The final decision for the school
managers is usually made in the ministries. Nevertheless, there are different
procedures at each State. The managers attend the School for Teachers
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Training for primary school teachers takes 3.5 years at university.
For lower-secondary teachers, university training lasts 3.5-4.5 years with
two further years of practical training in school settings. For upper-secondary
school teachers, training takes 4.5 years at university, with a further 2.5 years
of practical training in a school setting.

4.5. International Educational Framework

The framework of international education demands the same requirements in
both Germany and Greece, according to the IBO organization and the goals
of IPC curriculum. There is also the regulation-al code of the schools which
are members of the council of international schools, CIS, which offers a list of
responsibilities to each school member.

This international framework explains the uniformity the two countries
indicate in several aspects of the empirical data; chapter of organizational
communication, team work, role clarity and work conditions.

4.6. Motivation

Germany has lower rates than Greece on the satisfactory present salary and on
pay raises, on the growth given by job, and on the level of work culture.

In the question of which values the organization stands for, connected with
the self-actualization needs, ’respect” is for both countries the first choice, and the
second choices are differentiated according to the each country’s cultural values;
people who live and work in Greece have remarked idealism and social activism,
while those who live and work in Germany the loyalty and the responsibility.

The Two Factor Theory of Herzberg separates the factors that motivate
people and lead them to job satisfaction (motivators) from those that lead to
job dissatisfaction (hygiene factors).

In the hygiene factors belong the salary, the supervision, the working
conditions, the company policies, the relationship with colleagues, the job
security, the job status, the personal life, and the work environment. On
the other hand, in the motivators belong the achievement, the recognition,
the work itself, the responsibility, the advancement, and the growth of the
employees. The hygiene factors are involved with Human Resources and
Management because the HR practices are aspects of the factors. So they are
tied to factors, they are linked together.

Between the hygiene factors and the motivators as motivational
practices for stimulation, in Greece have chosen 2 motivators as motivational
practices; introducing new tasks which are related to growth and learning, and
increasing the accountability which is related to responsibility. In Germany
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there has been an equivalent share out among 2 motivators and 1 hygiene
factor; introducing new tasks (growth), making periodic reports (recognition),
better working conditions (hygiene factor).

The work environment, as part of the social needs in Maslow’s theory an
as Hygiene Factor in Herzberg’s theory, is team oriented to those who live and
work in Greece, and long oriented for those in Germany. The second description
given by employees in Greece is that the environment fosters ambition, and by
those in Germany that is team oriented. What should be mentioned is the lack of
replies for ambition, independence, freedom for communication and short term
goals in Germany; a fact directly connected to organizational communication and
the effect of national culture.

In both countries the hygiene factors of the supervision and the
updating company policies have scored at 100/100 on supervision and nearly
at 50/100 for both parts. The better result belongs to Germany with the lowest
percentage of supervision.

In the management there are financial and non-financial performance
rewards given to the employees as benefits for their job.

The Human Resources (HR) professionals who design the reward
programmes are based on the theory for incentive plans. One of the theorists
was Victor Broom and his expectancy theory; the employees expect their
efforts to lead to job performance, to get rewarded for that performance and to
find value of this reward. It seems to be quite a theory about how people decide
to achieve values better rather to understand what motivates them. Potential
values outcomes may include recognition, promotion, time off, pay bonus, pay
increases, satisfaction from validity of one’s skills.

From the present study’s empirical data is found that the main body
of the employees get rewarded basically by verbal or written appreciations,
almost at 100%.

The managers who work at International schools in Greece have adopted
with distinction the training method as the best for overcoming any performance
problems, while in Germany of similar rates have been chosen the team meetings
and the rearrangement of duties. In the first situation the personal growth is a priority,
as motivator, and in the second one the work environment as hygiene factor.

High performing people stay motivated when their emotional aspect
is motivated, they have knowledge of what they are expected to do, they have
the appropriate skills, and they also have the perception that they apply the
knowledge to the right direction.®

Skills and knowledge is part of one’s self-actualization needs and

18 Miner,B.J.(2005), Organizational Behavior 1, Essential theories of motivation and leadership, New York:
M.E.Sharpe. Inc.
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have been chosen by both groups of employees as the most important factor
which is related to low performance.

The factors that would motivate the most the employees in Greece are,
in order of preference: the motivational talks — the promotion. In Germany
are: the promotion — the recognition. The motivators play a significant role
for all the employees, and reveal a trend which must be under consideration
for the near future by the school managers.

Finally, as far as it concerns the tools for assessing the job performance
by the managers, is the”one to one sessions” for both countries. In Germany
the”one to one sessions’ and the”assumptions” are both used in a wide range, and
in Greece the second in order of preference motivational tool is the”surveys”.

5. Conclusions and recommendations

Based on the research, the national cultures of the studies countries are
diametrically opposed.

Germany stands atone pole “individualistic”, “masculine”, and “pragmatic”,
it values on the performance, and doesn’t put much emphasis on leisure time.

Greece stands at the other pole “collectivistic”, “passionate”, and
“demonstrative”, with leisure time to be of its basic needs, and high level of
bureaucracy in order the citizens to feel safe and secure.

Based on the findings, the type of organizational culture is different at
each country. Germany belongs to the role type and Greece to the power type
of culture. The different characteristics which govern each type are responsible
for how employees celebrate their team success, and how challenging find the
employees their job.

People who interact in a more risky environment and don’t rate highly the
issue of security, tend to enjoy more team work and challenges. People who live and
work in strong functional areas and have high level of difficulty to make changes,
they cannot see the job as challenge so easily and the team success as a celebration.

The theoretical framework seems to come to an agreement with the gathered
empirical data as far as it concerns the educational status of the managers.

The different culture and the moderately dissimilar educational system
wants the teachers, in Greece, who apply for management positions to have
more than the basic 4 years degree of a University (BA), and in Germany the
candidates for these positions to have the basic teacher’s training either from
University or from School of Teachers. This fact explains why States of Federal
Germany accept school managers without further education about management
to be a necessary requirement.

The first main conclusion is that both national and organizational
cultures influence the managerial procedures that are used to keep the employees
motivated and satisfied.
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According to the respondents, “respect “is the first choice of value
that their school stands for. The second choice in Greece at ““idealism and
social activism” and in Germany at “loyalty and responsibility “notifies the
effect of different cultural antecedents on work environment.

All the remarkable differences are related to motivational tools,
practices, ways of overcoming performance problems and factors that would
motivate the employees in the near future.

An essentially long term oriented country represents different values
and norms of an essentially team oriented country, which fosters ambitions
and independence.

The “motivators “as inner stimuli which are linked to the actions that
keep employees motivated are widely used in a country where people have learnt
to count on principles and values instead of context and practice. At the second
situation the importance of the motivators is not so intense.

The second main conclusion is that the work environment where an
international framework is given as precondition, the national culture is not
found to have so severe influence. The influence exists but it appears smoothly
and in proportion.

In this case study besides any cultural differences the biggest amount of
employees work towards the potential of school. And that shows that the International
Curriculum not only has a considerable influence on employees’ motivation and
job satisfaction but also on the organizational culture and job security.

6. Limitations of the research

In the progress of this study one way of collecting the data was used; the email
questionnaire survey.

Taking into consideration the obvious advantages such as the low cost,
the geographic flexibility, the wide dispersion, the low in time consumption,
the anonymity, and the major disadvantage with the attendant problem of non-
response bias, the researcher tried to increase the response rate.

A preliminary notification was sent to each International School via email
to increase the response rates, and reminding email was used as an additional
effort to gather more responses.

The length of the questionnaire and the type of questions were carefully
selected and revised in order to be more attractive and interesting to the
participants. The use of an official support, such as a cover letter from an influential
person from the University or from a professor, would have been an additional
and significant advantage. Instead of this kind of support the researcher gave
information about her professional background at the preliminary notification,
and a short introduction was preceding the aim of the questionnaire
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Education leadership
and teachers job satisfaction:
a case study in Greek secondary schools

Abstract

This study determines leadership behaviours of public school principals as
perceived by public school teachers in relation to teacher job satisfaction in
Greek public schools. Teachers’ perceptions of their school principals’ leadership
behaviour was measured by the Leadership Behaviour Description Questionnaire
(LBDQ). Teachers’ expressed job satisfaction level was measured by the Mohrman-
Cooke-Mohrman Job Satisfaction Scales (MCMJSS). Statistical procedures
were used to determine the relationship and to provide a credible outcome. The
Statistical Package for Social Sciences (SPSS) was used to analyse the data. A
simple regression analysis was used to test the research questions. Analysis of the
data indicated that there was a significant relationship between public secondary
school principals’ consideration leadership style, as perceived by teachers, and
teacher job satisfaction. There was also a significant relationship between public
school principals’ initiating structure leadership style, as perceived by teachers,
and teacher job satisfaction. Therefore, it appears that the presuppositions that
can guarantee teacher job satisfaction, are intertwined with the way principals
handle the leading role they have been given.
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Exnmoideutiki] ny£6i0 Kol ET0yYEANLATIKI] IKOVOTTOINGT] TOV EKTULOEVTIKAV: U0
perétn mepintmong og oyoreio dgvtepoPfaduag eknaidogvong otnv EArGda

Hepiinqyn

Avt 1 peréTn mPocdlopilel TIG NYETIKEG GUUTEPLPOPES TOV dEVOVVTIDOV T®OV
IMUOGI®V GYOAEIDV OTMS YIVOVTOL AVTIANTTES 0O TOLS KOONYNTEG TOV dNUOGImV
OYOAEI®VCETYEDT LETNV ETAYYEALATIKN IKOVOTOINGT TOVKAONYNTOVSTAEAANVIKA
dnuodcla oyoreio. O aVTIAYELC TOV KOONYNTOV Y10 TIC NYETIKEG GUUTEPIPOPES
T 61eVBVVTMOV 6T GYOAElD TOVG peTpOnKke amd To Epwtnuatorodyio [eptypagng
Yvurepipopds Hyetdv (LBDQ). H pétpnon g wavonoinong tov kanyntov
amo v epyacio Tovg peTpnonke pe v Kiipoka Ikavoroinong Epyasciog tov
Mohman-Cookie-Mohman. Xpnciponomdnkov oTOTICTIKEG TEYVIKEG Y0 V.
npocdlopicovy T oyxéon Kot vo eEacporicovy éva ablomioto amotédeoua. To
Ytatiotikd TTakéro yia tic Kowwvikég Emotiueg (SPSS) ypnowomomonike yio
™V avdAvon Tov dedouévav. Mia amAr] ToAvOpOoUIKY] 0VAALGT PN GLLOTOMONKE
v va eEeTAoEL TIC EpMTNOELS TNG £pgvvas. H avalvon tov dedopévev vmédeise 6Tt
VINPYE EVOG ONUOVTIKOS CLUGYETICUOG avApesa 6TV BE®PNOT TOL NYETIKOD GTLA
TV d1ELBLVTOV TV oYoAei®Y devTEPOPADLILOG EKTOIOEVONG, OTMG EKAQUPAVETOL
0o TOLG KAOMYNTES, KoL TNG IKOVOTOINGNG 0o TNV EPYAGio TOVG ®¢ Kabnyntéc.
Y7fpye mioNg pio. GNUAVTIKT OYECT AVAUESH GTO SOUNUEVO KOTA TPOTOPOVAI
6TLA NYEGTag TV d1EVBVVTOV TV dINUOCIWV GYOAEIMV dTwS TO avTIAauBdvovTal
ot kalfnynTég Ko ™G IKavomoinong amd TV pYacio TOLG MG KaONYNTEC. XVVETMG,
eaivetal 0Tt o1 TpobmobEselg mov pumopovv vo yyvnbolv v tKavomroinon and
NV gpyocio ToV KaOnynTodv ivol GUVOESEUEVEG LE TOV TPOTO TOL 01 O1eVOVVTEG
dwxepifovrar Tov NyeTikd poro mov Tovg £xet doOEl.

1. Introduction

‘Head’ and ‘leaders’ of the school are the principals who, based in literature,
play a major role in the operation and effectiveness of schools. Studies suggest
that principals make a difference “by setting clear priorities and objectives that
emphasize basic skill acquisition, assuming responsibility for evaluations of the
achievement of these objectives, organizing and participating in staff development
and in-service training programs, being a consistent, assertive disciplinarian, and
working with teachers to achieve a consensus on objectives, methods, and staff
development programs” (Eberts & Stone, 1988:291).

Teachers can advance in professional expertise and knowledge through
their career using their own experience and reflections on it as well as the
interaction with other teachers as main tools; the teachers can forward their
professional learning. Sergiovanni (1992) suggested that teacher job satisfaction
is related to participation and performance. The sense of belonging as well as
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their increased self-esteem leads to a sense of confidence that emanates from
the professionalism teachers experience since they have the opportunity to work
together on important matters (Garner, 1995, Lipsitz, 1984).

Chiang (1996) assessing that relationship, showed that teacher job
satisfaction was connected with a number of leadership frames, which are
structural, human source, political and symbolic and that president leadership
style perceived by both teachers and principals was congruent.

2. Theory

The first modern approach of a successful portrayal and description of the leader,
focused on two major behavior categories. The first is the Initiating structure
while the second being the Consideration structure'. Apparently the first one is
basically task-oriented and the leader is expected to organize his role, the roles of
the employees, the patterns as well as the communication channels, so as to reach
the attainment of the goal set. The Initiating Structure, especially when applied in
the field of education, involves the following of certain rules and regulations, as
well as the maintaining of schedules and definite standards of performance. The
leader is the one that decides what shall be done and how it shall be done and does
not omit to let group members know what is expected from them?. On the other
hand, the Consideration Style is a people-oriented structure that expects from the
leader to act more as a supporter, showing concern, respect and caring for the
group members’ welfare. The leader involves the group members in the decision
making process, consults them and does not make changes without discussing
them. The welfare of the group, the sense of being all equal to the other and the
establishment of friendly, fruitful rapport is also at the top of the leader’s list,
since he wants to be approachable and focused on what people need®.

However, it is obvious that none of these two styles, alone, can act
effectively and thoroughly. Hersay & Blanchard (1977)* in the leadership grid
they developed, depicted four basic leader behavior quadrants: high relationship
and low task, high task and high relationship, low task and low relationship and
high task and low relationship. In the first case, there is the need for the leader
to establish group harmony and social need satisfaction, while in the second
case, the point is to achieve productive balance between getting the job done and

1 Nahavandi, A., (2000). The art and science of leadership. 2" ed. Upper Saddle River: Prentice Hall.

2 Behbahani, A. (2011). Educational leaders and the role of education on the efficiency of school principals.
Procedia Social and behavioural Sciences pp. 9-11. Oxford: Elsvier. Available at http://www.sciencedirect.com/
[Accessed 11 December 2014].

3 Davis, S., Hammond, L., Lapointe, M., Meyerson, D., (2005) School Leadership Study Developing Successful
Principals. Stanford CA: Stanford University. Available at http://www.srnleads.org/data/pdfs/sls/sls rr.pdf
[Accessed 22 November 2014].

4 Hersey, P. & Blanchard, K., (1977). The management of organizational behaviour. 4" ed. Englewood cliffs:
Prentice Hall.
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preserving cohesive group work. The low task and low relationship style, actually
keeps the leader aside, in a passive role while the job seems to take care of itself.
Finally, the high task and low relationship leadership style, involves solid attention
to getting the job done’. Without initiating structure behaviors, subordinates,
would not know what to expect, how to coordinate their work, cooperate with
others or pursue — through group effort — the goals set. Simultaneously, without
consideration behavior on the part of the leader, the employees are going to sense
lack of support, appreciation and recognition, let alone the fact that they won’t be
able to get any feedback about how they are doing®,’.

While examining the two styles of leadership, consideration and initiating
structure, Bass (1990)* defines the former as the degree to which a leader shows
concern and respect to followers, looks out for their welfare and expresses
appreciation and support. This is a people-oriented leadership style and includes
behaviors that foster friendliness, approach, equal treatment, willingness to make
changes and eagerness to explain actions and consult the group when making
changes. Therefore, in the field of education, such a people-oriented style on
the part of the principals is more than certain to enhance teacher satisfaction.
According to Yulk (1981)° “Both consideration and initiating structure involve
influence over the satisfaction and behavior of subordinates” (p. 107).

