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1. Introduction
Most teachers in mainstream education in Greecepleamthat they teach students who
with some exceptions dislike school. They see shadents’ enthusiasm on the first day
of the school year is transformed into boredom \arickly and they end up working
only with a few consistent students while they feelpless in motivating the rest of
them. Overall, the school culture is not consideasdmotivating since its centralised
structure hinders the development of studentsicatithought and creativity. A question
that has already emerged is how far traditionabsthractice is untenable and whether it
should be replaced by new education models thdtlaoeet the needs of students who,
in spite of having a normal learning potentiall fiaischool.
To those who have dropped out from secondary cosopyleducation in Greece a
second chance is offered through two types of dehdloe Evening Schools (ESs) and
the Second Chance Schools (SCSs). While ESs haveatie curricula as well as the
same teaching and evaluation methods as ordindrgo in mainstream secondary
education, SCSs are considered to be innovativey Tdperate without pre-specified
curricula, use new teaching and evaluation metaodsoffer counseling to students.
This paper is part of a large scale research grojeeeaningful learning conducted in
two different school environments — that of an engrschool and a second chance

school. It aspires to evaluate motivation in th&d®ol environments.



2. Literaturereview

2.1 ESculture

The first ES was established in 1934 (Katsikas02®it in their present form they were
established through the Law 1566/85 introducechkyGreek Ministry of Education and
Religious Affairs (GMERA, 1985).

ESs offer compulsory education (3 years) as wellggger secondary education (4 years)
while they admit people older than 14 years old Wwhwe a job and have dropped out of
the ordinary secondary education.

Since ESs operate exactly as mainstream schoddg, ¢hlture can be approached
through literature on secondary mainstream edutatio

Hopf and Xohellis (2003) characterise teaching imegB secondary mainstream
education as purely theoretical, verbalistic andbieok oriented as well as without any
reference to real life. They found that learningrbte is usually promoted and observed
deficiencies in teaching ability. As for assessmént often based on recitation of the
already acquired knowledge.

Konstantinou (2001) stresses that school aims &tngatudents comply with teachers’
perceptions. Traditional teaching along the knogtedransmission model is the most
commonly used teaching method and normative assetsmoften used as a means to

‘motivate’ students (ibid).



Pre-specified curricula do not leave space for Heex intervention and creativity
(Kossyvaki, 2003) and teachers’ pedagogical knogdeds frequently insufficient

(Konstantinou 2001, Kossyvaki 2003).

2.2 SCSculture

Following the proposal of the European Commissit®96) which is contained in the
White Paper on Education and Training, the aim bictv was to fight social exclusion,
the Greek Ministry of Education and Religious Afls{GMERA, 1997) established SCSs
These schools offer accelerated compulsory educab people older than 18 years old
who have dropped out of ordinary compulsory edocatiAfter two years of study
students can obtain qualification equivalent td tt#ained in ordinary education.

SCSs, according to the school guidelines publighethe Institute of Lifelong Learning
(IDEKE 2003), should use constructivist pedagogyarning is conceived as action and
not as acquisition and therefore it is based ocodisry on the part of the students as well
as teachers who should also be active researchieesefore collaborative learning, the
method of project as well as crosscurricular apgnea within the context of
multiliteracies, are considered to be the most @mpate teaching and learning methods.
In this way students take initiatives with regasdtheir own learning while they acquire
gradually meta-cognitive abilities. Teachers areitéd to recognise students’ needs
regarding their way of learning and support therooadingly. It should be noted that
students with learning difficulties are further popted through extra teaching sessions in

groups as well as individually. Students are alfered counselling by a career advisor



and a psychologist in each school. In this sens&sS€bnstitute a highly nurturing
environment. Assessment is descriptive, based wests’ participation in the learning
process and focuses on methods which facilitateontyt the cognitive process but the
whole development of students’ personality. Assesdgrdoes not test only cognition but
also takes into account understanding, criticaiking as well as meta-cognitive ability.
In its turn meta-cognitive ability creates the cibiod for self-assessment. In general
assessment is individualised, representative aofesit’s progress and avoids comparisons
among students. Teachers do not assess studentgietance in complex mental
activities but their involvement in such activitidSmphasis is also given in students’
ability to interact and co-operate with others. ®#t@amended modes of assessment are the
one based on portfolio, the assessment of the gsockrealisation as well as of the
outcome of projects, the assessment of smallee deaks, self-assessment and peer-

group assessment.

2.3 Motivation and lear ning context

The issue of motivation is central in theories ofmition. Students may be intrinsically
motivated and therefore engaged in learning foows sake or extrinsically motivated
since they come to school in order obtain a sepamticome (Watkingt al, 2005).
According to Deci and Ryan (2000), there is mom@ntl polarised distinction between
intrinsic and extrinsic motivation, and social axts supportive of the needs for
competence, autonomy and relatedness facilitate ithernalisation of extrinsic

motivation. According to modern pedagogy such ®lgtdearning contexts are created



through constructivist pedagogy, in other words gged)y that is based on student

activity, collaboration and learner’s agency (Waslét al, 2002).

3. Conceptual Framework

3.1 Theresearch question

The aim of this study is to detect and evaluateivabbn in two distinct school
environments in second chance education and slheutdnsidered as a first step towards

researching such a complex psycho-pedagogical pineman.

The central research question of this study i®beWs:

To what extent are students motivated to learn in Evening and in Second Chance
Schools?

For the purposes of this study the degree to wiiebe schools constitute motivating
learning environments is considered to be depermietiie reasons why students came to
school as an indication of their motivation forri@ag, the school pedagogy to enhance
their motivation and the kind of learning that ireguced as the outcome of enhanced

students’ motivation.

3.2 Theoretical framework
This is mainly a qualitative study with the exceptiof calculating and presenting some

numerical data that determine the profile of thosts since what is going to be



researched is the qualities of persons, processksnaanings that are not measurable
(Denzin and Lincoln, 2003).

This study was conducted from the perspective ofasgonstructionism because it seeks
to understand multiple social constructions of nmegrand knowledge (Robson, 2005).
More specifically, within the social constructionist framework of syofib
interactionism, motivation was researched along ¢baceptual lines developed by
Blumer (1998). According to Blumer, the notion thtman beings act on the basis of
interpretations of meanings about things acquihedugh social interactions constitutes
the ideological premise of symbolic interactioniswthat enables the construction of
meaning is that the individual being in possessibits ‘self’ can stand out of it and put it
in the position of others. Blumer suggests thatpigations as arrangements of people
interlinked in their specific actions have to bedséd and explained in terms of the
interpretations in which acting participants aregaged as they handle situations.
Participants bring to such formations the worldobjects, the sets of meanings and the
schemes of interpretation that they already posdegsally, they are continuously
redefining their own perspective of the situatigndefining others’ perspectives as well

as their own through self-interaction.

3.3 Methodology
For the purposes of this research two case sthdies been conducted, one for each type
of school. Case studies focus on the groups ofracod seek to understand their

perception of events (Hughes cited in Cokeal, 2003).



Data was collected only via semi-structured in depterviews although observation was
also needed for safer results. According to Bromwth Rowling, (2003) interviews render
exploring of complex issues possible while theyowllthe researcher to provide
clarification, to probe and prompt. Moreover, sestnisctured interviews increase the
comprehensiveness of data, make data collectioteragsic for each respondent,
anticipate logical gaps and remain conversationdlsituational (Coheat al, 2003).

Since ESs are mainstream schools and thereforetitcbmsa familiar learning
environment, interviewing two teachers and two stig was considered to be adequate
for drawing conclusions on motivation. On the othand, SCSs constitute an innovative
school environment and, therefore, interviewing enpersons was necessary for safer
conclusions. So, it was decided that four teachamd five students should be
interviewed. Students were selected on the basmmadus criteria. Some students made
interesting interventions in classes | happenedliserve and some stimulated my
curiosity during some short talk or because | heaaghers talking about them. Teachers
were selected with a view to covering the main leay subjects. All interviews took
place in the schools and were recorded. For reasbnenfidentiality pseudonyms are
used in place of participants’ real names. Finatlyshould be noted that participants’
words quoted in this study were translated intoliEhdy me.