Asithas been mentioned earlier, there are certain factors acting as satisfiers
other than the extrinsic factors of pay and working conditions!'?. These intrinsic
factors aim at empowering the employee and supplying them with all the vital
elements and virtues that will facilitate their progress and fulfillment"'. According
to Barnard (1966)"? the two basic concerns of leadership: task and relationship
are both the same important for success and that the one should not predominate

5 Greenberg, J. & Baron, R. (2007). Behavior in Organizations (9" Edition). Pearson

Halpin, A. (1966). Theory and research in administration. New York: The Macmillan Company

Hoy, W. & Miskel. C., (2005). Educational administration: theory, research, and practice. 7" ed. New York:
Mc Graw-Hill.

Sergiovanni, T. & Carver, F., (1980). The new school executive, a theory of administration. 2" ed. New York:
Harper and Row.

Sergiovanni, T. & Starratt, R., (1971). Emerging patterns of supervision: human perspectives. New York:
McGraw-Hill.
6 Hoy, W. & Miskel. C., (2005). Educational administration: theory, research, and practice. 7" ed. New York:
Mc Graw-Hill.
7 Sergiovanni, T. & Carver, F., (1980). The new school executive, a theory of administration. 2'* ed. New York:
Harper and Row.
8 Bass, B., (1990). Bass & Stogdill’s hand book of leadership: Theory, Research, and Managerial Applications.
New York: The Free Press.
9 Yukl, G., (1981). Leadership in organizations. Englewood Cliffs: Prentice- Hall.
10 Lepper, M., Henderlong, J. & Lyengar, S. (2005). Intrinsic and Extrinsic Motivational Orientations in the
Classroom: Age Differences and Academic Correlates. Journal of Educational Psychology, 97, pp.257-307. USA:
Available at http://www.columbia.edu/~ss957/articles/Lepper Corpus_lyengar.pdf [Accessed 15 August 2014].
11 Sergiovanni, T., (2009). The principalship: a reflective practice perspective. 6" ed. Boston: Allyn & Bacon.
12 Barnard, C. I. (1966). The functions of the executive. New York: The Macmillion Company.
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the other. After all, both structure and consideration exhibit behaviors that — in
high level and in the appropriate combination — are thought to be more effective
in making teachers satisfied and are therefore recommended. Chiang (1996)'* and
Demirtas (2010)'* assessing that relationship showed that teacher job satisfaction
was connected with number of leadership frames, which are structural, human
source, political and symbolic and president leadership style perceived by both
teachers and principals was congruent.

Although there does not seem to be a universally accepted style of
leadership, it is clear that principals perceived by the teaching staff as high task and
high relationship, were able to create a quite satisfactory working environment for
their employees'®. Such an environment, involves important competencies such
as communication with co-teachers, facilitation of discussion, the opportunity to
assess ones’ self and to assess the others, inspiration and cooperation. After all, as
a people — oriented leadership style, the consideration style also promotes active
listening, developing and building solid relationships among the co-workers and
finally leads to the empowerment of the members and their further development
and maturity's,"”.

Indeed, while being in the school environment and having a strong
responsibility to teach and guide young students, teachers also need to feel the
security offered by certain rules and regulations. That is how the initiating structure
leadership style is strongly connected to job satisfaction'® or as Chase stated:
“professional leadership and supervision ... permit effective work habits™"®. This
effectiveness is achieved when the principal acts as a coordinator of work activities,
maintains quality and safety and manages details in facilities and materials. At the
same time the teachers are involved in the process of decision making and work
activities, they are encouraged to take charge, set goals and work as groups to
achieve them, but always under the principal’s evaluation and supervision®.

13 Chiang, C., (1996). The effects of the leadership styles of Taiwanese junior college presidents on teacher job
satisfaction. Unpublished doctoral dissertation. Florida: Florida International University.

14 Demirtas, Z. (2010). Teacher Job Satisfaction levels. Procedia Social and Behavioural Sciences, 9, pp.1069-
1073. Oxford: Elsevier. Available at http:/perweb.firat.edu.tr/personel/yayinlar/fua 1571/1571 62173.pdf
[Accessed 28 May 2014].

15 Smith, J., (2000). Analysis of the relationship between principal leadership style and teacher job satisfaction.
Unpublished doctoral dissertation. North Carolina: The University of North Carolina.

16 Fox, W., (1986). Teacher motivation. In Bare-Oldham, K., (1999) An Examination the Perceived Leadership
Styles of Kentuky Public School Principals as Determinants of Teacher Job Satisfaction. West Virginia University.
Available at http://wvuscholar.wvu.edu [Accessed 20 June 2014].

17 Hoy, W. & Miskel. C., (2005). Educational administration: theory, research, and practice. 7" ed. New York:
Mc Graw-Hill.

18 Davis, S., Hammond, L., Lapointe, M., Meyerson, D., (2005) School Leadership Study Developing
Successful Principals. Stanford CA: Stanford University. Available at http://www.srnleads.org/data/pdfs/sls/
sls_rr.pdf [Accessed 22 November 2014].

19 Chase, F. (1951). Factors for satisfaction in teaching. The Phi Delta Kappan, 33, pp. 127-13. Available at
http://www.jstor.org/stable/20332162?seq=1#page _scan_tab_contents [Accessed 11 August 2014].

20 Wu, M., (2004). A review of the relationship between principal’s leadership style and teacher’s job
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There is also the other side of the coin which should not be ignored.
What is the issue in case teachers are not faced with high task/high relationship
principals? It is clear that the employer, or in this case, the principal must realize
that a hierarchy of importance is needed and he/she should by no means focus
on task and exclude relationship or vice-versa. After all there is the contingency
theory?!, which points out that a certain style may work in one environment and
may not work in another. The teachers’ satisfaction with their job is at stake,
when the principal fails to control situations. That is why Fiedler focuses on three
elements that dictate the control mentioned before: when the structure of the task
is poorly made or even absent, teachers feel insecure, the leader receives limited
support and the unfavorable relationship created leads to limited satisfaction on
the teachers’ part as well as to limited authority on the principal’s part®.

The purpose of this study is to determine leadership behaviors of
public school principals, as perceived by teachers, in relation to teacher job
satisfaction in Greek public secondary schools of Attica. The first research
question tries to explore if (I) there is a significant relationship between public
school principals’ perceived consideration leadership style and teacher job
satisfaction in Greek public secondary schools of Attica? The second research
question asks: (II) is there a significant relationship between public school
principals’ perceived initiating structure leadership style, and teacher job
satisfaction in Greek public secondary schools of Attica?

3. Research Methodology
3.1 Planning and Execution of Research

The research was carried out at the end of the second semester of the school
year 2013-2014 in public secondary schools of Attica using two instruments
to collect data. The Leader Behaviour Description Questionnaire-LBDQ?* was
used to identify leadership styles of Greek public school principals, as perceived
by classroom teachers and job satisfaction expressed by teachers was measured
by using the Mohrman-Cooke-Mohrman Job Satisfaction Scale*. Both of them
were translated from English to Greek. Before the main research, a pilot one was

satisfaction. Journal of Meiho Institue of Technology, 23(2), pp. 235-250.

21 Fiedler, F., & Chemers, M., (1974). Leadership and effective management. Glenview: Scott, Foresman &
Company.

22 Hoy, W. & Miskel. C., (2005). Educational administration: theory, research, and practice. 7" ed. New York:
Mc Graw-Hill.

23 Halpin, A., (1959). The leadership behaviour of school superintendents. Chicago: Midwest Administration
Center, The University of Chicago.

24 Mohrman, A., Cooke, R. & Mohrman, S., (1978). Participation in decision making: A multidimensional
perspective. Educational Administration Quarterly, 14(1), pp.13-29. Available at http://eaq.sagepub.com/
content/14/1/13.short [Accessed 26 June 2013].
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executed in which five teachers of public secondary schools joined in*. Its aim
was to check the clarity of the questions due to the fact that in many cases the
English and the Greek language would overlap and probably confuse the readers.
Taking into consideration the results of the pilot research certain minor changes
were made. The questionnaires were personally handed out and collected in
the same way. Two hundred twenty seven fully completed questionnaires were
collected, thus forming the main body of data for this research. The data mining
was performed with SPSS 20.0 statistical software.

3.2. The Questionnaires

The Leader Behaviour Description Questionnaire-LBDQ?* was used to identify
leadership styles of Greek public school principals as perceived by classroom
teachers. LBDQ is comprised of a forty-item questionnaire consisting of two sub-
scales, Consideration and Initiating Structure that measure different patterns of
leadership behaviour. It contains short, descriptive statements, which describe a
certain way in which a leader may behave. Respondents indicate how often their
leaders engage in the described behaviour by circling one of the five frequencies.
The scaleis as follows: 1=always, 2=often, 3=occasionally, 4=seldom, and S5=never.
Of the 40 items, only 30 are scored (15 for each of the two dimensions). The ten
unscored items were retained in order to maintain the conditions of administration
utilized in standardizing the questionnaire?’. Job satisfaction expressed by teachers
was measured by using the Mohrman-Cooke-Mohrman Job Satisfaction Scale-
MCMISS®, The MCMISS was designed to be self-administered and to measure
self-perceived job satisfaction, self-perceived intrinsic, extrinsic and general
satisfaction®. Consisted of eight items divided into two sections and each section
contained four items with a six-point Likert scale where responses ranged from
one as the lowest possible score to six as the highest score.

3.3. The Research Population

In the research 97 men (42,7%) and 130 women (57,3%) fully answered the
questionnaires. Of those, 25 (11%) were between 22 and 30 years old, 89 (39,2%)

25 Bell, J., (1999). Doing your research project: a guide for first-time researchers in education and social
science. 3" ed. Buckingham: Open University Press.

26 Halpin, A., (1959). The leadership behaviour of school superintendents. Chicago: Midwest Administration
Center, The University of Chicago.

27 Halpin, A., (1959). The leadership behaviour of school superintendents. Chicago: Midwest Administration
Center, The University of Chicago.

28 Mohrman, A., Cooke, R. & Mohrman, S., (1978). Participation in decision making: A multidimensional
perspective. Educational Administration Quarterly, 14(1), pp.13-29. Available at http://eaq.sagepub.com/
content/14/1/13.short [Accessed 26 June 2013].

29 Mohrman, A., Cooke, R. & Mohrman, S., (1978). Participation in decision making: A multidimensional
perspective. Educational Administration Quarterly, 14(1), pp.13-29. Available at http://eaq.sagepub.com/
content/14/1/13.short [Accessed 26 June 2013].
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were between 31 and 40 years old, 79 (34,8%) were between 41 and 50 years old
and 34 (15%) over 51 years old. From the participants 82 (36,1%) had till 5 years
of service in public education, 73 (32,2%) 6 to 10 years, 32 (14,1%) 11 to 15 years,
9 (4%) 16 to 20 years and 31 (13,7%) over 21 years. Regarding the occupation
status, 172 (76,7%) were permanent teachers and 53 (23,3%) substitute. Regarding
their educational status, 14 (6,2%) participants had secondary education, 3
(1,3%) had post secondary education, 157(69,2%) had B.A. degree, 52 (22,9%)
were holders of Master and 1 (0,4%) had a PhD. Concerning the marital status,
130 (57,3%) participants were married and 97 (42,7%) were not married. Just 1
(0,4%) participant had 5 children’s, 5 (2,2%) participants had 4, 14 (6,2%) had 3,
59 (26%) had 2, 40 (17,6%) had 1 child and 108 (47,6%) had none child. Finally,
130 (57,3%) were permanent residents of the place they work and 97 (42,7%)
were not. Finally, as for principal gender, 67 (29.5%) participants identified their
principals as female and 160 (70,5%) as male.

4. Results

Except for the overall results, which answer the research questions, it is very
interesting to show in detail the responses to the statements of each questionnaire.
This section would further clarify the findings searching deeper in each statement.
From the 40 statements of the Leadership Behaviour Description Questionnaire
(LBDQ) here are presented the answers from 30 statements.

Tablel: The participants’ responses to 30 statements of questionnaire LBDQ
(Leadership Behaviour Description Questionnaire)

1. 2. Occ3a.sio- 4. 5.
A/A | Statements Always | Often nall Seldom | Never
% % el % %
%o
1 Does personal favours for group 44 29.5 33.9 203 11,9
members
7 Makes his/her attitudes clear to the 48.9 317 15 53 2.6
group
3 Does little things to make it pleasant 194 37.9 26.4 9.7 6.6
to be a member of the group
4 Tries out his/her new ideas with the 18.1 33.9 25.1 154 75
group
5. | Acts as the real leader of the group 344 31,3 21,6 10,1 2,6
6. |Is easy to understand 38,8 41,4 13,2 5,3 1,3
7. |Rules with an iron hand 13,2 23,8 24,7 26,4 11,9
3 Finds time to listen to group 48,0 348 11,0 40 22
members
9. | Criticizes poor work 13,7 31,3 32,2 15,9 7,0
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10. | Gives advance notice of changes 454 31,7 16,7 5,3 0,9
1 Speaks in a manner not to be 37.0 348 16.3 7.5 44
questioned

12. | Keeps to himself/herself 3,5 11,0 25,1 32,2 28,2

13 LoF)ks. opt for the personal welfare 225 348 242 14.1 44
of individual group members

14, A551.gns group members to 352 419 167 48 13
particular tasks

15. |Is the spokesperson of the group 39,2 34,8 18,9 4.8 2,2

16. | Schedules the work to be done 47,1 34,4 11,0 6,2 1,3

17 Maintains definite standards of 26.9 410 207 8.4 3.1
performance

18. |Refuses to explain his/her action 6,2 11,5 14,5 32,6 352

19. |Keeps the group informed 39,2 38,8 15,9 4,0 2,2

20. | Acts without consulting the group 5,3 17,2 26,4 31,7 19,4

21, Bagks up the members in their 322 445 17.6 40 1.8
actions

2. Emphasmes the meeting of 498 33.9 123 3.5 0.5
deadlines

23, Treats all group members as his/her 39.6 322 172 7.9 3.1
equals

24 Encourages the use of uniform 419 383 145 40 13
procedures

25, Gets What he/she asks for from his 93 573 304 2.6 0.4
superiors

26. |Is willing to make changes 22,0 45,8 22,5 7,5 2,2
Makes sure that his/her part in the

27. | organization is understood by group 423 40,5 11,9 4.4 0,9
members

28. |Is friendly and approachable 53,7 31,7 10,1 3,1 1,3

29, Asks from group member§ to follow 03 414 12.8 2.6 0.9
standard rules and regulations

30. | Fails to take necessary action 3,5 0,4 18,1 37,0 31,3

Regarding the first statement, the participants replied that their supervisor
does favours for the group members occasionally (N=77, t=33,9%). The word
“favours” was clarified to the participants explaining that it involves the principals
acting beyond his or her legal/statutory role.

In the statement whether supervisor makes his/her attitude clear to the
group, the participants replied that their supervisor always (N=111, f=48,9%)
makes his/her attitudes clear to the group.

The majority of the respondents answered that their supervisor does little
things to make it pleasant to be a member of the group often (N=86, f=37,9%).

The supervisor tries out his/her new ideas with the group often (N=77,
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£=33,9%), according to the majority of the respondents.

As for the term ‘Real leader’ it was explained and asked from the
participants to describe if their principals act as an ideal leader. In this statement
most of the respondents answered that their supervisor acts as the real leader of
the group always (N=76, {=34,4%).

To the statement number six, most of the respondents’ answer was that
their supervisor is easy to understand often (N=94, {=41,4%).

Ruling with an ‘iron hand’ was explained to the respondents as the principal
exerting rigorous or despotic control. In this statement most of the respondents
answered that their supervisor rules with an iron hand seldom (N=60, {=26,4%)).

Most of the respondents answered that their supervisor finds time to listen
to group members always (N=109, {=48%).

Their supervisor criticizes poor work occasionally (N=73, {=32,2%),
according to most of the respondents.

To the question posted if their supervisor gives advance notice of changes,
most of the respondents answered that he/she always (N=103, f=45,4%) does so.

Most of the respondents believe that their supervisor speaks in a manner
not to be questioned always (N=84, {=37%)).

Their supervisor keeps to himself/herself seldom (N=64, =32.2%)),
according to most of the respondents.

A relative high percentage of the respondents answered that their
supervisor often (N=79, f=34,8%) looks out for the personal welfare of individual
group members.

The majority of the respondents answered that their supervisor often
(N=85, £=41,9%) assigns group members to particular tasks.

In this case most of the respondents answered that their supervisor always
(N=89, £=39,2%) is the spokesperson of the group.

Almost half of the respondents answered that their supervisor always
(N=107, £=47,1%) schedules the work to be done.