The ES under investigation is situated in a lovdimen income area near the center of
Athens where many families of foreign workers laeer the last fifteen years. The SCS
is situated in a low/medium income suburb near Ash@here many repatriated Greeks

from Russia, gypsies as well as families of foreignkers live.



For data analysis the guidelines of the Miles &uberman approach were followed
(Miles and Huberman 1994, Gibbs 2004)) as it isoiporated into NUD*IST. The
components of this approach are data reduction rolerothat data can be kept
manageable, data display so that the researchdeebwhat data are telling him as well
as conclusion drawing and verification (Miles angbidrman, 1994).

For the purposes of this investigation interviewsrevtranscribed. Due to the small
number of transcripts only data reduction was dtmeugh coding by means of the
gualitative analysis package Nvivo. Coding was dbweassociating paragraphs in the
raw interview transcripts with one or more themedireed in a hierarchical coding
structure.

Because of the small scale of this investigatidimde conclusions are not drawn, yet the
likelihood of the validity of some findings is sted. As far as the trustworthiness of this
research is concerned the possible presence oishigscussed in the concluding section

of this study.

4. Thefindings

4.1 Motivation in the Evening School

At the beginning of the school year 114 studentsevearolled in this school. 35 of them

were foreign, mostly Albanians. During the schoell 44 students, almost 40% of all

students dropped out. Six full-time and three pare teachers were placed in the school.

The student per teacher ratio was 70/9=7.8.

Choosing a path



MT, the maths teacher, describes students who shedg as:
Adolescents who have failed many times in ordinary
education,...... adolescents from Albania who need tokvemd study
as well as grown up women ........ These women arbdkestudents.

LT, the language teacher, says:
They have known school failure all these adolescent....They know
they will come to the ES and at least teachers Wwélp them
pass........ Grownups...look upon school differently asytlwant to
learn and fulfill unfulfilled wishes.

Many youngsters drop out during the year. LT akege

they are youngsters either involved in drugs, tbers with families not
able to help them...........

MT reports that many young students react by drappiut when they realize that they
cannot cope with school requirements. LT, the lagguteacher, however, thinks this
reaction is a natural consequence of schooling:

....School is by nature a power exerting institutiéfence, students

automatically perceive school as something oppresssomething

against which they have to react a priori......
In his second year of studies a male younger studi#nS, has ten brothers and sisters
and dropped out because of financial reasons. Athde believes knowledge is useful,
the main reason he came back to school is ES gpadiliin because he wishes to get a job
in the public sector. He also seeks social ackndgdeent:

......... knowledge makes you somewhat better, in otherdg/o/ou

think differently. .................... | don’t want people from my village
to say: ‘You did not go to high-school ......



FOS, a female older student is about to gradudte.dgopped out when she was young
because she had a tetraplegic brother she hadkeoctae of while her parents had to
work. Besides, her parents thought that she dicheet to go to school because she was
going to end up as a housewife anyway.
FOS also needs qualification. She wants to continute vocational education in order
to be an assistant physiotherapist but she alsa dagp interest in learning for its sake:

........ When | read poetry images appear, situatidresady known.

When | read Herodotus moments of my life come upeklVl read

‘Helena’ | can understand the feelings of that womkhave been

mother, wife and daughter, | am familiar with thésiags, it (school) is
an amusement to me, it's my only amusement now.

Therefore, regarding motivation for returning tohaal, one could infer that older
students are more likely to be intrinsically motain contrast to young ones.
Collaborative culture could facilitate internalizat of extrinsic motivation but teaching

methods in the ES are of traditional nature.

Pedagogy
ESs have the same pre-specified curricula as agdsehools but teachers teach fewer
things and of course at a lower level. LT states:
It s wrong that they have the same books in Ef asdinary schools.
Kids in ES deal with plumbing, engines and eleetrstuff. They have
different interests.........................
Teachers in ES use traditional teaching methods.ugis the textbook but he tries to

teach those things that students meet in everyfiayike what ‘15% discount’ means or

what ‘ml’ on a coca cola bottle stands for.
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..... A student told me the other day that he asl@tagues at work

what ‘ml’ stood for and nobody knew. He thoughtwes clever. They

learn a few things and they do feel they’ve leaorhething......
In language classes things are different. As FO& students read a text, they write a
summary and then they do grammar and syntax ersrdis history class they underline
the most important things during class and theg ttave to learn the historic events by

heart for the next time. Students are reluctardddhomework, so tasks are sometimes

given in classroom. MT states:

Only very few do homework. Only one or two of tiider women......
Moreover, LT confesses:
| can’'t even think of giving them any homework, i too
much........... Sometimes they write essays in classroaimthey are
unfortunately very short. Only older students (emood essays) who
feel embarrassed to hand me something badly writtenYoungsters,
on the other hand they want to leave the class@®soon as possible.
Students have the chance to ask teachers a quastitass or during the break whenever
they have difficulties in learning something. As BYsays, relations between teachers
and students are good, yet typical.
Pedagogy is traditional in the ES since curriculisnpre-specified and collaborative,
student-centred teaching methods as well as mefahistgdent activity are absent. This

kind of pedagogy cannot help extrinsically motivatgtudents. As a result, whether

young students learn is questionable.

Assessing learning

11



The situation regarding young students’ learnincalsrming. LT states that there is
nothing she could do with younger students, busthation is different with older ones.
..... When | see younger students | can feel thaigration........I get
upset when | see that quite often they don’ t ewant to open their
books or they come to school without books....... Amehtthey ask for
charity (to pass).
| think older ones enjoy ES more because it remitesn of their
childhood.
MT thinks that some students cannot learn. He edleg

........ Of course you cannot make one learn if onesghae want to...

Despite non-learning most students pass. LT argues:
Most students pass. There is no other way.... becalupedagogical
sensitivity as well. If a student has failed iniaaty education twice or
three times and he/she comes here to get the iqaabh, | think it
would be very bad if he/she didn’t pass.
However, when | asked these two students whetlesr férel they are getting something

out of school they said:

MYS: Knowledge from primary school that | had fotgm come to
memory again......

FOS: If | had the keys of the classroom | couldvslyou what | wrote

on the board with an indelible marker the first dawent in: ‘Life

chisels the soul, knowledge polishes it so theait glow with pride.’
Despite the fact that most progressive educataafiecige whether real learning can be
produced through traditional pedagogy, it couldsasl that intrinsically motivated older

students are more likely to learn. Such pedagogweler, does not stimulate mainly

young students’ interest if they are extrinsicafigtivated.
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In summarising findings we can say that a largegage of students, mostly younger
ones, drop out. Further, students’ age plays amitapt role in motivation and internal
regulation for learning.

Younger students are more likely to be, if atefrinsically motivated.

The curriculum is pre-specified and does not seemeet the interests of most younger
students, while it may satisfy the older ones.

Traditional pedagogy along the knowledge transmissnodel with the use of examples
from real life and discussion in some cases cabpotonsidered as motivating. As a
result, extrinsically motivated young students remia a state of non-learning.

Teachers blame students for lack of motivation applear helpless to motivate younger
ones. On the other hand, they do not express angeoo regarding pre-specified
curricula, teaching methods or school practice.

In conclusion the ES school culture dos not seefadiitate internalization of extrinsic

motivation.

4.2 Motivation in the Second Chance School.

At the beginning of the school year 2004-05 98 sititsl were enrolled in this school. 6 of
them were gypsies, 1 Muslim and 16 repatriated Kmenigrants. During the school
year 6% of all students dropped out. Sixteen teachere placed in this school and the

student per teacher ratio was 92/16=5.8

Choosing a path

Students’ motive for returning to school is navays learning.

13



MOS, an older first year student attended high stfay one year and dropped out from
mainstream education because the school was fartii® village. Right now he has a job
in the public sector. He confesses:

The reason | have come back to school is not timeted high school

qualification for my job but because there was dbing of an
unfulfilled wishinme...........................