Their supervisor often (N=93, f=41%) maintains definite standards of
performance according to most of the respondents.

To the question posted if their supervisor refuse to explain his/her action,
most of the respondents answered that he/she never (N=60, =35,2%) does so.

To the next statement most of the respondents answered that their
supervisor always (N=89, {=39,2%) keeps the group informed.

Their supervisor only seldom (N=72, {=31,7%) acts without consulting
the group, according to most of the respondents.

To the next statement most of the respondents answered that their
supervisor often (N=101, f=44,5%) backs up the members in their actions.

Nearly fifty per sent of the respondents answered that their supervisor
always (N=113, f=49,8%) emphasizes the meeting of deadlines.
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To the next statement most of the respondents answered that their
supervisor treats all group members as his equals always (N=90, {=39,6%).

The opinion of most the respondents was that their supervisor always
(N=95, £=41,9%) encourages the use of uniform procedures.

Over fifty percent of the respondents stated that their supervisor often
(N=130, =57,3%) gets what he/she asks for from his/her superiors.

Most of the respondents indicated that their supervisor is often (N=104,
f=45,8%) willing to make changes.

A high percentage of the respondents answered that their supervisor
always (N=96, f=42,3%) makes sure that his/her part in the organization, is
understood by group members.

The majority of the respondents believe that their supervisor is always
(N=122, £=53,7%) friendly and approachable.

Their supervisor always (N=96, f=42,3%) asks from group members to
follow standard rules and regulations according to most of the respondents.

Finally, most of the respondents answered that their supervisor fails to
take necessary action seldom (N=84, f=37%).

The respondents were also asked to evaluate the degree of satisfaction
of certain factors regarding their occupation. Thus a scale from 1 to 6 was used,
representing a lowest degree of satisfaction to a highest degree of satisfaction
(MCMISS).

Table 2: The participants’ responses to 8 statements of questionnaire
MCMJSS (Mohrman-Cooke-Mohrman Job Satisfaction Scale)

A/A | Statements 1. 2. 3. 4. 5. 6
low high

1 Degree of sgtlsfactlon of the feeling of self 13 | 57 | 106|242 | 410 | 172
— confirmation and self — respect

5 Degree of satisfaction from the possibility for 110 [ 13,7 ] 194 | 264 | 225 | 7.0
personal development

3 Degree Qf satlsfacqun frpm the feeling of 13 | 62 | 123 | 19.8 | 348 | 25.6
succeeding something difficult

4 Degree Qf satlsfz'ictlon from the participants 93 | 141|194 | 264 | 247 | 62
expectations satisfied at work

5 Degree of satisfaction from the respect and the a4 | 79 | 75 | 216 [ 352 | 233
equal treatment at work

6. De.gre.e of satisfaction from the feeling of been / 26 | 62 | 154|198 | 388 | 172
being informed at work

7 Degreje of satisfaction from the degree of 79 | 141|189 | 335 | 185 | 7.0
surveillance at work

3. Degree of satisfaction from the participation in a4 | 101 | 137 ] 269 | 286 | 16.3
procedures and plans at work
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Most of the respondents rated with 5 the degree of satisfaction of the
feeling of self — confirmation and self — respect deriving from work (N=93,
=41%), the degree of satisfaction from the feeling of succeeding in something
difficult at work (N=79, =34,8%)), the degree of satisfaction from the respect
and the equal treatment at work (N=80, {=35,2%), the degree of satisfaction
from the feeling of been / being informed at work (N=88, f=38,8%) and the
degree of satisfaction from the participation in procedures and plans at work
(N=65, =28,6%). Furthermore, the respondents rated with 4 the degree of
satisfaction from the possibility for personal development (N=60, {=26,4%),
the degree of satisfaction from the participants’ expectations satisfied at work
(N=60, £=26,4%) and the degree of satisfaction from the degree of surveillance
at work (N=76, f=33,5%).

The statistical analysis indicated the following findings: a) there
was a statistically significant relationship between public school principals’
perceived consideration leadership style and job satisfaction of secondary
Greek public teachers. The positive Beta scores of 0,0642, 0,0523 and 0,0867
respectively signified that as the teachers’ perceptions of the principals’ level
of consideration leadership style increased, the level of teacher job satisfaction
also increased (Table 3).

Table 3: Teacher job satisfaction and consideration leadership style

Variable Beta scores | SE Beta scores B

Overall Job Satisfaction

Consideration 0.0642 0.005 0.582

Intrinsic Job Satisfaction

Consideration 0.0523 0.005 0.441

Extrinsic Job Satisfaction

Consideration 0.0867 0.006 0.710

b) There was a statistically significant relationship between public school
principals’ perceived initiating structure leadership style and job satisfaction
of secondary Greek public school teachers. The positive Beta scores of 0,0642,
0,0523 and 0,0867 respectively signified that as the teachers’ perceptions of the
principals’ level of initiating structure leadership style increased, the level of
teacher job satisfaction also increased (table 4).
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Table 4: Teacher job satisfaction and initiating structure leadership style

Variable | Beta scores | SE Beta scores | B

Overall Job Satisfaction

Initiating Structure | o621 | 0005 | 0623

Intrinsic Job Satisfaction

Initiating Structure | 0.0633 | 0.006 | 0.551

Extrinsic Job Satisfaction

Initiating Structure | oo7s | 0005 | 0680

c) The total sample mean score for teachers’ ratings of principals on consideration
was 37,12, below the norm mean score of 41,28. The total sample mean score for
teachers’ ratings of principals on initiating structure was 39,66 above the norm
mean score of 38,33. Scores were also analysed by teacher gender. The results
were as follows: 1) Analysis by teacher gender indicated that female teachers rated
their principals below the mean on initiating structure leadership and below the
mean on consideration leadership style. Male teachers rated their principals above
the mean on initiating structure leadership and below the mean on consideration
leadership style ii) Analysis by principal gender indicated that teachers rated male
principals above the mean and female principals below the mean on initiating
structure. Teachers rated male principals below the mean and female principals
below the mean on consideration leadership style (Table 5).

Table 5: LBDQ Mean scores by teacher and principal gender

Consideration Initiating structure
Mean SD Mean SD

Male teacher 41.25 11.77 3991 9.67
Female teacher 38.82 12.34 37.25 11.52
Male principal 39.54 12.98 38.57 12.67
Female principal 40.34 11.33 41.52 10.74
Sample mean score 37.12 39.66
Norm mean score 41.28 38.33

d) The norm mean scores on teacher job satisfaction indicate (1-3) as low and (4-
6) as high. The sample mean score of (4,39) indicated teachers had a high level
of job satisfaction. Analysis by teacher’s gender and principal’s gender which
teachers worked produced the following results: i) Female teachers had higher
mean score (4,56) than did male teachers did (3,97) ii) Teachers working under
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the authority of male principals had a higher mean score (4,66) than teachers
working under the authority of female principals (4,28) iii) The lowest mean
score on job satisfaction was observed in to male teachers (3,97) (Table 6).

Table 6: MCMJSS Mean Scores by teachers and principal gender

Job Satisfaction Intrinsic Extrinsic

Mean | SD Mean | SD Mean | SD
Teachers gender
Male 3.97 1.69 4.10 1.78 3.81 1.55
Female 4.56 1.34 4.87 1.39 4.47 1.26
Principals gender
Male 4.66 1.24 4.88 1.29 4.57 1.12
Female 4.28 1.43 4.20 1.84 4.32 1.46
Sample mean Scores 4.39 4.28 4.11
Norm mean scores 13 low

4-6 high

e) Ratings on job satisfaction and leadership style were examined by cross-
matches of principal/teacher gender. Results were as follows: 1) The lowest mean
score (2,94) was for male teachers working for female principals. Job satisfaction
mean scores of female teachers working for female principals (4,31), female
teachers working for male principals (4,58) and male teachers working for male
principals (4,51) fell within the high job satisfaction range (4-6) ii) The mean
scores on initiating structure for male principals by male teachers (42,12), for
male principals by female teachers (41,27) and for female principals by female
teachers (38,67), were all above the norm mean score (38,23). All ratings on
consideration were below the norm mean (45,78). The lowest ratings given to
female principals by male teachers were (27,91) on initiating structure and (31,67)
on consideration leadership style (Table 7).

Table 7: Mean score for Job Satisfaction and Leadership styles by principal
/ teacher gender

Principal
.. Teacher Job Leadership Style/
Principal / Teacher Gender Satisfaction | Initiating Structure
Consideration
Male principal/ Male teacher 4.51 42.12 40.98
Male principal/ female teacher 4.58 41.27 41.29
Female principal/ male teacher 2.94 2791 31.67
Female principal/ female teacher 4.31 38.67 41.55
1-3 low
Mean scores 4-6 high 38.23 45.78
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5. Discussion

Halpin (1957)* described the Consideration dimension as behavior that is
indicative of friendship, warmth in a relationship, mutual trust, and respect. There
is a logical connection between the behaviors identified as consideration behaviors
in supervisors and higher degrees of reported job satisfaction in subordinates.
These behaviors correlate with Maslow’s (1965)*! hierarchy of needs and the
data are consistent with the work of Cohen (1990)*, Ford & Gillette (1969)** and
Fryer & Lovas (1991)*, which states that individual’s basic needs must be met
prior to expectations of higher order contributions.

It appears that the leadership style of the specific Greek public secondary
principals, as perceived by secondary teachers, has influenced the teacher job
satisfaction of Attica public school teachers and had great impact — positive
or negative — on their work in class as well as on their interaction with fellow
colleagues. Therefore, based on these findings, principals should assess their
leadership styles and set goals for higher levels of either of the two dimensions
of leadership behaviour (Initiating Structure and Consideration) identified in the
LBDQ. Previous research®,* 37 indicated that principals who practiced high levels
of initiating structure and consideration were more effective in the schools than those
principals who exhibited low levels of either of the two (2) leadership dimensions.

Based on the data from the 227 respondents, there was a higher initiating
structure mean score than consideration mean score. The norm mean score for
initiating structure was 38.33 and the sample mean score for teachers’ ratings of
principals was 39.66. The norm mean score for consideration was 41.28 and the
sample mean score for teachers’ ratings of principals was 37.12. It was concluded
that teachers perceived their principals as being more concerned about task and
performance than about the interpersonal aspects of the principal’s role. Halpin
(1957)% suggested the opposite: “educational administrators demonstrate good
leader behaviour in the high consideration for the members of their staffs; but on

30 Halpin, A., (1957). Manual for Leader Behaviour Description Questionnaire. Columbus: Ohio State
University.

31 Maslow, A. (1965). Eupsychian management. 1linois: Dorsey Press.

32 Cohen, W. (1990). The art of the leader. New York: Prentice Hall.

33 Ford, N. & Gillette, B. (1969). 4 new approach to job motivation: Improving the work itself. In. Ford, N.
(1969) Motivation through the work itself. American Management Association.

34 Fryer, T. & Lovas, J., (1991). Leadership in governance: Creating conditions for successful decision making
in the community college. San Francisco: Jossey-Bass Press.

35 Halpin, A. (1966). Theory and research in administration. New York: The Macmillan Company.

36 Hoy, W. & Miskel. C., (1991). Educational administration: theory, research, and practice. 4" ed. New York:
Random House.

37 Sergiovanni, T. & Carver, F., (1980). The new school executive, a theory of administration. 2" ed. New
York: Harper and Row.

38 Halpin, A., (1957). Manual for Leader Behaviour Description Questionnaire. Columbus: Ohio State
University.
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the other hand, they fail to initiate structure to as great an extent as is probably
desirable” (p.31). The findings of higher initiating structure mean scores could
be related to the mandates and expectations of the new legislation law?*® for the
‘reform of the regional headquarters of education’ that Ministry of Education has
applied, from school year 2011-2012, to Greek schools.

Since the overall teacher mean score was 4.39 on teacher job satisfaction,
it was concluded that secondary public school teachers, in the specific places and
schools, exhibited high job satisfaction levels. Male teachers exhibited the lowest
job satisfaction mean scores. Also since job satisfaction examined by principal
and teacher gender was a mean score of 2.94 for male teachers working for female
principals, it was concluded that male teachers exhibited low job satisfaction levels
when working for female principals and that gender, can actually affect perceptions
of leadership style*,* *>. According to Liatsou (2011)*, male teachers report more
positive interactions and communications with male than female principals.

Leadership styles examined by principal and teacher gender concluded
that both male and female teachers perceived male principals to exhibit those
behaviours related to initiating structure. Both male and female teachers rated
male and female principals below the mean on consideration. Male teachers
perceived female principals as lacking in behaviours with both initiating structure
and consideration leadership style. Apparently, gender still plays a crucial role
especially when positions of power are involved.

6. Conclusion

Principals in those public secondary schools who wished to increase the job
satisfaction of their teachers might wish to concentrate on initiating structure
and consideration with their followers. Educational Institute of Greece and
agencies may train future principals, create policy for education, or provide
staff development for present principals. Teachers perceived their principals to
exhibit behaviors related to task and performance such as defining duties and
responsibilities, and setting standards of performance and clarifying expectations.

39 Public Law 3848 (2010). Ministry of Education Greek. Available at http://www.opengov.gr/ypepth/
?p=854#nogo [Accessed 13 January 2014].

40 Gray, L. (1987). Gender considerations in school management: Masculine and feminine leadership styles.
School Organization, 7, pp. 297-302.

41 Fowler, W., (1991). What are the characteristics of principals identified as effective by teachers? National
Center for Education Statistics Washington. Available at http://www.eric.ed.gov/PDFS/ED347695.pdf
[Accessed 20 December 2014].

42 Hall, V., (1994). Making a difference: women head teacher s contribution to schools as learning institutions.
Available at http:/www.eric.ed.gov/?1id=ED376579 [Accessed 22 November 2014].

43 Liatsou, O. (2011) Managers and evaluators...the new role of headteachers. Article in newspaper
Eleutherotipia (online) Available at < http://www.enet.gr/?i=news.el.article&id=256926 > [Accessed 13
January 2014].
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The findings of this research do not represent any group apart from itself and it
does not seek to generalize about the wider population. However, it could be a
starting point for a wider research and could lead to interesting findings as far as
it concerns Greek education.
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YOYYPOvEG OLOOKTIKEG TPOUKTIKEG KO TPOGEYYIGELS TNG TOLOUYMYIKNG
AeEIKOYPOPIUG 6TO EAANVIKO EKTOLOEVTIKO GUOTIO: M0 EPTEIPIKN EPEVVA
oty [potofadpio Exraidosvon

Hepidqyn

211V Topovoa ovOKOIvmon SIEPELVATOL 1] SLVATOTNTA AEITOVPYIKNG 0510TTOINoNG
KO 1] AmoTeEAEGUATIKOTNTO £vToéng Tov Opboypapikod — Epunvevtikod Ae&ikov
tov 1a&eov A', E', £T" «To Ag&wod pag» oty llpwtofdba Exnaidevon. Ztnv
avakoivoon mapovoldloviol apyikd, o€ BempnTikd €mimedo, Ol GYESOOTIKEG
apyés, N pebodoroyion KaTApTIoNg KoL T0 POGIKE OOMKE YOPUKTNPIGTIKA TOL
GUYKEKPIUEVOL AEIKOD. XTN GUVEXELD, OIEPEVVATAL G EUTEIPIKO EMITEDO €AV TO
Ae&1ko oo a&lomoleiton T SIOUKTIKT TPOKTIKT KOl GV KoL KATA TOGO GUUPBAAAEL
oTNV KOAMEPYELD TNG YAWOOIKNG EKQPOCT|G TOV HAONTOV SNUOTIKOV GYOAEI®V.

A&Ea1g KAEWOd: oYOMKO AeEIKO, UIKPOSOUT), LOKPOJOUT, HEYASOUT, YAMGGIKO
pabnpo

1. Introduction

According to the conclusions of certain theoretical studies and empirical research
of the dictionary, both of the Greek and international bibliography, the dictionary
is considered to be a valuable tool and a necessary guide throughout the receptive
and productive language process, with undeniable pedagogical, linguistic and
educational value'.

Through the implementation of the Cross Thematic Curriculum
Framework (D.E.P.P.S.) and the Analytical Programme of Studies (A.P.S.) for
Primary Schools, the dictionary is officially introduced, for its very first time, in
Primary Education during the school year 2007-08, after being approved by the
Pedagogical Institute (P.I.)*. Taking into consideration the philosophy of the New

1 Avaotactddn — Zvpemvion, A. (1997). H Ae&woypagpia oty ekmaidevon. Xto: X. TooAdkng (emyl.),
H diacxolio e EXMnviie Toocoog, poxtikd B IMoveldnviov Zvvedpiov. Osocorovikn: Koddkag,
6.6. 152,175+ T'afpmiidov, Z. (2002). H depevvnon tov  Adyev Xpnong Aeikov wg mpovmddeon yo
™ SwackoAio ypiong tov Aefikod oty taén. Xto: I1. Kapmdkn-Bovywovihy (em.), H Aidookalio tne
Néoag EMnvikne w¢ Muytpikne IAwccos.Z2avOn: Znavion, oc. 49-50- Evbopiov A. & Mntowdxn, M. (2007).
To mpdto pov Aekd g epyodeio ddaokoriog g eAnvikig oe oAAdyhwooovg. Zto: K. Ntivag &
A. Xotmovoywotion (emy.), H Elinvikyy [doooa ws dedtepn/Eévy. Epevva, Aidookalio, EwxucOnon,
Ipaktikd AeBvoig Zvvedpiov. @socorovikn: University Studio Press, 6o. 242,247+ EvBopiov A. (2009). To
Ae€wd ot Swdackaric ™G yAdooac. Avagopd oto ekovoypapnpévo Aegiko A’, B’, I Anpotikov. Zra
mpoxtird tov §ov Aichvoie Xvvedpiov Elinvikic ILwocoloyias (oe cd), c.6. 801-803- Iopdavidov, A. &
Mdévtlopn, E. (2003). IIpotdoelg oyedlocpov madayoykdv Asgikmv. Xto: 6° Aiebvéc Zovédpio Envikng
Twoooloyiag. PéBupvo: Tavemotipuio Kprtng. http://www.philology.uoc.gr/conferenses/6thICGL/.

2 YIENO/Mowboywywkd Ivotitovto (2003). Zopminpopotikés  Tpodloypopes  EKTOOELTIKOD  VAKOD
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Programme, the need of the dictionary is considered imperative, both for students
and teachers, to be used during any language teaching®. For this reason, two
dictionaries have been published for primary school, the “Illustrated dictionary”,
for the three first grades (1%, 2™, 37)*, and the “Spelling-Monolingual dictionary”,
for the last three ones (4", 5%, 6™),

Considering this new perspective as far as the way of conducting the
language lesson is concerned, in this paper we endeavour to develop a critical
approach of the Spelling-Monolingual Dictionary, henceforth SMD, by referring
to its functionality and its effective treatment of this official educational and
linguistic tool in Primary Education. It is the second of a series of dictionaries
which were all written within the framework of the Programme EPEAEK II of the
Pedagogical Institute and it is one of the first educational dictionaries to be used
in the educational practice as a text book by primary school students”.

The goal of this paper is to present, at first, on a theoretical level the
design principles the compilation methodology and the basic structural features
of this dictionary (macrostructure, microstructure, megastructure). Thereafter,
it is explored on an empirical level whether this dictionary is turned into an
advantage throughout the educational practice and if, and how much, it
contributes to the vocabulary enrichment and the cultivation of certain linguistic
expressions of primary school students, in accordance with the data collected
after a relevant review of educational research. The research took place in May
2010 in nine primary schools of the Prefecture of East Macedonia and Thrace,
in a sample of 256 students of the last three grades. For this purpose, a particular
questionnaire was used as a methodological tool, in order for certain views
and the behavior of some students to be investigated regarding the use of a
dictionary at school and at home, and in order for relevant conclusions to be
cited and respective suggestions to be expressed.

2. Theoritical Level: Authoring criteria of a Spelling-Monolingual Dictionary
2.1 General Characteristics

The SMD of the 4™, 5" and 6™ grade of Primary School, called “Our dictionary”,
is a modern educational school dictionary which is an innovation in the teaching

Nnmoyoyeiov kot Anpotikod Xyoieiov, top. I'", 1e0y. o’ Abnva, 6.6. 103-106.

3 Nungopdakn, M. (2003). H a&omoinon tov Ae&ikod ot ddackorio g untpikng yrdooas. Eeopuoyn
ot onpacloroyio. Xto: Melétec yia v ElAnviky  ylocoo, Tlpaktikd 23" emiolog Guvavinong tov
Topéo I'Awocoloyiag Tunpatog @koroyiag tov A.ILG., top. II, (Beccorovikn 17-19 Maiov 2002), 6. 494.

4 The writing team of the dictionary is: A. Efthymiou, I. Dimos, M. Mitsiaki, [.Antypa.

5 T'appmAidov, M., Aaunporovrov, I1. & I'odin, B. (2009). To Epunvevtikd Ae&ikod yio to Mvpvacto. Xto: I
Tovvéaxn, M. Mraitotlavn, I Zvdomovio & T. Toayyaridn (emyt.) (2009), 8° AieBvéc Zvvédpro Envixng
Twoooloyiog,Hhexktpovikd Ilpaktikd 8 AeBvodg Zuvedpiov Erinviknig woccoroylog (Iodvviva 30
Avyovotov —2 ZenteuPpiov 2007). lodvviva, o. 684.

Citation: Zerdeli, S. (2016), Modern educational practices and approaches of educational lexicography in the greek
educational system: an empirical research in primary education, Theory and Research in the Sciences of
Education,12/2016, p.p. 63-82. In: http://periodiko.inpatra.gr




Theory and Research in the Sciences of Education
Issue 12, October 2016, ISSN: 2407-9669

- 66 -

procedure, as for the first time a dictionary is officially introduced in education,
and it is designed to play an important role in teaching, being a reference point
not only for the language lesson but also for other cognitive objects.

A dictionary is considered to be educational, and it aims to facilitate
language teaching, since it can be used as a reference book both by teachers
and students®.

A dictionary that is addressed to children of the higher grades of primary
school, aged between 9-12 years old, is defined as a school dictionary. Thus, it
is the dictionary that is addressed to children who make a conscious use of it,
scheduled and continuously due to their school obligations and demands’.

Taking into account what is mentioned below, the SMD of the 4, 5" and
6™ grade of Primary School, is an alphabetic, contemporary dictionary, whose
peculiarity relies on the fact that its target-group are people of school age who
attend the last three grades of Primary School and, therefore, it is an educational
school Dictionary.

2.2. Goal Setting

According to the writers of the dictionary?®, “its goal is to become an inseparable
companion in the daily investigations of children into the rich world of the Greek
language”. It is considered to be a reference book that students can use daily
during the learning of their language, as well as during the assimilation of other
cognitive objects. For this reason, it was drawn in such a way so as to satisfy its
goal, which is to correspond to the students’ need in order to have an access to
different kinds of lexical information, to introduce them to a searching method and
help them develop their searching skills and their abilities to use the information,
by referring to the proper lexicography tools’.

Hence, it is a necessary reference book for the student so as to give him/
her the opportunity to introduce himself/herself into becoming an independent
learner, as long as he/she is able to search for information, without being helped
by the teacher, and to process, judge and incorporate it in his/her own speech'®.

In addition, another really important goal to make the dictionary a useful

6 Hartmann, R. R. K. (2001). Teaching and Researching Lexicography. Harlow: Longman, p.p. 32-33,74.

7 Zapageidov, T. (2000). Neogdinvikd Ae&ikd yio moudid: Mepwd (nrovpevo kot  dedopéva. Lto: Z.
ToBpmridov (emyr.),

Houoikny  Aeéikoypopio.  kow Xpiony  AeCikod oy Ipooyolikyy ko Zyolikny Hikio, Tpoxtikd Huepidog
(Eavon 26 Oxtofpiov 1999), Eavn: Etopeio A&omoinong kar  Awoyeipiong Ileprovoiog Anpokpiteiov
Mavemompiov Opdxng, 6. 39.

8 The writing team of the dictionary is: G. Kapsalis, A. Paschalis, St. Tsialos, D. Goulis.

9 Mmnepepni, I1. & Homapiloc, X. 2006. «To Néo IIpdypappa Znovdmv, to. kotvovpto Biffiio kot ot
TopEG 0TN YAWOGKT d1dacKkaAio Tov Anpotikovy. http:// www.pi-school.gr, (tpoomehdotnie 20/3/2012)

10 Avaotactddn — Zvpewvion, A. (1997). H Ae&woypagia oty eknoidevon. Zto: X. Tookdxng (emp.), H
Sdwackario Tng EMnvikng I Adooag, Mpaktikd B Haverknviov Zvvedpiov. @ecoarovikn: Kddwkag, 6. 175.
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tool is the prospect of familiarising students with the use of it and their initiation
into the lexicographical metalanguage''.

2.3 Prerequisites

The writing process of a dictionary is included, as mentioned above, in D.E.P.P.S.
and in A.P.S. of the Language Subject of Primary Schools, where the special
goals are defined as well as any Additional Requirements of Educational Material
for Primary and Nursery School are included there, too.

The prerequisites set by Pedagogical Institute concern the megastructure,
the macrostructure and the microstructure as well as the form of the dictionary. As
far as the megastructure is concerned, the number of headwords in a dictionary
is not defined. The vocabulary field of the headwords will be the content of the
books of the 4%, 5% and 6" grade of primary school. As far as microstructure is
concerned, the headwords will include information about spelling, the parts of
the speech, morphology (conjugation), word derivation and synthesis, syntax,
etymology, semantics and examples of their use.

As far as the megastructure is concerned (elsewhere mentioned as
macrostructure), it includes directions of how to use the dictionary, different
tables about: the words’ intonation, numerals, inflexional suffixes, Informatics
vocabulary, and “landmarks” of Greek history. As far as the form is concerned, it
is specified that the SMD of the 4", 5% 6™ grade will be brought out in print, in
small size with 280 pages, and also typographical contracts are specified.

Finally, the prerequisites required to write a dictionary is the simplicity
of metalanguage, the significance of its usability and friendliness, and the use of
suitable examples that correspond to the age needs of its users'?.

3. Presentation of a dictionary designing principles and structure

Throughout the following chapter we will try to analyze the characteristics of the
SMD concerning the macrostructure, microstructure and megastructure, and we
will also examine if this dictionary satisfies its compilation specifications and
whether it corresponds to the criteria of an educational dictionary.

3.1 Description of the macrostructure

The macrostructure and the microstructure constitute the basic elements of a

11 TappmAidov, M., Aopmpomodrov, I1. & I'tovin, B. (2009). To Eppnvevtikd Ae&icd yia to Ivpvdoto. Xto:
I Iovvaxn, M. Mrodtatlavn, I. Evddémovio & T. ToayyoAidn (emy.) (2009), 8 Aicbvéc Zvvédpio
EXMyvikne Ihwoooloyiag, Hhextpovucd Ilpaktikd 8 Aebvodg XZvvedpiov Elnvikig I'wocoloylog
(Ioévviva. 30 Avyovotov —2 ZemtepPpiov 2007). lodvviva, . 685.

12 YIIENO/Mumdayoywd Ivotitodto (2003). Zopminpopatikés mTPOSOYpOPES  EKTOIOEVTIKOD  VAIKOV
Nnmayoyeiov kot Anpotikod Xyokeiov, top. I', tevy. o”. Abiva, 6.6. 103-106.
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dictionary and, therefore, its evaluation reasonably starts from the examination
of the parameters that compose them.

The term macrostructure is used in the relevant bibliography under
different meanings: it states the simple drawing of the lexicon as well as the
organization of the lexicographical material’®, both in discrete parts (main body,
appendix) and within the lexicographical article (headwords-endolemmas)™.

In Hartmann'® it is mentioned that the macrostructure is defined by
Hausmann and Wiegand!® as “the ordered group of all headwords (key-words),
which constitutes the basis for the enlistment of the words in a catalogue or a
wordlist in alphabetical or thematic order”.

In an educational school dictionary, the wordlist must be formed, apart
from the words that are the basic vocabulary, after a thorough process of textbooks,
magazines and works of juvenile literature'’. As we have previously mentioned,
in the SMD the vocabulary field of the headwords is the content of the textbooks
of 4™, 5% and 6™ grade of primary school and, in particular the basic vocabulary
of the textbook of the Language course. Moreover, some unknown words for
some students were cited regarding their meaning, use and derivation.

The headwords were included in the 141 pages of the dictionary and
were presented in alphabetic order, which is the best choice for classifying the
headwords because the student can easily use the dictionary'® by himself/herself
and the user-students can consult the dictionary in short time'. In the beginning
of each letter, there is a colour picture presenting the letter and next to it there is
the letter shown in a written form, so the student can recognise the initial letter
of the words that follow. However, a thematic order of headwords is missing in
this dictionary.

13 Hartmann, R.R.K. & James, G. (1998). Dictionary of lexicography. London: Routledge, p.p. 37-40-
Jackson, H. (2002). Lexicography: An introduction. London: Lontledge, p.p. 25-27.
14 TofpmAidov, M., Aapmponodrov, I1. & I'tovin, B. (2009). To Epunvevtid Ae&ucd yuo to Mopvacto. Zto: It
Tovvéaxn, M. Mroltatlavn, I. Evdomovio & T. Toayyodidn (emy.) (2009), 8 Aicbvéc Zovédpro EAnvikng
Twoooloyiag, Hhextpovikd IIpaktikd 8 Aebvovg Zvvedpiov ErAnvikng Ioccoloylog (Iedvviva 30
Avyovotov -2 Zentepfpiov 2007). lodvviva, o. 687.
15 Hartmann, R. R. K. (2001). Teaching and Researching Lexicography. Harlow: Longman,c. 64.
16 Hausmann, F & Wiegand, H. (1989). “Component parts and structures of general monolingual
dictionaries: A survey”. In: L.

Zgusta, F. Hausmann & O. Reichmann (eds. ) An International Encyclopedia of Lexicography Vol. 1
(5.1). Berlin: Walter de Gruyter, p.p. 328.
17 Zopagidov, T. (2000). «NeogAnvikd Aeducd yoo moudd: Mepwkd Cnrovpeva kot dedopévan. Xto  Z.
TaBpmiidov (emy.), Ipaxtixd Huepioag ue Oéuo.: Hoaoikn Aelikoypopia kor Xpion AeCikod oty Ipocyoiikn
ron Zyolikyy Hhkia. ZavOn: ékdoon AILG., . 40.
18 Zopagidov, T. (2000). NeoeAnvikd Ae€ucd yio mondd: Mepied {nrovpeva kot dedopéva. Xto:  Z.
TaBpmiidov (em.), Ipoxtird Huepioog pe Géuo.: Mooy Aelikoypopio kor Xprion AeCikod oy [pocyoiikn
ron Zyolikyy Hhkia. ZavOn: ékdoon AILO., 6. 41.
19 TGPRavomovrov, A. (1997). To Ae&id g Néog EAnvikng I'Adocag tov Ivetitovtov Neoghinvikdv
Znovdmv (‘Idpvpe Mavoin TpuovtaguAdidn. Zro: X. Tookdxng (emy.), H Adidackelio tng ElAnvikic
Tidooog, Mpaktika B [averknviov Zvvedpiov. Oeccorovikn: Kddwkag, o. 187.
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3.2 Dictionary’s microstructure

The design and organization of the dictionary’s microstructure is supported by
the relevant requirements set by P.I. The explanations are given through simple
sentences written in natural language and through comprehensible and explanatory
examples of daily life. The type and width of lexicographic information are
compatible with the linguistic ability of students and serve the teaching goals
set by this educational school dictionary. In addition, it takes into account the
respective students’ skills when they use words. What is characteristic is that
the article of the dictionary includes information that is thought to be necessary
for the communicative and learning skills of students who are between nine and
twelve years old®.

The headwords in the SMD are presented horizontally in three columns
(see Picture 1) and in three different colors in the background:

Picture 1. Presentation columns of the headword

OVYKEVIPOV® 1. (u1f.) paledo moAAa Avtif.: okopmidw (1), agat-
(Prjpa, P1) npoowna 1 mpayparta og  Povpat 2

(eveor. oL-yKe-VIp®- 0plOpévo Onueio, ovva- Owcoy. A€, oyuykavrpmor],
V@, adp. COYKEVIP@-  Gpoifwm:  H Steofovipia gp-  CVYREY IPWILOS
oa, 7ab. adp. OOYKE- et rha0e ToDG HABNTEG Kl
VIpQUIKA, 0. JIy. 100G JiANaE yia To JIpoypaj-
OUYXEVIP@HEVOS) 1A THE EKONOUNG

[HTYV. ovyKkeVTOOW 12 7o SR i
-@ < oDV + KévTpov, < (ptp.) (péo.) agooie-

VOOl OIeOIoTogorng  oc

HeTado. Ohv. yaAA.  VORG! GIEpicnAacteg

concentrer] KAt > X0yKevIipwoon 0To
oTéyo oov Kar oiyovpa Ba Ta
KATAPEPELS.