FOS, a repatriated Greek from Russia, is a femdkir second-year student. She says:
It's the deep pain | feel because | didn't finigigol. | wanted to be a
teacher.....l feel better when | learn things.

FYS1, a young first year student, attended highoskcifior one year and dropped out

because she had to look after her little brotheitentirer parents had to go to work. She

works as a hairdresser and wishes to go on studlyimgcational education.
....If my child asks a question | want to be ableatswer.....but the
most important reason | have come back to schotilas| felt awful
with myself....

Since FYS2, another young first-year student, gagetli from primary education has

thought that going to high-school is absolutely esessary until recently when she has

had difficulties in finding a job:
The truth is that if | didn’t need compulsory edtima to get a job |
surely wouldn't do it..... | have an affair, we areagtically engaged
and | wouldn’t go through all this now.
MYSL1 is a male young second-year student. He waskan electrician and wants to be

self-employed. He leaves no room for misunderstandi

I’'m not here to learn; I'm here for the certificater my job!
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LT, the language teacher, comments on the impaagefon students’ attitude towards
learning:

Younger students make absences or try to avoid.watk ........ Older

students are very stable in relation to attendamicée they have a

sense of self-respect when it comes to their duties
ST, the science teacher, generally doubts studee&d’ motives for coming back to

school:

........ They say they really want to learn but in myinign they also
want to get the qualification not just to learn..........

MT, the maths teacher, on the other hand, beliglas students should be trusted
irrespective of cultural and cognitive level:

| think we have the best part of Greek society h€Ehey’'re people who

have decided to take this step and they stickitodécision. You don't

find it very easily in society.
Hence, students’ motivation for learning is quesdiole and in any case varies with age.
Older students are more likely to be intrinsicathotivated than young ones. The
guestion that arises, though, is whether schoolagegly stimulates extrinsically

motivated students’ interest in learning.

Pedagogy
LT, the language teacher, says that students gevatexr to learn because the curricula
are not pre-specified, so subject matters canib#yahosen:

.......... If they know that something lies within theintérests and
widens their scope, they have every reason to worik.
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She uses teamwork, so that even him who cannoheldask can get satisfaction from
group success. She believes that:

In this way a collective outcome is better thanratividual one and so
one feels she/he has succeeded.

Besides teamwork she uses role play and braingstgrras teaching methods and
organises cross-curricular sessions with otheeaglles.
On the other hand, MT, the maths teacher, confesses
It drives me crazy when maths teachers tell meoulshteach maths
according to students’ needs and interests. Thenmaothing; empty
words.
SoT1, a sociology teacher, blames students forh&racusing traditional teaching

methods. She argues:

They want to listen to the teacher talking. Whagytihave in mind is
mainstream school, the stereotype of a teacherdobs the talking.

But without admitting it she also shares the sareeeestypes:

Traditional teaching cannot be abolished in the S€8an only be a

joke, because some things have to be clarified hdukl be the starting

point.
So, it is the teacher who starts talking. S/he estgy proposes and clarifies while
students follow instructions. The teacher has ¢fadihg part in any case.

SoT2, another sociology teacher, admits:

Look, you can’'t escape from traditional teachings Wery difficult.
After so many years | simply can't...

The ST teaches 10% of the syllabus that is normalkght in an ordinary high school.
Additionally he chooses to introduce interestingisural topics within his domain and

uses ‘theatricality’, as he calls it, to draw stuidéattention:

16



| use theatricality. | have the power to draw pespattention no matter
what | say. In science there are many beautifuinuaings you can
talk about. For instance while female mammals sutieir babies from
their breast what happens with female dolphins bales and their
babies?

Theatricality is not everybody’s method. The FY &Eatibes how SoT1 teaches:

She hands photocopies out and we read them alautdzlass while
she interrupts and explains what we have just read.

Students are viewed as hard working people; thexeteachers never give them
homework. On the other hand, tasks are given cmcally at school.
Workshops and projects are inherent in the cumimubs a means of student active
learning. ST, however, alleges that students ateima position to work on projects
properly, so they end up being prepared by teachlecsare responsible for them:

It doesn’t work because in my opinion they conceitiee idea of the

project in a wrong way.............
In conclusion, despite what school guidelines @ne] pedagogy is not of constructivist
nature. Teaching, as most teachers confess, istidred based on the knowledge
transmission model. It is remarkable that only deacher stated that she uses
collaborative methods whereas nobody mentioned mgfuh activity as the centre of
her/his teaching. From this point of view the SGftiwwe does not seem to facilitate

internal regulation for learning.

Assessing learning
ST argues that there is no point in assessing pesipte they are not going to remember

anything in a year’s time. He assesses ‘randongyie@argues.
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... I've divided students in groups on the criterfarno is friend with
whom’ and | give everyone in a particular group @kathe same
assessment..........coevevennnnns
LT believes that they can not only learn but thag also recall already known stuff and
systematize it. ST, however, has a different opinio
These subjects (science) demand personal work,teomgestudents in
ES and in SCS are not disposed to offer. ......Of eouhey learn
something, but in one or two months they will netnember a thing.
Here we offer the illusion that they learn.
SoT1 really wonders whether students really leacha@nfesses:
Sometimes students surprise me when they recalliqugly taught
knowledge...
On the other hand, TM believes that students Ibaoause they are free to ask questions.
When | asked students whether the school has dffgrem the chance to learn, older
students argued that it helped them classify thadgsady known, whereas young ones
alleged that studying in this school has been heiaévithout being able to specify how

in detail.

Hence, we could infer that learning is not easigéable in the SCS either.

In summarising findings we can say that drop oté mrathe SCS is low.

The age of students plays an important role in vatibn and internal regulation for
learning.

SCS were supposed to constitute an innovative ilggranvironment and knowledge

should be generated through open curricula andalmoiative teaching methods.

18



However, teachers in many cases use traditionahteg methods and as a consequence
whether learning occurs is a question.

It is remarkable that, as in the case of the E®elkas of mainstream education, teachers
do not blame teaching methods or school culturedéor-learning, whereas some of them

seem to blame students for such an outcome.

Hence, one could infer that the SCS does not famlinternal regulation of extrinsically

motivated students.

5. Conclusions

Despite the small scale of this research and tlee fer further investigation we could
infer that the particular SCS does not constituteoae motivating school environment in
comparison to the ES under research.

The age of students plays an important role inivabon and internal regulation for
learning in both schools. Older students may beresxtally motivated by distal goals
but at the same time they might also be intrinkicalotivated in order to make their
unfulfilled dreams concerning learning come true.

Pre- specified curricula in the ES do not appeamé®t the interests of most younger
students, while they may satisfy older ones. Thsar could be that older students are
possibly satisfied with anything they learn whileey are already familiar with pre-
specified curricula from past school experiencedifidnally, teaching methods in the ES
are traditional following the principles of the kmi@dge transmission model. In general,
in the case of the ES, as in the case of mainstredumeation, there is no room for

teachers to develop initiatives towards a more esttidentred pedagogy. As a
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consequence, disappointed teachers appeared ketplesotivate unmotivated students
and at the same time expressed their care for thehatting students pass at the end of
the year. This peculiar situation, however, destrayy sparkles of motivation for
learning in younger students.

On the contrary, the SCS culture encourages tesicintiative and offers wider scope
for motivating teaching, at least in theory. Howewshat happens in praxis is that
teachers rarely use the chance to challenge waditculture. While curricula in the SCS
are open and what is taught might meet studeratheseds and despite the fact that some
teachers in the SCS might use up to some poindlmmiative teaching methods, this is

not the rule in the SCS with adverse consequencasabivation and learning.

As for this study, findings should be considerethveaution not only because of the bias
its size might infer but also because of otherdiect

Of course a certain amount of ‘researcher bias’ ip@yresent in this study because,
despite the fact that | presented myself as a relseaand explained the aim of the study,
| have the impression that students might have ghbthat | was an administrator.
Therefore, | fear that in some cases they mighelexaggerated in praising processes or
hiding bad sides. In the case of the SCS | haveéntpeession that the relations between
teachers and management might have resulted imefubias. Thus teachers might have
overstressed good sides or reported only negatigs.o

Despite the fact that | recognised these risksiag bnd tried to reduce them as much as

possible during interviews it is possible that theye affected the quality of data.
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An evaluation model of structural complexity in edicational systems

Papaioannou, M! & Koutselini, M.

Introduction

Structural complexity was identified as a compor@rdrganisational structure
(Hall, 1996 ; Hall, Haas, & Johnson, 1967) and lbeen under examination since the
1960s (Hage, 1965 ; Maguire et al., 2003 ; WilQ3) as an element of the structural
organisational subsystem compared to the two atinectural characteristics,
centralisation and formalisation.

Complexity as a construct in the field of Organi@a&l Theory is presented by
scholars who studied organizations in the postbenan era. Theorists and
researchers, who were solely based on the chastict®iof Weber’'s bureaucratic
organization, added it as a new characteristibenbureaucratic organizational
structure. Both scholars of the 1960’s and 1978age,1965 ; Hage & Aiken, 1967 ;
Hall et al., 1967 ; Pugh et al,1968 ; Blau & Schoan, 1971 ; Dewar & Hage, 1978 ;
Hall, 1996), and those who came later, and studi¢ke field of business (Hsu &
Marsh, 1983 ; Child, 1973) and public administmatavganizations (Wilson, 2003 ;
Maguire et al., 2003 ; Maguire, 1997 ; Langworth986), refer to complexity as a

structuraland at other times as arganizationalcharacteristic or dimension,
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without at the same time commenting on the distindbetween the two adjectival
definitions given to it from time to time. In fa@yen in the cases that it is referred to as
an organizational variable, this is examined — \igil variations - based on the SC
criteria, as presented in Hage’s Axiomatic Thed§66) and in the research of Hall &
Aiken (1967) and Hall (1996). In this way, an imgs®n is informally given that
structure and organization have identical meanamgbat one complex structure is
enough for the behavior of an organization to Ise aharacterized as complex. Lastly,
does it suffice to check whether structure in ayaarzation is complex or not to call an
organization or a system as such?

From the definitions given from time to time toustiural complexity, one can see a
direct connection of it witlorganizational size- its enlargement and expansion — and
for this reason its dimensions have been determanddneasured in all cases
quantitatively. Many case studies supported emglyiche significance of size in the
formation of organizational structure (Blau, 197lau & Schoenherr, 1971 ; Child,
1972;1973). Hage (1965:294) refers that “the cowipleor specialization, in an
organization is measured by the number of occupatispecialties included and the
length of training required by each. The greaterrttmber of occupations and the
longer the period of training required, the morenptex the organization”. Price (1968)
gave a definition similar to that of Hage, placemphasis on the complexity of
knowledge: complexity may be defined as the degfémowledge required to produce
output of a system. The degree of complexity obaganization can be measured by the
degree of education of its members. The higheetlueation, the higher the
complexity” (26).

Hall (1996) and Hall & Aiken (1967) embrace Hage&inition on complexity, but
make a more thorough analysis of the dimensionsidgfit, which may be interpreted

with measurable indicators. Thus, Hall (1967:90696:53) mentions theohizontal



and vertical differentiation and the spatial dispiemas elements of complexity. Hall
(1996:53) argues that horizontal differentiatiofers to the ways the tasks performed
by the organization are subdivided”. He continured tVertical, or hierarchical
differentiation is a less complicated matter tharizontal differentiation. Research into
vertical dimension has used straightforward indicabf the depth of the
hierarchy”’(1996:55), thaumber of levels in the deepest single divisiond #me “mean
number of levels for the organization as a whada{thumber of levels in all
divisions/number of divisions) as their indicat¢(t967:906).

Hall (1996:56) describes the final element in caawfil, spatial dispersion or
differentiation, as that “can actually be a formhofizontal or vertical differentiation.
That is, activities and personnel can be disperssgace, according to either horizontal
or vertical functions by the separation of powartees or tasks”.

It has been established from these first theadttistscomplexity refers to basic
elements of the bureaucratic model and createsciraf composite form of specific
characteristics of the weberian theory of orgamreat of the division of labor, of
specialization and of the hierarchy of power. Thbésee SC dimensions have been used
in all the spectrum of research up to this dayrgjsthem different measurements
depending on the nature of the organization, inghustcompany under examination
(Wilson, 2003 ; Maguire, 1997; Maguire et al., 2Q@&ngworthy, 1986 ; Hsu &
Marsh, 1983 ; Child, 1973). Structural Complexitgsnn no case examined
systematically, not only as an enumeration of teenents forming and diversifying it
but as a study of the connections formed amongsetklements.

Lastly, the recent study by Wilson (2003) on U.Smipal police organizations has
been subversive. It came to the conclusion — thr@egfirmatory factor analysis — that
the four most common and most widely acceptableedsions of complexity do not

form one factor, and therefore do not form therjrtetation of SC. In particular, he



states “the confirmatory factor analysis of struatwomplexity empirically supported
Maguire’s (1997) contention that complexity is noidimensional and should not be
treated as such. ...spatial, occupational, hieraatlaied functional differentiation were
not indicative of a common, underlying construdiefiefore, ..... is not appropriate for
organizational scholars to create a ‘scale of cemipyf’ for use in their studies. A
single, common factor does not determine thesereifitiation variables” (292). This
conclusion explains to a degree the incompatibdftgomplexity dimensions when
related to other organizational dimensions (Hsursta& Mannari, 1983 ; Child,
1972;1973). This creates, therefore, in relatioaltthat has been mentioned above, an
intense doubt as to the way in which structural amgénizational complexity has been
defined and measured to this day.

Structural complexity has been commonly linkedht® $ize or the expansion of an
organization in a relationship of ‘cause-effectfaiand his associates have been the
major proponents of size as the primary cause mipbexity. Hsu, Marsh & Mannari
(1983) refer to a series of studies they have uaklen where they have also found
consistently strong and positive relationships leetnvorganizational size and various
components of complexity (Blau & Schoenherr, 19Blau 1970). Although
substantial relationships between size and contyléave been found in many studies
in different samples of organizations (Meyer, 19P2igh et al., 1968 ; Child, 1972) the
issue of causality remain controversial (Scott,5L.9Kimberly, 1976). For example,
Hall (1972) after reviewing recent literature ,dala very different view of the role of
size “there are no ‘laws’ regarding size and otirganizational characteristics....Size,
which related to some important characteristicapisas important as other factors in
understanding the form organization take. When (@nd growth) is taken in
conjunction with technological and environmentaitéas, predictions regarding

organizational structures and processes can be’r(28. Child and Mansfield (1972)
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found that size has a much closer relationshipécaspects of structure measured than
technology.

In the field of Educational Administration, the gyuof school structure has been
very limited. The on-line search under the key-wamthool structure’, using search
engines such as Swetswise and Ingenta (that coatettie plenitude of relevant
scientific journals) only produced seven articles @f 18.777.158 references in the
field of Education. (Ready, Lee & Welner, 2004 n&n, Hoy & Sweetland, 2004;Hoy,
2003;Yu, Leithwood & Jantzi, 2002 ; Hoy & Sweetla2801 ; Harper, 2000 ; Hoy &
Sweetland, 2000). None of the above considerststalccomplexity as a component of
educational organisations’ structure.

At the same time, transferring and applying theega that measure structural
complexity in businesses to educational organisatand schools specifically, appears
somewhat problematic. That is because the evaltuafithe division of labour, is a
basic criterion of horizontal differentiation: nalyyehe enumeration of the occupational
specialties in an organisation, the positions,tjdes and the length of training (degree
of educationpf the employees. Applying these criteria as sutkducational systems
—on primary education especially- would lead uthtooversimplified conclusion that
not only schools are not complex organisationsatad that their capacity to become
such is limited. In primary education the logicspiecialisation is from non-existent to
very limited (e.g. in Greece and Cyprus), while description of the teacher’s post has
in centuries remained the same in many educatgyséms, despite the changes in its
content. Clearly, the appearance of new speciaisaamong the teaching staff, as well
as the new postings in the administrative mechawisaeducation, constitutes elements
of horizontal differentiation of the educationabsyms. To what degree however are we
entitled to assume that elementary schools do ane bqually or more complex

structures compared to other schools, due to #fisidncy?