In the first column the orthographic definition of the word is included
(ovykevipdvm-concentrate), as well as the part of speech (prjuo-verb) and the way
it is conjugated (P1). This particular symbol (P1) refers to the tables presented at
the end of the dictionary giving some inflectional examples. When this symbol
is absent, it would be good for the students to consult their school grammar for
more information. Also, the spelling of the word (cv—yke—vtpmO—v® ) is presented,
the basic tenses of the verb (cvykévipwooa, cuykevtp®OnKa, GLYKEVIPMOUEVOS),

20 TaBpmAidov, M.,Aaurporovrov, I1. & T'iovin, B. (2009). To Epunvevtikd Ae&ikod yo to I'vpvéoto. Zto:
I Twvvaxn, M. Mroitatlavn, I. Evdoémovio & T. ToayyoAidn (emy.) (2009), & Awiebvéc Zvvédpio
EXMyvikne I'lwoooloyiag, Hhektpovikd  ITpoaktiké 8 AweBvovg Xvvedpiov  Erinvucig Ihowocoloylog
(Ioévviva. 30 Avyodotov - 2 ZemtepPpiov 2007). lodvviva, ¢.682-YIIEIIO/Moudaymywd Ivetitovto
(2003)- ZopmAnpOUOTIKEG TPOSOYPOUPES  EKTOOEVTIKOD VAKOD Nnmaywyeiov ko Anpotikod Xyoleiov,
tou. I'", tedy. o’. ABiva, c.c. 103-106.
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the etymology and the word derivation (cuykevipdém < cuvtiévipov, loan from
French). When a noun is presented, only its type, its inflection, its spelling and
its etymology is mentioned. When an adjective is presented, once again its type,
its inflection, and its three genders are mentioned as well as if it is followed
by an animate or inanimate noun or both. E.g.: the headword cuvveyngc, -1g, -é¢
(continuous) is followed by an inanimate noun (see Picture 2)*.

Picture 2. Headword coveyis, -ijs, - ég (continuous)

oovexg, -1, mov yivetal diywg drako-  Avrtif.: Siakekoppévog
-&g nég, adaxonog: » Kimoin  Iovav.: dwapkig ‘
(Emibeto, E9, dpvya)  kataotipara Aezovpyodv pe Owoy.  AfL:  ovvexog
(ov-ve-xig, yev. -obg,  OVVEXES wpdpto. (emipp.), ovvexewa, oovexicw,

mAnt. -eig, -eig, -1) OLVEXIOTHG '

[aox. ovvexng < q)paosllg: FZuvschg Kat

ouvExw] adiaetrtwg (= yoplg dwa-
KOIEG)
IMpoodroprl.: napovoia,
Aettovpyla

The central column offers information about the meaning of the words by
saying if the verb is transitive or intransitive, so as students to understand the way
it is used in a sentence. However, this information is not given for other parts of
the speech. For example, in the central column of the headword «cvykevtpOvm»
(“concentrate”) (see Picture 2) the following meanings are given: “(transitive)
gather many people or things in a specific place, assemble” and “(transitive)
(passive voice) collect one’s thoughts”. After each definition, an example is
given in order to make clear how this word can be used correctly.

The language used in the examples is more formal and closer to written
speech. In this way, it becomes clear that the writers have created the dictionary
according to the linguistic needs and abilities of the students of this particular age.

In the right column the opposites, the synonyms of each word and their
word families, as well as their compounds are included. Additionally, standard
phrases and idioms used metaphorically are included, too. For example, in the
third column of the headword «evyrevip@vw» (concentrate) the opposites are
given «exopmilow, apaipovuary (“dismiss, lose oneselfin abstractions”), the word
families «ovyrévipwaon, cvyrevrpwtinég» (“concentration, concentrative”) and
the phrase «2vyxevipaoov» (“Concentrate”) which means «zpooede» (“focus”).
Moreover, when the headword is a noun, in the last column certain determinative

21 Kapsalis, G. Paschalis, A., Tsialos, St. & Goulis, D. (2008). OpBoypagixé — epunvevtiro Lecixo A’
E’, 21" Anuotikod «To Ao pogy. Abnva: Opyaviouos Exoooews Aidoxtinedv Biffliowv: Mrepepig, 11. &
Iormopilog, X. (2006). To Néo Ipoypoyuo Xmovddv, ta kouvovpia fiffAio kai o1 TopES ot YAwOoIK 0100.0KAAI0.
00 Anpotixod. http:// www.pi-school.gr.

Citation: Zerdeli, S. (2016), Modern educational practices and approaches of educational lexicography in the greek
educational system: an empirical research in primary education, Theory and Research in the Sciences of
Education,12/2016, p.p. 63-82. In: http://periodiko.inpatra.gr




-1 -

Practices and approaches of educational lexicography

Zerdeli Sofia

words are presented, i.e. a group of words combined with the headword. E.g.:
the headword «ovyypapéas» (“writer”) might be followed by words such as:
“unanimous, approved, theatrical, popular, awarded” (see Pic 3).

Picture 3. Headword covyypapéog (writer)

coyypageag (o,

n)
(Ovoacniko, O17)
(ovy-ypa-@e-ag)
[aox. ovyyoadeic
< ovyyeadw]

AVTOG MOV EYPAWE Eva Ao-
YOTEXVIKO I] ENLOTIHOVI-
KO £pyo o€ eCo Aoyo: » O
Hamabiapavrng  eivar  évag
TTOAD YV@OTOS OVDYYPAPEARS.

Owkoy. Af£§.: ovyypdeon,
OoLYYPAPL},  OLYYPAPULOS,
oLYYpPappa

IIpocdiop.: avovopog, 8O-
K1110¢, QeaTpikog, Sidonog,
Hog, f 2 1HOS,

BpaBevpévog

When the headword is an adjective, new determinative words are given,
since the adjectives are followed by other determinative words: E.g.: in the
headword «evyrxerpruévogy (“particular”), the determinative words are “example,
energy, deadline” (see Picture 4),

Picture 4. Headword cvykexpiuévos (particular)

ODYKEKPLPEVOG,
-1), -0
(Erifero, E2, éuypoya

Kar apoya)
(ov-yKe-Kp1-pé-vog)
[aox. ovykotvopat]

oagrg, akpiPng, Sexa-
Bapog: »H Tpoyaia éxave
ODYKEKPIHEVES  TIPOTACELS,
yia va aVTIHETOITIOTE! TO KO-
Khoopiaxd  mpofAnua  TiHg
Oeooalovikysg.

Avtif.: yevikog, aopiotog,
acagng, aQnEnpevog
Owoy. Ag€.: ovykekppeva
(emipp.)

Iipoodiopil.: mapaderypa,
evepyewa, npobeopia

In the headword «duotog —a —o» (“similar”) the determinative words are
“character, face” (see Picture 5).

Picture 5. Headword duotog (similar)

Op010g, -a, -0
(Emiero, E4, épyoya
Kar dwoya)

(6-pot-0g)
[apy. Ouowg < 0O-

uoc]

Citation:

1. avtog mov £yet Ta idia
yvopiopata pe  dAlov:
» 210 mpdcwmo eivar dpolog
HE TOV TATITOV TOD.

2. wadog, 1goddvapog,
wotpog: »X1o dlja eig pi-
Kog Tperg pabhreg g mdng
£YoDV Op01£G EMDO0ELG,

Avtif.: avopolog, olagpope-
Tkog (1), katwtepog (2)
Zovev.: 1010g, TIapopolog,
napeppepng (1)

Zovl.: opooxatainiia,
OHOWOROPPL, OHOOYEVI|S,
AVOHO10G, TAPOHOLOG
Owoy. Ae€.: opowa (emipp.),
potalm, OpoloTTA, OpoL®-
pa

IIpocdropil.: yapaxtipag,
guoloyvapta (1)
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3.3 Dictionary’s megastructure
y g

Dictionaries, apart from macrostructure and microstructure, also include other
information, which is placed out of macrostructure. This information constitutes
the so called outer matter and along with macrostructure create the dictionary’s
megastructure®.

The dictionary begins by addressing students, giving them the necessary
information for its right use. It explains what the three columns of the dictionary
represent and informs them about the content of the tables placed in the end
of it. Then, abbreviations are presented, the special symbols and the acronyms,
which appear in the dictionary and, therefore, students must know them in order
to choose the right meaning.

In the end of the dictionary there are some units that inform students on
different linguistic issues. For instance, the way the phongs and diphongs are
pronounced in Modern Greek is presented and the importance of the synonyms,
antonyms, homonyms, paronyms is explained. Also, there are some examples
given for each category in order for their function to be understood by the students.
In addition, pronunciation rules of the Greek language are given, so as to help
students understand the way in which they should pronounce different words.
Moreover, there are different categories of the numerals which are presented and
a way of writing them is shown. Then, some tables with inflectional examples
follow, which represent the way of conjugating nouns and verbs. There is also
a word list where some terms related to computer use are listed. That is to say,
new technologies start to become integrated in education and for this reason
students become familiar with such specific terminology. The last table refers
to “landmarks” of Greek history from 1830 until 2004. Social and political facts
are mentioned. Also, facts related with arts, culture and literature, as well as the
important scientific breakthroughs of each time period are included.

3.4 Dictionary’s front and back cover appearance

The SMD is a text book that has different characteristics compared to those of
other text books which are addressed to young students. The dictionary, due to
its small size, is thought to be useful and attractive for students. The dimensions
of this text book are 20,5 cm. x 13,7 cm., it has 285 pages and it conforms to
the directions given by the Additional Requirements which suggest ways to be a
useful text book.

Since the dictionary is designed for daily use and in particular for the last
three school years, a more durable bookbinding had to be chosen.

22 Evdomovrog, I (2008). Aecikotoyia. ABva: atdxng, 6.6. 295-296.

Citation: Zerdeli, S. (2016), Modern educational practices and approaches of educational lexicography in the greek
educational system: an empirical research in primary education, Theory and Research in the Sciences of
Education,12/2016, p.p. 63-82. In: http://periodiko.inpatra.gr




Practices and approaches of educational lexicography
Zerdeli Sofia

-73-

4. The effectiveness of integrating the Spelling — Monolingual Dictionary in
the language course

The Spelling — Monolingual Dictionary is integrated in the language course
through its connection with the other text books. Students are advised to consult
a dictionary in order to enrich their knowledge on various linguistic levels®.
Therefore, the dictionary is used as a tool for learning vocabulary and also as a
tool in order to deal with any arising difficulties when reading or writing texts*.
This dictionary has been designed by its writers in such a way so as to cover the
students’ needs, to respond to their perceptive and linguistic level and to take full
advantage of their abilities and interests. In addition, the writers of the dictionary
have tried to follow the design principles of educational dictionaries in order to
attract students’ interest. They did not create a dictionary that is addressed to a
wide reading public, and for this reason the headwords are limited to words that
are found in the text books of Primary School and in books that use the basic
vocabulary of students at such an age.

The dictionary is not composed only of pictures and colors, but it also
uses a more specialized terminology, adjusted to the age and development level
of the students. Children refer to the dictionary to find the meaning of words,
their spelling, etymology, synonyms and antonyms, derivatives and compound
words, as well as any restrictions regarding their use. Consequently, they use the
dictionary both for receptive and productive reasons®.

The dictionary is a reference book that is enriched by words and explains
in every detail their structure, form, meaning and use. For this reason, it is
considered to be the chief tool to teach vocabulary and, by extension, language.

23 TaBpmAidov, M., Aapmporovrov, I1. & Iovin, B. (2009). To Epunvevtikd Ae&iko yia to Mvpvacto. Zto: I
Tovvéaxn, M. Mrodtatlavn, I. Evddémovio & T. Toayyeridn (emy.) (2009), &8 diebvéc Zovéopio Envikng
Twoooloyiag, Hiektpovikd Ilpoxtikd 8 AeBvodg Zuvvedpiov EAinvikng Iwccoroylog (Iedvviva
30 Avyovotov - 2 ZemtepPpiov 2007). lodvviva, o. 694,696+ YIIEIIO/IMowoywywkd Ivetitodto (2003).
ZOUTANPOUOTIKEG TPOSOYPAPES  EKTOLOELTIKOD VAIKOV Nnmaymyeiov kot Anpotikod Xyoleiov, top. I',
tevy. o’. Abnva, 6.0. 103-106.

24 Evdomovrog I (2008). Aecixortoyia. ADva: Tlatdxng, o. 312+ Nation, L.S.P. (2001). Learning Vocabulary
in Another Language. Cambridge: Cambridge University Press, p.p. 285-286.

25 Nation, I.S.P. (2001). Learning Vocabulary in Another Language. Cambridge: Cambridge University Press,
281-285-

Scholfield, Ph. (1999). Dictionary use in reception. International Journal of  Lexicography 12/1,13-
TappmAidov, Z.(2000).H Xprion tov [Mowdukow 1 Zyoikov Ae&ikcob oty IIposyoiikr kot Xyoikn Hhuclo. Xto:
Z. (emy.), Ipoxtike Huepidog ‘Tloudikn Aelikoypopio ko Xprion Aelikod atnv Ipooyotixn kar Zyoiikn Hhixio. .
EavOn: ékdoon AILO., o6. 34-35- Tafpmiidov, Z. (2002). H diepevvnon tov Adyev ypnong Aeggucod
¢ mpobmdbeon Yo Tt SwaockeAio ypiong Tov Aefwod oty téén. Xto: II. Kopmdkn-Bovywovkin,
(emy.), H Aidookolio tne Néag EMnvikis w¢ Mntpine Idoooag. Zaven: Znavidn, o. 46 Evbvpiov A. &
Mnztodkn, M. (2007). To mpidto pov Ae&ikd mg epyoireio ddackariog TG EAMANVIKNAG 6 OALOYAWGGOVG. XT0:
K. Ntivag & A. Xottnmavaywwtid (emp.), H Elinviky [Adooo w¢  devtepn/Eévy. Epevva, Aidackolia,
Exuabnon, Ipaxtkd Aebvodg Xvvedpiov. @eccarovikn: University Studio Press, 6o. 242-243- Ev6upiov
A.(2009). To Ae&wd ot Sdackaric TG YAGCGAC. Avagopd oto ekovoypagnuévo Aegikd A’, B’, I
AnpotikoV. Zra mpaxtird tov Sov Aicbvoic Lvvedpiov EAMnvikic I'iwacoloyiog (ce cd), 6.6. 802-803.
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Undoubtedly, it is a basic tool to teach the language course and especially to
achieve many individual goals, such as text comprehension, elaboration and
production, as well as skill acquisition from students to use a word in a correct
way, to spell it, interpret it and find its etymology. Thus, it would be unreasonable
not to integrate the dictionary in language teaching, since it helps students learn
the language more easily?.

The change of the Analytical Programme to teach the language course and
the introduction of dictionaries in Primary School reveals the awareness of the state
governors on the necessity to incorporate the dictionary in the language course?’.

Thereafter, we will present the results of the empirical research related to
the use of dictionaries by the students of the three last grades of Primary School.
This research took place in May 2010 and pertains to field overview researches.
For carrying out this research a questionnaire has been used as a methodological
tool, which was distributed in 256 students of the last three grades of nine Primary
Schools of the Prefectures of Thrace and certain data and information regarding
the dictionary use has been collected.

5. Empirical research basis

The basis for the empirical research was mainly the finding that, after the
introduction and integration of two dictionaries in Primary Education during the
school year 2007 — 2008, i.¢. of the lllustrated dictionary of the 1*, 2" and 3" grade
“My First Dictionary” and the Spelling - Monolingual dictionary of the 4™, 5" and
6™ grade “‘Our dictionary”, no empirical research has been performed in order to
examine the issues of using these two dictionaries in educational practice.

Another reason that contributed to the examination of this issue was that,
apart from the two dictionaries of the Pedagogical Institute, there were also other
children’s/school dictionaries of different publishing houses available, some of
which were user-friendly, illustrated and quite attractive, so as to be consulted by
students with pleasure, when necessary.

5.1 Research goal
The goal of the empirical research was to detect the attitudes, the views and

behaviors of the students who attend primary schools throughout Greece and
particularly in Thrace, as far as the use of dictionaries by them is concerned.