Summing up the theory and research on SC, we cdache following:

1. Structural complexity was examined (in contrastdalefinition), as a simple
and usual phenomenon. It was limited to conventienamerations; it was
limited schematically and became identified in maages with the chart of a
company or organization.

2. All the research mentioned above make large-sasatgative measurements in
order to generalize and mainly compare amongstdhieus types of
organizations, having as ulterior purpose its distament as a new dimension
of organizational structure. There are no ethndgragtudies and qualitative
pieces of research, which could bring forward datilie measurements and
relations amongst the various structural compouoaits. At the same time, they
solely deal with théormal dimensiorof an organization, by-passing the
informal secret (or hidden) structurakpect of it.

3. Lastly, what characterizes the way of controllimgnplexity is a deterministic
reasoning. The study of SC is subject in all caselse laws of determinism, a
“cause-effect” reasoning, which mainly aims attsiply the structure to its
components, examine them individually in order ¢cable to understand and
relate it to other dimensions of the organizatibrs a scientific approach,
which fails to bring out the dynamic and polymorpbkaeelations, which the
organizational structures may put forward. Thigdrretsve viewpoint might be
one of the reasons that dealing with structurésday considered by many as
outdated, while structural changes and restruauane considered of limited
significance (first order change) (Fullan, 1991).

4. Finally, recording or measuring structural compigx school(syrganisations

becomes impossible, as there are no criteria faluating the complexity in the



structure of schools or educational organisatiasle the characterisation
‘complex’ is typically used arbitrarily or replagjrihe term ‘complicated’
(Wheatley, 2003). Meanwhile, the planning and fiomihg of educational
organisations that differentiates them from busr@ganisations, intensifies the
inability to apply the quantitative measurementecia of structural complexity

in the field of education.

For these reasons, structural complexity is exathatenographically and it is
controlled as to its three dimensions (and nobdbké criteria used to measure it) on
a centralised bureaucratic system, as the onepnuSyand two cases of public
elementary schools. In their effort to responchdudden changes in their
environment (the presence of economic immigrarntansition from a single-culture
to a multicultural condition), the schools undeamnation, get reconstructed
differentiating in this was three basic elementthefr bureaucratic structure —
centralization, formalization and structural conxtz This article aims at
presenting the changes that take place as to itldectmaracteristic of the school
structure, and create an assessment model fotwstalicomplexity adjusted to the

field of education and in school structures espigcia

Methodology

In doctoral study (Papaioannou, 2007), structusadglexity is investigated as one
of the three characteristics of educational systetimgture along with centralization
and formalization. More specificallthe aimof the doctoral study is to explore
restructuring aa homeostatic self-regulation mechanisfrschool systems, operating
when the latter confront important changes of thegual-cultural homogeneity

(presence of non-native speakers-NNS).



The doctoral study describes possible diffusionimasms of changes and of
school policy at the micro- and macro-level, ashaglsuch policy’s consequences for
the system of employment, accountability, supesvisind control of the educational
system. In addition, it examines ttieection of change and the impact of the school
unit decisions on the process of educational peteking for the function of state
primary schools in NNS education. It is a holigiody of change effected by the
multicultural condition at the three levels of tentralized and bureaucratic educational
system of Cyprus: the macro-level, the meso-lemdltae micro-level of the school
unit.

In a more concrete fashion, the study aspiresvesingate the implications of
multiculturalism for the basic functions of a schomanismthe enrolment and
registration, the classroom and teaching organ@atithe management of the
curriculum and the schedule of teaching, the teagliiself, and the school
managementt explores in time span whether the changes apyueat those five
subsystems that constitute the basic functioneesthool organisncause at the
same time changes in the three characteristics di¢ bureaucratic structure of
schooling: centralization, formalization and structural compty. Therefore, this
research approaches restructuring asrganizational-administrativ@henomenon in
the light of Organizational Theory and not as attomne of a national educational
policy.

The investigation of structural complexity in tweheol case studies derives from
the cross examination of data as:

% Content analysis of official documents of the Mirysof Education and
Culture Archive: “Intercultural Education”.
% Discourse analysis of the final representativesdafcational policy in

Cyprus (Minister of Education and Culture and HeaBrimary Education),
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the General Inspector of Primary Education (1),Sbeerintendents (4
persons) from the particular educational districtthe jurisdiction of which
the two school cases belong to, as well as theetiteps (3 persons) that are
responsible for the particular two school cases.

+ Discourse analysis of headteachers, the teachifigastd parents-members
of the school boards of the two schools

+ Qualitive and quantitative analysis of registri€she school year of non-
native speakers’ presence in the school (1990/2104/02 for the school

Frixos and 1986/87 — 2001/02 for the school Elli).
+« Analysis of the personnel and parental council mgst
+« Qualitative analysis of the observation sheetsailiychool life and of the

extra-curriculum activities of the two school fow&ole year.

Basic guiding queries during the analysis procésseoaforemetioned data, aiming
at the examination of structural complexity in the schools, was:

A) If and in which degree the operation of the twba®l case studies is
differentiated compared to other monocultural puplimary schools and the official
institutional frame that regulates the operatioalbstate elementary schools in Cyprus

B) Which of the changes detected and deriving frera gesult of multicultural
composition of pupil population in the two scho@lkso constitute components of
structural complexity in school organisms.

For the determination of those components concegtthi@ emergence of a complex
structure in both multicultural schools, the defons of horizontal and vertical
differentiation such as spatial dispersion, asrd@teng by Hall (1996), are exploited
as a frame; however, the mesurement criteria facttral complexity that have been
used in quantitive studies, as show in bibliographieview of this article, are not

exploited.



Lack of corresponding research in educational aegdions renders case study the
most appropriate methodological approach for thestigation of structural
complexity. Case study give as the opportunityroémpirical investigation of a
particular contemporary phenomenon within its téalcontext using multiple sources
of evidence”(Robson, 1993:146) utilize flexibilig one of its basic characteristics
(Robson, 1993:148). The necessity of a case stesigil for «what is going on in a
novel situation» (Robson, 1993:149) renders ihasmost valid methodological
approach for the determination of phenomenon sa¢hestructural complexity in
educational systems.

Furthermore, it appears that the characteristi¢®akontal, vertical and spatial
differentiation that constitute the complexity afjanisational structure as they have
been studied in the field of business administraéind other non-educational
organisations (Wilson 2003 ; Maguire 2002 ; Lang¥wpr1986;Hsu, Marsh &
Mannari, 1983 ; Dewar & Hage, 1978 ; Child, 197Z39 Pugh et al.,1963; 1968 ;
Hage & Aiken 1967 ; Blau, Heydebrand, & Stauffe36&), do not cover completely the
cases of educational systems and school struabugesisations for two reasons:

a) The criteria can be applied only through quantiatheasurements, which
lead to the observation of significant deviatioasneell as demarcations
from/as to what is evaluated as horizontal, veracal spatial differentiation
(Pugh, 2003 ; Wilson, 2003).

b) Evenin the case when the criteria are applieddorc&ional organisations
and schools especially, their content appears fwdid@dematic and deficient,
as they do not respond sufficiently to the spetlire of the personnel and
the work that takes place in an educational orgaiois

For the above reasons, the structural complexity sfhool organisation is

examined using quantitative and qualitative techeg] It is expected that qualitative
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analysis will demonstrate all the elements thatfmase the content of horizontal,
vertical and spatial differentiation according lte definitions of the three
characteristics that shape the general framewotitkveess set and used by the
researchers in the field. Exploring the conterthefthree characteristics of structural
complexity, give us the ability to set criteria aréate an evaluation model for

structural complexity in educational organisations.

Results

The results of the research appear to yield importdormation on the structural
complexity of school systems and they stem from:

1. The factual analysis of every level of CES

2. The comparisons between the two case study schwloish are restructuring

due to their transition from single-cultural to rinctltural condition.

It would appear that multiculturalism and the capsances it has on the two public
schools cause a intra-organisation polymorphy efstthool structural systems. The
loose hierarchy and the indistinctness in the appie of the [educators’] evaluation
system(Hall, 1996) mainly due to the absence of spesadilon,are related to the
initiatives, actions and newfangled choices thaistitute the structural complexity of
the two schools.

By examining all the changes brought on the baserations of the school and
education system of Cyprus due to multiculturaliime, ethnographic study collects the
actions, decisions, choices as well as identifiesieeds that altogether form the
measurement criteria of the horizontal, vertical apecial differentiation of the
schools’ structure. Tables 1, 2 and 3 analytigatBsenting the assessment indicators
for the three dimensions of structural complexitiylise the results of the comparative
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study between the schools Frixos and Elli and $patly the changes that occurred on
the basic organizational subsystems of the sclasolkey appear on the Methodology
section.

Horizontal differentiation for Hal{1996;1967) and Hage (1965) is mainly identified
with the organisation’specialisatiorand thedegree of knowledghat has to be present
to yield specific outcomes. In the multiculturahsols of our case study, specialisation
in managing issues of multiculturalism and teachmguultilingual environments
across all levels of the administrative hierarch&S, is identified as an immediate
astute need and at the same time as an absentieoraihong the teaching and
administration personnel in primary education. mbeed for specialised skills
responding to the newly formed school reality, alsdaces out of the General
Inspector of Primary Education (GIPE) statementkwidoubt’ the certification that
the higher education degree has provided untiljtoas the single criterion for
appointment and as a verification of the educatesching skills, when it comes to

matters of teaching in multicultural classrooms.

“The supervision of the educators who teach inlfn@medial classes
should be organized differently from the way itisrently organized.
Fundamentally, we should control how the educatotsose schools
interact with the NNS and to what degree they tbeeskills to respond to
the specialized needs of a multilingual school patan. If those skills
are absent, we should find ways to acutely suppadttrain the teaching
staff”.

It is observed that the changes in the social enuent not only
differentiate the school’s linguistic and cultuchlaracter; they bring forward
questions of specialisation in new areas, influagcioncurrently the evaluation,
supervision and control systems in the field of &dion.

The horizontal differentiation of the school orgaations’ structure is

examined based on the definition provided by HEI96:53) as the way [in
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which] such organizational tasks can be subdivitleelnumber of occupational
specialties and the number of job-titles identifie@n organization. Table 1
gathers the official (following the approval of Swmtendents and the Director
of Primary Education-DPE) and informal acts that tivo schools have
undertaken aiming at responding to the sudden aacheduled change. As it
emerges from the cross analysis of data, theseshafse the three forms of
specialization that make up the criteria of horiabdifferentiation that the
structure of educational organizations presentgutiek influence of the change

that multiculturalism brings in education.

Tablel.Evaluation Criteria of horizontial differentiatioof school structures

Actions of schools Criteria of horizontal
differentiation

Specialiazation of proffessional roles — new jobttes

A. Specialiazation of
Appointment of ‘teachers for remedial teaching’ wNe proffessional roles —
informal specialties in elementary schools: Kindedgn new job titles
teachers, teachers for children’s with special sesegbporting
NNS, teachers responsible for multicultural affgjdeilingual
teachers, foreigner teachers, teachers for homework

Work specialization:

Teaching in remedial/support and reception clasespo

organizing classrooms and teaching on the base of B. Work Specialization
knowledgeable criterion in stand of age (trackimgeds for

specific teaching skills, development of teachioglg,

differentiation of teaching tools and methods, icutum

development or restructuring in micro — level

Knowledge Specialization:

Use of multiple teaching tools, textbooks and safeyneed C. Knowledge
for specific criteria of teaching evaluation in ticultural Specialization
classrooms, need for training in the fields of fatétural

Education, teaching Greeks as a second languagesétiedns

of developing curriculum in micro-level. Design eawtype

of school (multicultural school).

From table 1 it appears that school structureseptesree criteria of horizontal

differentiation: thespecialization of professional rolesd the existence okw



positions and job-titleghespecialization of the worthat takes place in the school and
theknowledgedemanded for responding to the new more complexamment. As to
the first criterion, the job titles and the speeciaion of professional’s role can be
placed in a single category. As we have alreadytioreed, this is due to the fact that, in
Cyprus’ primary education as well as in severaéottentralised bureaucratic
educational systems, the teaching staff falls uadgngle category, described by the
official title of the ‘teacher’s post'. It appedmswever that schools develop specialties
based on the needs that arise, forming in thisinfaymal specialized job postings with
specific and distinct responsibilities. The needkitowledge specialization, as related
to the teaching of Greek as a second languagehanzirriculum development or
restructuring on micro-level — seeing that thefstaéll the schools deem the single-
cultural national curriculum inadequate- puts iesfion the sole criterion for
appointment (referring to diploma - BA) as suffitigualificationfor teaching in
multicultural classrooms ' he new conditions demand new skills that cannot be
acquired by the education and training educatamsive for mono-lingual and national
education systems. This conclusion directly emehges the GIPE statements and
indirectly from recognising the inability to orgaeiteaching in the new classroom
environment, an assertion that is emphasized li@dle involved in schooling
(Superintendents, Supervisors, Headmasters, teapbisonnel).

Role-specialization is directly related to work sjpdéization and the new working
regime formed by the change in the schools casly siine teaching process takes
place not only in regular mono-lingual classes whbe official national curriculum
and the national textbooks guide the teaching nustlamd practice, but also in remedial
classrooms, individualised instruction, in mixedltiingual classes and in reception
classes where the national curriculum is deemadfingnt. The new organization in

multiple groups based on the criteria of the sttsldavel of knowledge and their
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spoken language, has each time different requirtsieam the teacher, as the national
textbook and the national curriculum become inagalie and inefficient provisions.

Finally, the work specialization, that consistdramer conditionemerging due to the
school’s multilingualism and is not among the edoca direct aims (as it would
happen in the case an innovative or interventi@gm@m was designed and practiced by
the teachers themselves), brings forward the neespicialized knowledge, which is
directly related to the school’'s new needs. Speedlknowledge concerns the
management of multiculturalism, teaching Greek ssand language, developing a
curriculum on a micro-level and bilingual teaching.

It can be observed that the three criteria othihiézontal differentiation of the

school structure appear to be directly intercorewgowvhich allows us to place them

under the same factor.

Hall (1996:55) describes the vertical differenbatiof organizations as the observed
differentiation in hierarchy, the vertical alloaati of positions of authority, the depth of
hierarchy that the organization appears to havetaatbtal number of hierarchy levels
combined with the authority allocated in each. Afam the formal positions of
authority in the administrative mechanism, the e&gpan of levels and the presence of
new positions of power could emerge through phemanoé “internal” distribution of
power. The ‘dual ladder’ mechanism can be descréseslich a phenomenon. As Hall
(1996:55-56) assesses, it concerns organizatianfitve arrangements, which allow
the occupational and numerical promotion of thespenel within the description of the
same job-title, without an actual change in thesrkwor an increase in authority. In this
case, the individuals acquire a wage increase witho active change in the nature of
their work and their authority status.

Vertical differentiation as a formalized decisi@ncreate new administrative or

other institutional bodies in CES is absent inghely of public elementary schools in
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the light of the transition to the multiculturalratition. To a large extent this is due to
the debureaucratization and semiPautonomous fumefithe two school units,
resulting from their homeostatic self-regulatorti@c and not from decisions coming
from the ‘center’ (Papaioannou, 2007). The absentee creation of new institutional
bodies by CES, (e.g. Committee of Intercultural €&dion) as a central institutional
body, is balanced by the direct action the schuoainiselves take responding to the
change, which results to the transfer of poweh#oliottom of the system. Table 2,
presents the criteria for vertical differentiatiorthe structure of CES and the case

study schools.