26 Nation, I.S.P. (2001). Learning Vocabulary in Another Language. Cambridge:  University Press,
281-285- Scholfield, Ph. (1999). Dictionary use in reception. International Journal of Lexicography
12/1, p.p.13-34-

27 Xoatndnpov, K. (2008). To Aeixd otn didoxtixn mpaln kot 6Tov ekmoidevtio oyeotooud. Mio dismotnuovikn
mpocéyyion. Osocorovikn: Kvpokidn, o.0. 114-115.

Citation: Zerdeli, S. (2016), Modern educational practices and approaches of educational lexicography in the greek
educational system: an empirical research in primary education, Theory and Research in the Sciences of
Education,12/2016, p.p. 63-82. In: http://periodiko.inpatra.gr




Practices and approaches of educational lexicography
Zerdeli Sofia

-75 -

Also, another goal was to examine the reasons for using a dictionary, the way of
teaching students how to use them, and finally the contribution of a dictionary
to the vocabulary enrichment and cultivation of language expressions after the
integration of the two dictionaries, “My First Dictionary”, of the I*, 2" and 3"
grade and “Our dictionary”, of the 4", 5" and 6" grade in Primary Education
and to make suggestions after the research findings, by making also a comparison
with the findings of the first research.

5.2 Data analysis of the research
1** Question: Have you got your own lingual dictionary?

The highest percentage of the students who completed the questionnaire of the
research , 88,7% (227 out of 256 students) said that they have their own linguistic
dictionary, while a percentage of 11,3% (29 out of 256 students) answered that
they do not have their own linguistic dictionary.

2" Question: How often do you use the dictionary?

As far as the frequency of using the dictionary is concerned, 58,2% (149 out of
256 students) said that they use the dictionary just a few times, 31,6% (81 out of
256 students) replied quite often, 5,5% (14 out of 256) really often while 4,7%
(12 out of 256) not at all.

3" Question: Where do you usually use the dictionary?

Regarding the place where students use the dictionary, 65,6% (168 out of 256
students) replied “at home”, 25,4% (65 out of 256) said “at school”, and 9% (23
out of 256) said “nowhere”.

4™ Question: Who taught you how to use a dictionary: 1) your parents, 2)
your teachers, 3) your classmates, 4) another person, 5) by yourself

To the above question “Who showed (taught) you how to use a dictionary”, 64%
said their parents, 49,8% their teachers, 29,6% by themselves, 7,1% another
person, and 2,8% their classmates.

5% Question: Which of the following dictionaries have you got and which one
do you use?

To the question “Which dictionary have you got and use”, we observed that
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58,6% of the students said that they use “Our Dictionary”, 31,7% replied that
they use the dictionary for SCHOOL and OFFICE of G. Mpampiniotis, 27,3%
use my first Dictionary for Primary School of Patakis, 25,7% use the Dictionary
of Modern Greek Language for PRIMARY SCHOOL students that is published
by Savalas, 23,3% “My First Dictionary”, 13,3% the Encyclopedic Dictionary
PAPYRUS LAROUSSE “To Papyraki”, 5,2% the illustrated children’s dictionary
of Tegopoulos, and 1,2% use my First Dictionary of Livanis publishing house.

6™ Question: Are you satisfied with the dictionaries published by the
Pedagogical Institute (P.I.) (“My first dictionary” and “Our Dictionary”)*?

It came out that 15,6% of the students are very satisfied with the dictionaries
of the Pedagogical Institute (P.I.), 35,1% are quite satisfied, 26,6% are a little
satisfied, 16,8% are not satisfied at all, while a percentage of 5,9% did not answer
this question. We observe that the largest percentage of pupils (50,7%) are pleased
with the dictionaries provided by Pedagogical Institute.

7™ Question: Reasons for which some students are not satisfied with the
dictionaries of the Pedagogical Institute ?

The main reason that a small percentage of students are not satisfied with the
dictionaries is the fact that in some cases they cannot locate some particular
words. Moreover, sometimes the synonyms of a word given are very few. The
same thing happens with the opposites. A smaller number of students say that they
are dissatisfied because in the dictionaries in question there are no examples that
specify the way of using the words in different sentences. Finally, there is also the
lowest percentage of students whose dissatisfaction focuses on the dictionary’s
size, the quality of the material they are made of, the colors and the attractiveness
they offer to the person who reads them.

8™ Question: Does the use of a dictionary help you enrich your vocabulary?

From the research data we conclude that 48,0% of the students think that the use
of a dictionary helps them enrich their vocabulary a lot, 27,3% quite enough,
21,1% just a little and 3,5% not at all.

9" Question: Does the use of the dictionary help you cultivate your linguistic
expressions?

At the same time, there are also similar results for the above question, where 41,7%

28 The questions 6 and 7 were been included in the questionnaire, because the students of the 4", 5" and 6"
grade used both dictionaries of P.I.
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said “Alot”, 35,2% “Quite enough”, 16,8% “A little”, and 6,3% “Not at all”.
5.3 Conclusion of the research

From the analysis of the research data the following information came out:

e The highest percentage of 88,7% of the students has his/her own dictionary.
However, there is also a percentage of 11,3%, who said that they do not have
their own dictionary, despite the integration of it in the entire educational
procedure and the dispatch of dictionaries at schools. Taking into consideration
these percentages, and in combination with some personal experience, it is
easy to conclude that schools do not distribute the dictionaries given by the
Ministry of Education to every single student.

e Taking into consideration the children’s answers, it comes up that they do not
use the dictionary at school to a satisfactory level. In this research, as in the
previous one, the negative answers outnumber the positive ones that concern
the use of a dictionary at school. Therefore, it seems that the conditions that
repress the use of a dictionary at school have not changed yet. Hence, a
dictionary is not used even nowadays as much as we would expect during the
teaching of the language course.

e The research showed that a high percentage of children have been taught how
to use the dictionary by their parents. Moreover, it is worth mentioning the
percentage of students who said that they have learnt how to use the dictionary
by themselves. However, the percentage of students who said that they have
been taught by their teachers how to use the dictionary has been differentiated
from another relevant research in a better way. The new analytical programmes
of studies and the new text books, as well as the teachers’ training in teaching
and learning strategies on how to use dictionaries, all these have played an
important role in this differentiation.

e From the research dataitis clear that an important number of students have more
than one linguistic dictionaries. This finding shows that the dictionary plays an
important role in parents’ consciousness and in the effort they make in order
to teach to their children the Greek language in an effective way. Therefore,
Greek linguistic dictionaries are found in the majority of children’s homes that
took part in the research. Moreover, it is clear that despite the integration of two
dictionaries in the curriculum, these books are not used by a large proportion of
students. This is probably due to the lack of encouragement offered by teachers
so as to use them both at school and at home. In any case, the fact that a
significant percentage of pupils (23.3%) of the 4,5 | and 6™ grade consult the
lustrated Dictionary “My First Dictionary” proves that the children are happy
with the use of this dictionary and refer to it with pleasure.
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5.4 Suggestions

We should not forget that school dictionaries constitute a fundamental component
when teaching the mother tongue, due to the wealth of information that they can
offer to the students combined with the proper guidance on behalf of the teachers®.
Students must learn how a dictionary works, so as to turn it into a source of
knowledge throughout their life, a source of enjoyment and specimen of autonomy?'.
Thus, teachers must take full advantage of the dictionary during language
teaching. Furthermore, all the Analytical Programmes of Primary and Secondary
Education suggest the familiarisation of students with dictionary use, because they
acknowledge that it offers new possibilities in the teaching procedure.

Since it is really important to introduce the dictionary as a reference book
in the teaching procedure and particularly as a reference book for the language
course in Primary School, the Greek educational system must adopt methods for
the cultivation of strategic uses of the dictionary in class. Moreover, we must
focus and educate students on how to use dictionaries in an effective way through
activities and special exercises connected to their use’'. This conclusion agrees
with previous empirical researches, which have proven the educational value of
the dictionary™.

School and classroom libraries must be equipped with a satisfactory
number of dictionaries in order to be used by students, and have as many as
needed so as an entire class would be able to work on them.

After the introduction of the children’s / school dictionary in the
educational environment, we expected that it would enable its better evaluation.
Unfortunately, even nowadays the dictionary is not integrated at schools in
the language course and in general in the teaching procedure not even by the
teachers themselves. The State is obliged to urge teachers to make sound use of

29 Nwneopdaxn, M. (2003). H o&omoinon tov Aefikov ot Swdackoric ™G HUNTPIKNAS  YADCGOG.
Eopappoyn ot onpocoroyia. Xro: Melétes yio v EMnvikip  yldooa, Tlpaxtikd 23" etiolag
cuvavinong tov Topé Mwccoloyiag Tunuatog Gkoroyiog tov AILO., top. II, (Beccarovikn 17-19 Maiov
2002), 0. 494.
30 Avootactdon — Zvpemvion, A. (1997). H le&woypapio oy ekmaidevon. Xto: X. Tooidkng (emip.),
H oidookaliotne EMnvine [Adooog, Ipaxtkd B Iavelnviov Zvvedpiov. Osccarovikn: Kaduag,
c.0. 151-152.
31 Treville, M-C. & Duquette L. (1996). Enseigner le vocabulaire e classe de langue. Paris: Hachette , p.p

. 125-128-

Avootaotddn — Zopeovidn, A. (1997). H Ae&woypagia oty eknaidevon. Xto: X. Toohdxng

(emy.), H odwdaokolio e Elnvikic Ilwooag, Ipoktikd B° IHavedknviov Zvvedpiov. Oeccorovikn:
Kddwag, 152-154.
32 Bensoussan, M. (1983). Dictionaries and tests of EFL reading comprehension, English
Language Teaching Journal 37, no 4, pp. 341-345, Ibrahim, A-H. & M. Zalessky (1989). Enquete: I'usage
du dictionnaire », in Lexiques, Amr Helmy Ibrahim. Paris : Hachette, p.p. 24-30. Luppescu, S. & R.R. Day
(1983). «Reading Dictionaries and vocabulary learning», Language Learning 43, no 2, pp. 263-287, Rundell,
M. (1999). Dictionar use in production. International Journal of Lexicography, Vol. 12, n° 1, Oxford University
Press, pp. 35-53.
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dictionaries, by offering them with any proper tool and providing them with any
supporting material needed.

Teachers are obliged to prompt students to the dictionary’s use. However,
it is not sufficient just to prompt teachers, because it is also necessary to have the
dictionary officially integrated by the State in the school procedure in order to be
used both inside and outside the classroom and at school.

Students, at a high rate, believe that the use of dictionary helps them
enrich their vocabulary and cultivate their linguistic expressions. Therefore, it is
necessary for the students to be prompted by all involved, starting from the 1*
grade of Primary School, even from the Nursery School, to use dictionaries and
to be taught strategies of using them.

The use of a dictionary by students will work on in essence, if school
manages to render it areference book, which will introduce them to the autonomous
continuous learning, and also a book that students will spontaneously consult for
the course needs and beyond them. But, in order to accomplish this, students
must become efficient users and practice on its use, while the essential breath
of life to the entire procedure can only be given by the scientifically aware and
educationally trained teacher®.
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Greek art education
in the twentieth century

Abstract

This paper reviews Greek art education in the twentieth and early twenty- first
centuries. Firstly, it presents the status of art education in Greece during the last
one hundred years. It follows by reviewing what has been initiated the last twenty-
five years to promote and further support art education in in Greek primary and
secondary education. This overview of Greek art education provides an important
background for understanding the status of Greek art education today in relation
to the past. It is hoped that the paper will offer ground for further development
in the area of art education in Greece, in which area not much research has been
undertaken. This will add to the provision of art education in Greece.

EXAnvuc] KOAMTEYVIKT] EKTOIOEVOT] TOV EIKOGTO ULAOVA
Hepiinyn
To mapdv dapBpo emyepel v mapovsioon g EAAnvikng wkaAliTeyvikhg

EKTLOIOEVONG KOTA TOV EIKOGTO OLMDVO, KO TIC OPYEC TOV EIKOGTOV TPAOTOV QUDVCL.
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[apovoraletar apykd 1 KOAMTEYVIKT EKTOIOEVOT OTWS avamTOYONKe GE TE0GEPLS
OLLPOPETIKEG TTEPLOOOVG TNG EAANVIKNG £KTaidgLoNG. AkolovOel pio avaokomnon
TOV KOWVOTOULOV oV £(0vVv eloaybel ta televtaio koot mévte (amd 1o 1988 g v
TPOTN OEKOETIO TOV EIKOGTOV TPMOTOV OiidVeL, TO 2010) 670 EAANVIKO EKTOOEVTIKO
oVGTNUO LLE OKOTO TNV VIOGTNPLEN KoL TV TEPULTEP® AVATTLEN TNG KOAATEYVIKNG
ekmaidevong oty EALGda. H mapovsioon avtn amoPfAénel 6to va Tpoopépet Eva
TAOIG1I0 TANPOPOPLDOV OO OOV AVOAVGELS, TPOTAGELS KUl OTOPACELS OYETIKA LLE
™V KoAMTe VKT ekmtaidevon ¢ EALGdag pmopodv va Tpokdyouv.

Key words: Greek art education, behavioural learning theory, self- expression,
cognition.

1. Introduction

The twentieth century produced two phases in art education internationally’, that
are also reflected in Greek art education. Phase one involved self-expression
and the autonomy of creativity. It also focused on formalism and basic design
exercises aimed at developing an autonomous approach to art and aesthetic
experience. Phase two emerged from the cognitive revolution, in which art is
understood as the operation of mind in specific social and cultural settings. With
the second phase, art education is valued because it engages complex forms of
cognition such as the use of the imagination, the ability to give justified forms
of interpretation, and other cognitive resources and strategies® which not only
illuminate learning through art but contribute in a wider way to understanding
human beings and their potential. The paper outlines firstly, the different periods
of Greek art education. It follows by presenting educational initiatives in the field
of Greek art education. In order that the reader can make sense of this outline, it is
important to keep in mind that the subject of art in the related historical documents
is often synonymous with “drawing”, “sketching”, “calligraphy”, “drafting”,
“plastic art”, “handicrafts” “technical drawing” and “aesthetic education”.

2. Greek art education in the twentieth century

It is possible to identify four periods in the development of art education in Greece

during the twentieth and early twenty-first centuries. These are:

e Period 1: From 1900 to 1910-the beginning of the twentieth century — art education
is under the influence of nineteenth-century educational values and historicism.

e Period 2: During the period 1910-1969 art education is influenced by the

1 Tsimboukidou, 1. (2015), Models of art education in the twentieth century. Theory and Research in the
Sciences of Education, 4/2015. In: http://periodiko.inpatra.gr.

2 Cunlifte, L. (2008), Using assessment to nurture knowledge-rich creativity, Innovations in Education and
Teaching International, 45 (3), p.p.309-317
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ideas of the “Educational Society”.
e Period 3: From 1977 to 1999 — art education is part of more general educational
reforms.
e Period 4: From 2003 onwards — art education is part of a new cross-curricular
approach based around themes.
The following describes each one of these phases of art education in
Greece in more details.

2.1. Period 1: Art education at the beginning of the twentieth century

During this period, art education in the Greek state school system came under the
influence of nineteenth-century ideas and the legacy of the classical world, which
not only served as a contact with shared European values of the time but also had a
more specific historical connection with the study of Greek antiquities and thinking.
In state schools these ideas were worked out in the following way. The art curriculum
for primary education that was published in 1894 (Table 1), refers to the study of
calligraphy and sketching, which were aimed at developing skills thought necessary
for pupils’ professional future 3. However, the actual practice of sketching at this
time turned out to be more like developing the ability to copy original art works.
This approach used didactic, formal methods of teaching based on behavioural
learning theory and its related stimulus-response mechanical view of knowledge
acquisition, which required students to act only when instructed to do so, and in
accordance with the teacher’s demonstration. The teaching was of a formal nature
and took place in a formal setting. In secondary education, a book published in
1907 on visual art (notably calligraphy and sketching) coded the teaching methods
for these disciplines, in which themes are harmonized with the ideals of classicism
by developing mechanical routines based on imitating the Greek classics. Such an
approach prescribed starting with linear work with drawings done from objects,
which are then finished by applying the rules of perspective and the recording of
volume with light and shade. This form of art education came to be increasingly
questioned as its only goal was to cultivate the skill of reproduction, which also had
the effect of discouraging any original thinking and self-expression.