Table2.Evaluation Criteria of vertical differentiation gchool structures

Actions of schools Criteria of vertical
differentiation

New Hierarchical lines of power A. New lines of
Constitution of a Inter-ministerial Committee power
Design of Multicultural Committee

Informal ‘dual ladder’ jobs B. Informal -
Informal promotion of a teacher as an assistant ‘dual ladder’
headteacher (from the headteacher of school), jobs

teacher responsible for the multicultural issues of
school (flow of information and specific
regulations).

As it is observed, vertical differentiation is esjadly limited. This is due more to
the absence of specific action by the Ministry diEation for the formation of a
Committee or a Department of Intercultural Educatizat would clearly create new
positions in the system hierarchy and in the muiliical schools as well. The absence
of new lines of authority as a characteristic ofictiural complexity combines with the
contradictory phenomena of debureaucratizationta@demi-autonomous forms that

the two schools of the centralized CES appear ve.ha
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On a national level, the constitution of an Intanisterial Committee (Archive of
“Intercultural Education”, decision no. 46.201, @/1997) appears as a new line of
authority; from 1997 —2002 it determined issueates to the provision and utilization
of Additional Teaching Hours (ATH) in School(s) Mbn-Native Speakers (SNNS).
Representatives of the Ministry of Education, thegPamming Office, the Ministry of
Finances and the Office of Public Administrationl d&ersonnel comprise this
Committee. As a collective body, it is a new andimfted duration line of authority,
because its members’ power includes the right oistan-making, and it does not
appear to have a pure consultative role (Saiti PH). The formation of a Inter-
ministerial Committee as a CES initiative, to gdia approval of benefits pack from the
state budget, is a common act, and does not conodyrihe case of official approval
for the funding of ATH that is provided to SNNS eoks. In the case however of the
particular committee, it appears that the actigitynstitutional non-educational
authorities is expanding to decisions that contleereducational and instructive work
of the school: representatives of financial anagp#ervices of the State who participate
in the committee, draw up a document in which theygest how should remedial
teaching hours be distributed and evaluated asasethethods to distribute NNS
students in the remedial teaching classrooms. Bterg educational criteria for the
organization, distribution and utilization of ATH&rmined centrally by the Committee
for the activity of the schools, elevates it toeaviine of power.

The planning of the Committee of Intercultural Eaftign appears as a new
hierarchical line. It regards an act that up U2@03, -the final year of data collection-
had the form of a political design. It is refertedas a need for programming, in the
statements of Nicosia’s Superintendents, Inspectodshe headmaster of the school

Frixos, who appears to be informally participatingts planning.
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What is interesting to observe is the existendaformal- non-institutional
positions of power within the school organizatioas a criterion of vertical
differentiation in their structure. Two acts candigcerned in schools that constitute
dual ladder mechanisms. The first case concerne#uoher’s “promotion” to the
position of assistant headteacher of the schamt) the headmaster himself. This
decision was taken because of the inability ofGlgprus Educational Service
Commission (CESC) to centrally fill the vacancytloé assistant, due to educators
denying to be placed in the aforementioned schidwd. decision of selecting the teacher
to cover for the job of Assistant Headteacher wa®mpanied by a reduction of his
teaching hours, so that he would be able to respmhd dual commitment as a teacher
and a manager, for which the headteacher tookasmldull responsibility. Similarly,
older SNNS educators with experience in managiagtindition of multiculturalism
are appointed responsible for multicultural maftbdding responsibility for the
programs that regard students who are NNS, thesad@nt of new colleagues in the
school’s operational particularities and the caltetand flow of information on issues

of multiculturalism.

Both dual ladder cases differ from the way in whittddl (1996) describes this
mechanism. The educators’ new positions set theart &spm the body of the teaching
personnel, placing them informally on a higher pagthrough internal arrangements
that take place within the school basis. Howees rtature of their work and their
authority status do not remain the same. Their i@arkincreases as they continue to
perform their teaching activities on top of theemnresponsibilities, while
simultaneously they are recognized as personsanilgher status than the teachers’
association. In the case of school organization®itld appear that this vertical form of

differentiation signifies the promotion of the edtars on a higher posting through
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intra-organizational arrangements expanding as#mee time the work and the role of
those individuals.

The third dimension of SC - the spatial expansibiine organizational structure
- presents the most significant diversities ingdecational institutions, compared to
other public institutions and the private sectarcérding to Hall (1996:56), spatial
expansion of the organizational structure signitied “activities and personnel can be
dispersed in space, according to either horizantakrtical functions, by separation of
power centers or tasks”. The spatial expansionus #ffiliated to the horizontal and
vertical differentiation of the institution, andfiees to the spatial expansion of
specialization and positions of hierarchy. Reseanrcbf the private sector (Hsu, March
& Mannari, 1983 ; Child, 1972 ; 1973; Pugh, Hicksbimings & Turner, 1968) and of
the public organization@dassell, Zhao & Maguire, 2003 ; Maguire, Shinadl&
Hassell, 2003 ; Wilson 2003 ; Maguire, 2002), vike spatial expansion in the same
manner. The spatial expansion of the organizatisinatture in the case of the private
sector, takes a more complex and differentiatesh fovith regards to the criteria
determined, in the case of school organizationbl€ra).

The ethnographic study of the spatial dispersiothefeducational organizations
shows that we can interpret spatial expansion nigtia the physical dimension of
space — operational, geographical, population anidibg dispersion — but in the
abstract dimension of space as well. The complefityork and of the teaching
organization and the population expansion that isccuschools, are responsible for
geographical — population and building dispersmirenomena of the physical
dimension of space. The aforementioned researtheyg spatial dispersion exclusively
in its physical-external dimension. The educati@talctures present an internal

dispersion, which consists of the expansion ofpiveer of the individuals, and the

19



content differentiation of professional roles. Tééso criteria shape the abstract

dimension of space.
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Table 3.Evaluation Criteria of Spatial Dispersion of Sch@&ifuctures

Actions of schools Criteria of spatial dispersion and
internal differentiation
Physical dimension of space

Bulding dispersion A. Bulding dispersion
Creation of new teaching rooms for remedial teaghind organization of support groups

Operational dispersion B. Operational dispersion
Parallel education, daily use of two languagestipialuse of teaching rooms; all-day and extraiculum use of school

grounds

Geographical dispersion C. Geographical dispersion
Transfer of NNS in other schools of the same edaealt region; dispersion of the multi-cultural ploemenon

Population dispersion — differentiation D. Population dispersion —
Increase of foreign language students, teachingppeel, and diversity in these two groups differentiation

Abstract dimension of space —
internal differentiation

Differentiation of power in non-educational institutional bodies E. Expansion of jurisdictions and
Educational decision making by non-educational eg€arganization of classrooms, duration of reraktdiaching, power of the employees involved in
number of NNS per group, evaluation of languaghss&nd of the apportionment allocation additiotealching hours the educational process

Differentiation of the power of headteacher’s role

Shapes multicultural educational policy, legisladstrarily, replaces institutional bodies, taleeidions free-willingly,
deviates the institutional framework, take decisiorpolitical issues, takes social action and eeatnetwork of donators
and sponsors.

Diversification of the teacher’s role F. Expansion of the proffesional
Contributes in the creation of educational politite@asures for the multicultural student body, desithe abolition of roles and the institutional bodies
certain curriculum lessons, takes social actionexinds the teaching role. involved in educational process.