2.2. Period 2: The period influenced by the ideas of the “Educational
Society”

A new era for Greek education began with the new approach introduced by the
“Educational Society”, a group of progressive Greek teachers who founded this
organization in 1910 with the aim of reforming the education system. Their
approach was influenced by the new views on pedagogy generated in the USA

3 Lefas, C. (1942), The history of education. Athens: O.E.S.B.
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and Europe at the beginning of the twentieth century. The new approach to
pedagogy meant that the previous mechanistic view of learning by the imposition
of rules was rejected in favour of the spirit of collectivism and giving priority
to experience and active participation. The Educational Society’s curriculum,
which was proposed for primary education to the Greek education authority in
1912 (Table 1), recommended that children in the early years of primary be
free to draw objects or scenes from fairytales, memory and their personal life,
with children in the later years of primary education being taught free drawing,
shading and perspective. A cross-curricular approach to learning was proposed
in which visual art was to be integrated with the teaching of other subjects. The
spirit of collectivism, which would be accomplished by group work, was also
proposed with the instructional role of the teacher being aimed at applying a
“unique influence” on the children. The progressive views of the Educational
Society were severely criticized for provoking a suspect educational rebellion®.
They were met with harsh resistance and rejected. Even though the proposed
reform of primary education was rejected by the Ministry of Education, it did
influence the views of pedagogy during the rest of the twentieth century. Also,
the Educational Society’s views can be seen in the curriculum for primary
education as described in 1913 (Table 1). For example, the new primary art
curriculum of 1913 which was approved by the Greek Ministry of Education, was
centered on the development of sketching and calligraphy, and was written for
all the six classes of primary schooling. In the curriculum for early years, the art
curriculum anticipates the move towards the teaching of drawing and sketching
from memory, in contrast to the more formal programme that preceded it. It was
only in the later years of primary education that the teaching of perspective and
shading were advocated. The time devoted to teaching aspects of visual art was
double that of the curriculum of 1894. In addition, after the publication of the
1913 document, the necessity of visual art in education was embraced by the
majority of educators, a view that was sustained until 1969°.

A parallel initiative took place with the publication in 1914 of the
secondary curriculum (Table 1), which increased the time allocated to art to nine
hours weekly for all the three years of lower secondary school (three hours weekly
per year class). In 1918 crafts were added to art curriculum, with the overall
teaching hours allocated to visual art occupying 13% of the school timetable, that
is, five hours weekly for year class a’, five hours weekly for year class b’ and four
hours weekly for year class c’(Table 1).

In 1931 a new art curriculum was issued for secondary education that
renamed the subject of art as “technicals” (Table 1). It became compulsory and
was taught for eight hours weekly with a total of 180 hours weekly for six year

4 Vaos, A. (2000), Visual art education in Greek education. Athens: Ellinika Grammata.
5 Salla, T. (2008), Art education and educational systems. Athens: N¢sos.
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classes of lower and upper secondary education, or 4.4% of school time. Even
though the curriculum was characterized by the spirit of reform that the liberal
government of the day sought to establish, many features of the old curriculum
were maintained, including the more formal approach to teaching that prevailed
before the influence of the Educational Society became more widespread. Those
actually involved in the educational process began to demand more change, but the
conservative policies and the accompanying formal and mechanistic approach to
curriculum and teaching still prevailed. The policies and social conditions of the
country at the time emphasized productivity, elegance, knowledge and usefulness
as the aims of the art class.

In 1935, and throughout the time of the Metaxa dictatorship (1936-1941),
visual art was taught as 3.3% of secondary school education, which represented
a reduction on previous arrangements. The decades that followed, despite some
innovations, featured; reduction in the hours of instruction for art, dominance of
the more formal approach to teaching the subject, adherence to the formalistic
view, and differentiation between the subject materials based on pupils’ gender. In
1961, art accounted for 3.6% of the secondary school education, and in 1967 it was
reduced to 2.7%. Two years later, it was further reduced to just 1.9% (Table 1).

2.3. Period 3: The period of educational reforms: the art curriculum 1977-
1999

The period from 1977 to 1999 saw reforms both minor and major in education
in Greece, including art education. The new approach for primary education
that emerged in 1977 (Table 1) moved away from the formal emphasis of the
previous curriculum towards embracing the ideas of the Educational Society and
its stress on cultivating the spirit of self-expression and active participation. The
central aim for art education became the cultivation of free thought by providing
opportunities for pupils to express themselves and develop their imagination®
7 using teaching methods that aim to foster experimentation and novelty. The
1977 curriculum for primary education was influenced by the ideas of Read?, who
argued that education through art should be built around the expression of feelings.
However, the curriculum still retained the need for the gradual application of
correct sketching activities and skills that could be useful for a pupil’s future
professional life. As part of these proposals, art was required to be taught for
twelve hours for all six year classes (two hours weekly for each of the six year

6 Xanthoudaki, M. (1998), Educational provision for young people as independent visitors to art museums and
galleries: Issues of learning and training. Museum Management and Curatorship, 17(1), p. p 159-172a.

7 Xanthoudaki, M. (2003), Museums, galleries and art education in primary schools. In M. Xanthoudaki, L.
Tickle & V. Sekules (Eds.), Researching visual arts education in museums and galleries, Dordrecht: Kluwer
Academic, p. p. 105-116.

8 Read, H. (1943), Education through art. London: Faber & Faber.
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classes) accounting for 7.5 % of primary education.

In 1982, the subject of art was renamed “aesthetic education” (Table
1), “Aesthetic education” was a term that was introduced during the 1960s and
was aimed at including within art education the fields of criticism, art history,
aesthetics, and other arts disciplines like music, theatre, dance and literature’.
In Greece, the term aesthetic education referred to the study of drawing, crafts,
painting and music'®. Such a curriculum began to allow for pupils’ real interests
and abilities, as well as giving greater time for the contextualized study of art.
In primary education, aesthetic education was more concerned with “pupils’
emotional and sensory development as well as at the acquisition of artistic
skills”!!, The curriculum “emphasized the importance of investing in pupils’
individual abilities, needs and interests; and encouraged the development of their
cultural awareness”'?. In 1985, a new art curriculum (Table 1) was published for
secondary education which included painting, drawing, sculpture, and etching.
Its more general aim was to nurture pupils’ interpersonal skills, responsibility,
collaboration, creativity, self-esteem and emotional development. Other aims
were to develop cultural awareness and critical thinking about art and its capacity
to communicate meaning. The curriculum also stressed the significance of
integrating art with the rest of school life, with the themes for the year-one class
being developed on the basis of pupils’ social life and contemporary issues about
art. For the second and third years, themes were selected to enhance skills. The
1985 curriculum envisaged art being taught for one hour per week for each of
the first three years of the lower secondary stage and one hour per week for the
upper secondary stage. In 1990, a new art curriculum (Table 1) was published for
primary education. New textbooks to support art teachers covered not only art
but also music and drama. Pupils’ aesthetic development is understood to be best
enhanced through creative self-expression and developing cultural awareness
through studying past and present art works. This latter aim involved greater
co-operation with museums, ateliers and factories'®. With this new model of the
art curriculum, it was a requirement that the subject be taught for four hours per

9 Smith, 1987a, as cited in Salla, T. (2008), Art education and educational systems. Athens: N¢sos.

10 Xanthoudaki, M. (2003), Museums, galleries and art education in primary schools. In M. Xanthoudaki, L.
Tickle & V. Sekules (Eds.), Researching visual arts education in museums and galleries, Dordrecht: Kluwer
Academic, p. p. 105-116.

11 Xanthoudaki, M. (2003), Museums, galleries and art education in primary schools. In M. Xanthoudaki, L.
Tickle & V. Sekules (Eds.), Researching visual arts education in museums and galleries. Dordrecht: Kluwer
Academic, p.p. 105-116.

12 Xanthoudaki, M. (2003), Museums, galleries and art education in primary schools. In M. Xanthoudaki, L.
Tickle & V. Sekules (Eds.), Researching visual arts education in museums and galleries. Dordrecht: Kluwer
Academic, p.p. 105-116.

13 Xanthoudaki, M. (2003), Museums, galleries and art education in primary schools. In M. Xanthoudaki, L.
Tickle & V. Sekules (Eds.), Researching visual arts education in museums and galleries. Dordrecht: Kluwer
Academic, p.p. 105-116.
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week for the first four classes of the primary school and two hours per week for
the last two classes of the primary school. In 1999 (Table 1), a unified framework
for all school curricula was published that was to be followed by all schools,
from the kindergarten to upper secondary education. This change in approach
was underpinned by the realization of the importance of offering all pupils a
consistent and continuous framework for their education based on a unified
philosophy. This approach aimed at making better transitions not only from one
year class to the next, but also from one level of education (primary education) to
the next (secondary education).

2.4. Period 4: The cross-curriculum approach to learning in art education

The new curriculum of 2003 (Table 1) adopted an interdisciplinary approach to
knowledge, which contrasted with the previous view of disciplines for primary
and lower secondary education. In aiming to improve the quality of teaching and
learning, the education authorities encouraged active participation and a creative
approach to new social requirements. Within this philosophy, cross-curricular
links or interconnection between subjects and basic concepts was proposed. The
cross-curricular approach to learning was not a new idea in Greek education
as the Educational Society had introduced the idea many decades before. The
publication of the 2003 cross-curriculum approach to learning in art education
consisted of two parts: The first part introduced the cross-curriculum approach in
art learning and was titled: “Cross-Thematic Curriculum Framework for Art” The
second part introduced the “Analytical Curriculum for Art™'*.

3. Summary of Greek art education in primary and secondary education
during the twentieth and early twenty —first centuries

During the first half of the twentieth century, art education was taught under
the strong influence of the formal approach to education. With this uniform
approach, common attitudes towards beauty and the ability to reproduce skills
and knowledge were considered the most important goals of art education. This
view changed in 1977 when the new curriculum proposed a greater emphasis
on self-expression and innate creativity as isolated from any reference to the
contextual study of art. During the 1980s serious efforts were made to tackle this
inadequacy by attempting to contextualize the study of art in the curriculum. The
art curriculum of 1999 gave a more explicit understanding of the way cognitive
processes operate in primary and secondary art education, which was consolidated
in the 2003 version.

14 The legislative framework for the cross — curriculum approach to learning.
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4. Art institutions at the primary and secondary school level in Greece over
the last twenty years (1988 —2010)

Over the past twenty five (25) years, the Greek Ministry of National Education
has undertaken numerous initiatives to improve art education in both public and
private primary and secondary schools. Several measures including new study
programmes and other innovations that aimed at promoting art education using
open, creative and autonomous learning approaches, have been explored. These
innovations are part to a wider concern to improve arts education internationally.
This priority, concerning the provision of art education, was a significant
topic for United Nations Educational, Scientific and Cultural Organization
(UNESCO) during the General Conference in 1999, when it launched a strong
appeal to all its nation-members to improve the provision of art education'.
The director, Koichiro Matsuura, called on all member states to take the
appropriate administrative, economic and legislative measures to promote
art in all levels of education. Greece followed this pioneering international
stream of reconstructing art education, which started in the second half of
the 1980s. National educational authorities were quick to mobilize, liaising
with teachers, artists and cultural institutes so as to secure the conditions for
a smooth cooperation between academia and the arts. The Greek educational
authorities, with a series of strong institutional, administrative interventions in
the primary and secondary education, reformed the picture of art education.
Below is a brief outline of the steps that have been taken by the Ministry of
Education from 1988 until 2010, to develop the arts in education and to enrich
the curriculum a bigger engagement with art and culture.
Initiatives to improve art education of Greece from 1988-2010:
* 1988 - The creation of specialist secondary music schools
* 1993-2010 - The launch of an annual art festival titled “The National Student
Cultural Games” for primary and secondary school students
* 1999 - The launch of the “Let’s Go to the Cinema” (Pame Cinema in Greek)
project
* 2003 - The creation of specialist visual and performing arts schools
* 1994-2004 — The creation of the pilot project titled “Melina Education and
culture, arts in primary school”
* 2003 - The creation of the educational position of “Cultural Events Officers”
In addition to the above, there was another important initiative related to
the development of art education:
* 2003 - The launch of a new “cross-thematic curriculum of study” for all school
subjects at primary and secondary levels. This included the introduction of the

15 Vergidis, D., & Vaikousi, D. (2003), Melina project - education and culture: Teachers’ in-service training.
Athens: YPEPTH, YPPO, ITEE.
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“flexible zone for creative and cross-curricular activities” at the primary school
level and the “zone of innovative actions” in the early secondary school level.

4.1. Music schools

The Ministry of Education passed a series of presidential decrees and ministerial
decisions to establish a music school in 1998!, The aim of music schools is to
educate and train pupils who wish to pursue a career in music ensuring that they are
not deficient in general knowledge, in case they finally decide to pursue another
scientific or professional field. The curriculum of music schools includes general
education courses, aesthetic education and afternoon study courses. The teaching
of music courses and exercise in workshops may be collective or personalized.
It was decided by the Ministry that a five-member artistic committee would
be created, comprising experts in the operating sectors of music schools and
acknowledged pedagogues. The committee members change every three years.
The work of the artistic committee is to study the curricula at music schools and
to supervise and monitor the organization and operation of the schools as regards
staffing and the evaluation of pupils’ performances in the music subjects. The
committee examines pupils’ level of ability in rthythm, acoustic and vocal skills,
and discernment of tones and, optionally, a musical instrument recognized by
the Ministry of Culture. The progress of pupils in music subjects is the criterion
for their remaining in the music gymnasio and music lyceio. The first music
secondary school opened in 1988 in Pallini, Attica, on an experimental basis
in order to apply experimental programs and experimental teaching methods.
During the school year 2007-8 there were in total thirty-six (36) music schools
throughout the country: music gymnasia and music lyceia.

4.2. National Student Cultural Games

The establishment of the National Student Cultural Games in 1993 was a new
institution for primary and secondary school education'’. The aim of the games is
to introduce pupils to the empirical value of arts in relation to education, focusing
on ancient and modern drama, dance, visual arts and music. The games are
organized each year and are held on two levels: regional and national; participation
is open to all public and private schools and to pupils from across the country,
from the large cities to mountain villages and the smallest islands.

Nearly twenty-eight thousand (28,000) pupils from around the country
participated in the games held during the academic year 2000-1'%. A total of

16 The legislative framework for the establishment and the operation of public music secondary schools.

17 The legislative framework for the establishment of the National Student Cultural Games.

18 Tsimboukidou, I. (2014), Pupils’and teachers’ perceptions of visual art education: A case study based on
one of Greece s new secondary arts schools. Athens: Arnaoutis.
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four thousand nine hundred fifty eight (4,958) pupils participated in the field
of drama, another nine thousand nine hundred ninety two (9,992) in visual arts,
six thousand one hundred eighty five (6,185) in music and six thousand eight
hundred thirty four (6,834) in dance. A closer look at the data shows that 15
percent of all primary and secondary school pupils from both private and public
schools across the country participated in the drama games. Some 21 percent of
pupils nationwide participated in the dance portion of the games, while 18 percent
participated in the music section. A significant 46 percent of pupils participated
in the visual arts section. A considerable total of seventy six thousand (76,000)
pupils nationwide participated in the games, during the school year 2002-3.
More than four thousand (4,000) pupils from two hundred and one (201) schools
participated in the theatre workshops; some ten thousand and five hundred
(10,500) pupils from five hundred and seventeen (517) schools participated in
the visual arts workshops'. In the school year 2006-7 nearly twenty thousand
nine hundred sixty six (20.966) pupils from around the country participated in
the games?.The National Student Cultural Games ran for last year in 2010. The
institution was established by the Ministry of Education, co organized with the
support of the General Bureau of Youth (GGNG) and the National Organization
of Primary and Secondary Teachers (OIELE).

4.3. Cultural events officers

The National Student Cultural Games also started a new trend of posting
teachers as cultural event officers at each of the one hundred and twenty six
(126) (fifty-eight at the primary school level and sixty-eight at the secondary
school level) directorates around the country®'. Each directorate has one cultural
event officer overseeing primary schools and another officer for the secondary
schools; each is posted for four years. Their job is to promote and develop issues
of cultural interests among pupils at the primary and secondary school level.
Each directorate is responsible for several schools. During the academic year
2006-7, one thousand two hundred eighty five (1,285) cultural programmes were
organized and realized with the participation of nineteen thousand two hundred
seventy five (19,275) pupils of primary education and two thousand five hundred
seventy (2,570) teachers?.

4.4. The Melina Education and Culture project

The pilot project Melina Education and Culture (arts in primary school) ran for

19 Ypepth & Pi, 2003.

20 Ypepth, 2007.

21 The legislative framework for the teachers responsible for cultural issues.

22 Eurydice. (2007), Key data on education in Europe 2007. Brussels: EACEA/Eurydice.
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ten (10) years, between 1995 and 2004%. According to the report published by the
Council of Europe in 2006*, the aim of the Ministries of Education and Culture in
launching the project in 1995 and was to raise the status and improving the quality
of the cultural dimension in education. The project proposed a restoration of daily
school activities through the indissoluble power of art and culture. This included
a network of “satellite actions” that focussed, among other things, on specialist
education and the development of the European Network of Artwork Schools
(ENAS). The project also encouraged the widening of the curriculum content in
the arts, to include theatre, the visual arts, modern dance, music, photography
and literature. It also proposed a broad development of practical collaborations
between schools, artists and cultural institutions through well-planned visits by
pupils to cultural centres, especially museums and other sites of historical or
archaeological interest, and through residencies and visits by artists. Each school
participating in the project outlined the extra-curricular activities it offered in its
annual programme. These activities included the organisation of art exhibitions
at the schools, visits to theatres, exhibitions and concerts. Participation in the
project was as follows: 1995-6: Forty-six primary schools, 1996-7: Seventy
one primary schools, 1997-8: Eighty-one primary schools, 1998-9: Eighty five
primary schools,1999-2000: Ninety-nine primary schools,2000-1: Ninety-two
primary schools, including two schools from Cyprus®. The project was completed
in 2004 with the participation of ninety-four primary schools?.

4.4. The “Let’s Go to the Cinema” project

The “Let’s Go to the Cinema” (Pame Cinema in Greek) project was organised
in 1999 by the Ministries of Education and Culture and the Thessalonica Film
Festival. This project was initially designed for primary school pupils but was
later extended to the secondary school level. The project introduced pupils to
cinematography and to prominent people in this field and participating schools
produced short-length films that were shown at the Thessalonica Film Festival.

4.5. The cross-curriculum approach to learning

In an effort to improve the quality of teaching and learning at Greek public
schools, the Ministry of Education in 2003 prompted a shift to a student-centred

23 The legislative framework of the Melina project (arts in primary schools).

24 Robinson, K. (2006), The arts in schools provision across Europe. Arts education in Europe. University
of Warwick. The council of Europe. (http://www.coe.int/t/e/cultural cooperation/culture/completed projects/
youth/d.CountryProfiles.asp#TopOfPage, last updated 5-11-2007).

25 Vergidis, D., & Vaikousi, D. (2003), Melina project - education and culture: Teachers’ in-service training.
Athens: YPEPTH, YPPO, ITEE.

26 Eurydice. (2007), Key data on education in Europe 2007. Brussels: EACEA/Eurydice.
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schooling that corresponds to pupil’s life world?". It is under this framework that
the Greek Ministry of Education proposed a cross-curriculum approach to the
learning process. This approach revised the aims and methods of teaching, as well
as the content of school subjects. It allowed an interconnection between school
subjects and an overall analysis of basic concepts. The new cross-curriculum
programme of study of 2003, for all school subjects, was developed for primary
and secondary school education. It introduced a “flexible zone for creative and
cross-curricular activities” in primary schools and a “zone of innovative actions”
in lower secondary schools. Within the framework of the cross-curriculum
approach the role of art figures as an essential component of the learning process.
For this reason the cross- curriculum approach is considered very important for
the provision of visual art education in Greece.

4.6. Secondary arts schools in Greece

In 2003 arts school (lower and upper secondary education) aimed at educating

pupils in the arts and supporting their preparation, if so wished, for a future career

in Theatre-Cinema, Dance and Visual Arts?. The arts school curriculum for the
gymnasio includes general knowledge subjects as well as art subjects, with the
following timetable:

e Ist school year: twenty nine hours of general knowledge and sixteen hours of
art subjects;

e 2nd school year: twenty eight hours of general knowledge and seventeen hours
of art subjects;

e 3rd school year: twenty nine hours of general knowledge and sixteen hours of
art subjects.

The timetable for the lyceio is as follows:

e Istschool year: thirty hours of general knowledge and sixteen hours of artistic
subjects.

e 2nd and 3rd school year: no general knowledge courses are eliminated — given
the particular nature of the curriculum in lyceio - while fourteen and sixteen
hours of artistic subjects are added respectively.

Pupils graduating from the gymnasio, the lower secondary school stage,
are given certificates. Diplomas, which are valid for university entrance, are given
to those who graduate from the lyceio. Teaching positions at these schools are very
attractive and competitive. The teaching staff employed at the arts schools are
expected to hold a graduate degree in the arts and to have more than five years of
teaching experience, as well as artistic experience. As regards the head teachers,
they are usually prominent cultural figures and are hired for four years by the

27 The legislative framework for the cross — curriculum approach to learning.
28 The legislative framework for the arts schools.
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local educational councils. Based on the decision of the Minister of Education,
a five-member committee of arts schools is set up of comprising experts and
acknowledged personalities. Enrolment of pupils in the first year class of arts
school is made after selection per direction. In order to facilitate attendance, pupils
are transferred to school by special buses and also have lunch there. During the
academic year 2008-2009, three arts schools operated in Greece: in Athens; in
Crete, and in Thessalonica. The same year 279 pupils were enrolled in the school
in Athens, 132 pupils in Crete, and 80 pupils in Thessalonica. From 2003 to 2010
these schools continue to operate under a pilot framework. The funding comes
from the Ministry of Education and the Unified Program of Primary Education
and Professional Grounding (EPEAEK II-funding programme).

5. Greek art education and art education in the Western world in the
twentieth century

All four periods of Greek art education in the twentieth century, reflect the ideas of
art education that has been developed in Europe and the United States of America
the same period. Art education in Europe and the United States of America in the
twentieth century operated in a modernist or postmodernist paradigm, emerging
various models of art education with different orientation towards curriculum,
teaching and the learning process.

5.1. The modernist paradigm of art education

Early twentieth-century models of art education that have been developed in
the western world, such as self-expression, formalism and basic design, and art
as grounded in daily life, have been conceptualized within a modernist rationale
and paradigm. These modern approaches to art education share common
features, particularly the idea of individual autonomy, in which subjective
reality is dichotomized with the objective world. Learning is considered an
intuitive quality of the learner. Understanding of art is separated from its social
and cultural context. Knowledge is practical and can be generalized. The idea
of instrumentality is practiced in learning. Greek art education in the beginning
of the twentieth century echoes much of the above rationale. Periods one and
two involved the ideas of autonomy of creativity and focused on formalism and
instrumentality. The teaching of drawing and crafts as part of Greek primary and
secondary education at the beginning of the twentieth century was regarded as a
means of enhancing pupils’ skill development, necessary for their professional
futures. The teaching approach was based on behavioural learning theory.
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5.2. The post-modern paradigm of art education

The late decades of the twentieth century introduced a more pluralistic,
multidimensional understanding of art. Knowledge acquisition is developed around
the cultural and historical aspects of art education, to include the world’s cultures.
Contrasting and alternative thinking is introduced by postmodernists, and reveals
what is hidden from the conventions of modernism. The focus in postmodernism is
on the importance of understanding the social origins of knowledge, the underlying
social structures, relationships and the power process. The emphasis is on a pluralist
and inclusive curriculum to understand different practices of art. Art education
aims to develop critical thinking. Greek art education in the late of the twentieth
century followed the above aims. The curricula of periods three and four, mainly
from 1990 and onwards, made efforts at contextualized studies of art establishing
the relationship between art understanding and cultural and social context.

6. Summary

The paper has reviewed the profile of Greece’s art education within the context
of national art education the last one hundred years. It attempted to develop an
insightful way of looking Greek art education. The provision of art education
is an area of research that has gained the attention of researchers in Greece®.
Numerous surveys about the role of art education in the formal education of
young people have also been carried out in Europe as reported by the Council
of Europe®. The paper is related to a wide range of research in art education that
focused on the process of learning and issues concerning the content and purposes
of the curriculum, and the associated instructional methods®' . It is hoped that the

29 Ypepth & Pi, 2003.
30 Robinson, K. (2006), The arts in schools provision across Europe. Arts education in Europe. University
of Warwick. The council of Europe. (http://www.coe.int/t/e/cultural cooperation/culture/completed projects/
youth/d.CountryProfiles.asp#TopOfPage, last updated 5-11-2007).
31 Bruner, J. (1996), The culture of education. Cambridge, MA: Harvard University Press.
Brewer, T. (1998), The relationship of art instruction, grade level, and gender on third and seventh grade
student drawings. Studies in Art Education, 39 (2), p.p. 132-136.
Brewer, T. (1999), Art teacher profiles and preferences. Studies in Art Education, 41 (1), p. p.61-70.
Tuman, D. (1999), Gender style as form and content: An examination of gender stereotypes in the subject
preferences of children’s drawings. Studies in Art Education, 41 (1), p.p. 40-60.
Hafeli, M. (2000), Negotiating “fit” in student artwork: Classroom conversations. Studies in Art Education,
41 (2), 130-145.
Hickman, R. (Ed.) (2000), Art education 11-18. London: Continuum.
Vaos, A. (2000), Visual art education in Greek education. Athens: Ellinika Grammata
Vaos, A. (2003), Visual art notions in the Greek art education. Dokimes, 11-12, p.p.243- 268.
Burton, J. (2001), How do you teach? Results of a national survey of instruction in secondary education.
Studies in Art Education, 42 (2), p.p.131-145.
Congdon, K., Blandy, D., & Bolin, E. (2001), Histories of community- based art education. Arts Reader, 12
(3), p. 203.
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paper will add extra knowledge to the development of art education, and provoke
further reflection on Greek art education.
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Table 1: The visual art curricula of Greece during the period 1894-2003
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The cross thematic curriculum of 2003

Year of issue of mew
curriculum

Adopted the interdisciplinary approach of knowledge

» Making
b Understanding
» Integration of know-ledge

Curriculum aims

|Aesthetic education: visual art, music, drama.

Thematic cover

Expenential teaching critical approach

Teaching method

Weekly
Three hours per week for the first four classes & two hours per

Total
week for the rest two last classes

hours
9.2% School time

The cross thematic curriculum of 2003%

Year of issue of mew
curriculum

» Making
» Understanding
» Integration Of Knowledge

Curriculum aims

etching), music, drama.

Thematic cover

[Exxperiential teaching critical approach

Teaching method

Two hour per week for Gymnasio (one hour for music & one hour
for visual art) & one hour per week for the first class of Lyceio
Drama)

Weekly
Total

hours

6%

School time

E00T, UI UOIEINDS 118 U Sunnea| o] yoeoadde wnmommo-s50.00 YL

NOLLV DU AAVINRID

NOILVIOAA AVANO IS

AUNLINAD LSAL HIATINAML JHL 40 WOTADRRND LAV TVASIA MHEED THL

Education, 12/2016, p.p. 83-108. In: http:/periodiko.inpatra.gr

Tsimboukidou, I. (2016), Greek art education in the twentieth century, Theory and Research in the Sciences of



Greek art education in the twentieth century
Tsimboukidou Irene

- 105 -

Source: Vaos, 2000%?; Xanthoudaki, 2003*; Eurydice, 2007**; Tsimboukidou, 20143
The legislative framework for the art curricula:

1. Royal Act / 20 November 1984. Curriculum on the subjects of the D’ year
class Primary Schools

2. Official journal of the Greek State 139 (12 July 1907)

Royal Act/ 1 September 1913

4. Royal Act 31 October 1914. Curriculum on the Taught subjects of the Greek
School and gymnasio. Official journal of the Greek State 369/10 December
1914

5. Royal Act 17 December 1918. Official Journal of the Greek State 255/19
December 1918

6. Royal Act 702/16 October 1969. Curriculum and Timing Plan on the Taught
subjects of the Primary School

7. Official journal of the Greek Democratic State. On the taught subjects,
Curriculum and Timing Plan of the Primary School, Presidential Decree
1034/77, 1.347 (12 November 1977) : 3191 — 3220

8. Official journal of the Greek Democratic State. Curriculum and Timing Plan
of A’ and B’ class of Primary School, Presidential Decree No 583/82, 1.107,
article No 2 (31 August 1982) : 917 — 962

9. Official journal of the Greek Democratic State. On the Taught subjects,
Curriculum and Timing Plan of the lower Secondary School, Presidential
Decree 438/85, (158/19 September 1985) : 2485, 2473, 2481

10.Official journal of the Greek Democratic State. Aesthetic Education Curriculum
for Classes C’, D’, E’ and F’ of the Primary School, Presidential Decree No
132/90, vol. 1.53 (10 April 1990): 545 — 559

11.Official journal of the Greek Democratic State. Aesthetic Education Curriculum
for Classes F’, G’ of the Primary School, Ministerial Decree No ['1/633, vol. 2
(28 July 1999): 1535

12. The legislative framework for the visual art curriculum for gymnasio
Ministerial Decision [12/3864/24-8-1999 Government Gazette/1645/24-8-99
Official journal of the Greek Democratic State Aesthetic Education Curriculum
for lower and upper Secondary School, Ministerial Decree No /3864, vol. 2
(24 August 1999): 1645

98]

32 Vaos, A. (2000), Visual art education in Greek education. Athens: Ellinika Grammata.

33 Xanthoudaki, M. (2003), Museums, galleries and art education in primary schools. In M. Xanthoudaki,
L. Tickle & V. Sekules (Eds.), Researching visual arts education in museums and galleries Dordrecht: Kluwer
Academic, p. p. 105-116.

34 Eurydice. (2007), Key data on education in Europe 2007. Brussels: EACEA/Eurydice.

35 Tsimboukidou, 1. (2014), Pupils’ and teachers’ perceptions of visual art education: A case study based on
one of Greece s new secondary arts schools. Athens: Arnaoutis.
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Appendix 2: The legislative framework for the cross —curriculum approach
to learning

* Ministerial Decision Ministry of Education (Ypepth), Government Gazette
303/13-3-2003
“The Cross-Thematic Curriculum Framework for art and the Analytical
Curriculum for Art”

Appendix 3: The legislative framework for the establishment and the
operation of public music secondary schools

» Ministerial Decisions Ministry of Education (Ypepth)
12/3345/2-9-1998 (§ 16 L1824/88 Government Gazette 296/v. o)
“Organization and function of music schools”

* Government Gazette 649/v. b'/7-9-1998(Ministerial Decision 3345)
“The establishment, organization and function of music schools”

* Government Gazette 658/v. b'/1-7-1998(Ministerial Decision 3850/1'2)
“Function of music schools”

Appendix 4: The legislative framework for the establishment of the National
Student Cultural Games

» L 2817/2000 (Law): 2000, 2817, Government Gazette A 78/14-3-2000
“Education of individuals with special education needs and other
stipulations”

Appendix 5: The legislative framework for the teachers responsible for
cultural issues

e Ministerial Decision Ministry of Education (Ypepth) I'7/ 69259/10-7-2003
“The establishment of the positions for the officers responsible for cultural
issues” and 1'7/91483/1-9-2003 amendment of I'7/ 69259/10-7-2003

Appendix 6:°The legislative framework of the Melina project (arts in the
primary schools)

o ®8/249,309/28-2-1995/T'1
Ministerial Decision Ministry of Education and Ministry (Ypeth) of Culture
(Yppo) in common

Appendix 7: The legislative framework for the arts schools:
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L 3194/2003 (Law): 2003, 3194, Government Gazette A 267/20-11-2003
“Regulation of educational issues and other stipulations”

Ministerial Decision 107922/1'7/3-10-03

Organization and function of arts schools

Government Gazette 1497/ v.b’/10-10-2003, amending Ministerial Decision
A39707/T7/12-4-2007

Ministerial Decision 45871/1"7

Function of arts schools

Government Gazette 786/ v.b’/26-5-2004 (Ministerial Decision 45871/1'7/8-
5-2004) — amending M.D. 39708/1"7/12-4-2007

Ministerial Decisions regarding the establishment of the three arts schools
Ministerial Decision 90494/A4, Ministerial Decision 125031/A4, Ministerial
Decision 130625/A4

Ministerial Decision 65473/T'7
Government Gazette 932/ v.b’/6-7-2005
The constitute of arts school council

Ministerial Decision 90714/1'7/12-9-2005
Government Gazette 286/ v.b’/10-3-2006
Timetable of a’, b’ & ¢’ year class for the Gymnasio arts schools

Ministerial Decision 88740//1'7/6-9-2006
Timetable of A’, B’ & C’ year class of Lyceio arts schools
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