Differentiation of parental council’s and local agets role

Formation of educational political measures coricgrthe course of study of NNS, intense socialoacti volunteering,
participation in the decision making process ofgtieool on organization and teaching matters, paeddiring, creation
of a network of contacts with local agents, creatbcontractual relationships and aggregatiorpohsors.
Differentiation of student’s role

Bilingual Pupils engage in translation, when neasssand help the integration of NNS (co-operatichievement). They
support the teaching process and take actiondpalmefinancial actions of the school.
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The population dispersion or differentiations areorporated within the
criteria of structural ‘physical’ dispersion. Thatto say, size is not considered an
independent variable (as in afore-mentioned rekeajcbut is amalgamated in the
criteria of spatial structural expansion. Schot#r®rganizational Theory consider the
size of the organization an independent variabiepared to Structural Complexity,
and reach the conclusion that “as organizationg/gtteey become more complex”
((Blau & Scott, 1962 ; Blau, Heydebrand, & Stauffe®66 ; Blau, 1970 ; Blau, &
Schoenherr, 1971Research in the educational institutions, howeveshows that
population expansion is not consistent with the coptexity of the institution.
Between two schools — the range of changes an8Gheriteria which the smaller in
population school (Frixos) presents, is greaten thase which occur in the second
school (Elli), which also happens to present stgaapulation growthln contrast,
what appear to determinethe degree of SC are the qualitative characteristecof
the school and the degree of diversity within its gpil population and all of its
operational levels.This conclusion leads us to the decision not to@re the
population expansion as an independent variabtepbzonsider it a criterion in the
factor of spatial dispersion. Population expansealuates the degree of change in
the school population.

To conclude, with regards to the criteria of thieinal expansion of the
structural subsystem, given the abstract interpogtaf space, we discern that the
people and the roles involved in the operationNS - first and foremost the
director’s role- take action on different fieldghich either do not belong to the
formal description of their role (expansion of powe), either construe new fields
of action, which in the majority of cases, are inlash with the conventional

concept of their role(expansion of role dimensions). The expansionooigy is
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characteristic in the case of theadteacher’ role, as leaders of schools undeanese
enjoy a high degree of autonomy for a range ofsiless, which do not belong to
their jurisdiction. The new fields of power (enrmaint, co-education, curriculum
development and teaching tools for teaching in N&¥&ngement of remedial
classrooms) are needs which result from multicaltsim, institutional voids, and the
established frame’s inability to enforce certaisesaof decision making. All these
factors determine the director’'s autonomous acfidve need for immediate decision
making, due to constant and sudden changes whielptace in school, projects
headteachers, who legislate arbitrarily, replasétutional bodies (CESC), and
decide free willingly. Meanwhile, headteachers d&smaden their social and political
action — despite the fact that they are not peeahitd participate in Mass Media
debates over conflict resolution, and to develguarents for a socio-cultural policy,
headteachers do so, due to immigrants presenbe iréa.

The enlargement of the content of professionakraliscerned in all the
people involved in the operation of the school. Paeentsdetermine the content of
political decisions of the Ministry of Educatioake intense social action, take part in
the school policy, and engage in contractual @heships with local agents and
donors. Theeducational facultybeyond the broadening of their educational role d
to the specialization of their work, demonstratesa and volunteer action and
makes decision making for the informal cancellanbparticular lessons of the
national curriculum. In additiorstudentsare used in the support of teaching and the
integration of new immigrant pupils, as well asstions regarding the finding of
funds for the coverage of school needs.

The study ofnternal abstract spatial dispersionof the organization,

provides significant information regarding the rofepersons, and their participation
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in the decision making processes, the degree oéptvey possess or/ and enforce

and the implementation of the established framkwdrich determines their

jurisdictions and the basic operations of the sthoo

Table 4 encompasses the dimensions and the cutethi@ model which

evaluate structural complexity.

Table 4.The Evaluation Model of Structural Complexity inuEdtional

Organizations

Dimension of structural
complexity

Structural complexity criteria

Horizontal differentiation

Vertical differentiation

Spatial dispersion and internal
differentiation

1. Specialization of professional roles — new job
titles

2. Work specialization
3. Knowledge specialization

4. New lines of power

5. Informal, ‘dual ladder’ job

Physical dimension of space —external dispersion

6. Building dispersion

7. Operational dispersion

8. Geographical dispersion

9. Population dispersion — differentiation

Abstract dimension of space-internal
differentiation

10. Expansion of the jurisdictions and the power of
the employees involved in the educational process

11. Expansion of the professional roles and
institutional bodies involved in educational prases

The comparative study of the criteria of horizoraatl vertical diversification

and of the spatial dispersion reveals the relatiostructural complexity to the other
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two basic characteristics of bureaucracy: centtibn and formalization. Diagram 1
demonstrates the relation between the three dimessif school structure:

centralization, formalization and structural conxutg

Diagram 1 Correlation of the three structural characterssin educational

organizations.
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From the aforementioned analysis, we concludeatdhe SC of the school
structure increases, the degree of centralizatidimited. The central supervision and
control system is restricted and the bureaucratoantability system is replaced by
a market-public accountability system. Meanwhihe increase of SC brings forth the
deviation and diversification of the current fornradtitutional framework The new
emerging multifarious realities can not be covdrgdhe current rules and
regulations, which demand new immediate regulatiand as a result, parts of the

institutional framework are automatically cancelled
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Conclusions

The ethnographic study demonstrates that thetatalcomplexity of
educational organizations a phenomenon that occurs even in centralized
bureaucratic educational systems. The two sch@a studies present evidence of a
complex structure, even if they function withinentralized context, in which it is
assumed that everything is determined by the pytarhhierarchy, while meanwhile
the operation of different types of schools (i.eisia, sport and multicultural schools
e.t.c.) doesn’t consist a reality for the Cypridtieation. This conclusion, in
combination with the significance of qualitativedanformal characteristics which
the school structures present — in juxtapositiothéosignificance which determines
the size of an educational or school system- mtieestudy of SC significant in the
understanding of the operation of educational aegdions.

The context which the three dimensions of SC asgiumiag the study of
educational organizations is presented differesdiat comparison to the space of
public organizations and companies. We notice pimema as the interdependence of
structural elements and the adaptability of scistroictures to the environmental
changes. The aforementioned properties lead usetbdsic principles of the
Complexity Theory, “while he doubts about the megrof objective reality placing
emphasis on the meaning of the relation and tleetien of determinism” (Tsoukas,
1999:15). The in depth study of the structural gatesn demonstrates that besides the
interpretive context of the three dimensions of &@her properties appear, which
appertain to the schools characteristics of a cexatlaptive or dynamic system

(CAS):
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1. InterconnectivenessThe interdependence consists a property of CAS,
“results from the interaction between the composmentinterdependent agents
of a system — which are interacting with each other great many ways — and
is manifested at the level of the system itselflll{&s, 1998: 2-3 ; Stacey,
1996 ; Waldrop, 1993:11). The criteria of SC réaegelation of
interdependence within each dimension and betweethtee dimensions. For
instance, the specialized knowledge that is neéatetie management of the
new multicultural situation, brings forth the sp@@ation of the task, forms
new specialized work posts, but simultaneouslyteseaew informal work
posts in the school hierarchy (i.e. head of multivzal education matters and
sub-director). In addition, the specializatiortlod teachers’ and the
administrative executives’ role in matters of raetmulticultural management
(horizontal differentiation), does not exist indegdently of the expansion of
the faculty’s role and the exertion of power in egneg fields (spatial
dispersion).

2. Emergence and sensitivity to initial conditionsKaufman considers the
property of emergence primal to the understandfrtgebehavior of CAS:
The complex whole, in a complementary non-myssegse, can often exhibit
collective properties, “emergent” features thatlaveful in their own right”
(Kauffman, 1996: vii-viii). The emergence, as pedy of CAS, deals with
new behaviors and interactive forms of dependesug thus creates novel
evolving patterns. The interactive equilibrium amgsinthe system’s agents,
shapes emerging patterns that function in ordezl(3699).

Emergence is defined as the “process by which npatiar global — level structures

arise from the interactive local — level proces3éss ‘structure’ or ‘pattern’
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cannot be understood or predicted from the behavriproperties of the
component units alone” (Mihata, 1977: 31); howewadnplistic - systematic

approach and study of the system is required.

The emergence appears as a property whattacterizes the new
structure which forms the case study schools. Tumysof SC in school
systems presents a more complex framework of @jteom those which the
guantitative measurements taken from public orgdimas and companies,
refer to. The new reality (presence of NNS), whielstabilizes the usual
operation of the school, gives birth to new needsy fields of action, new
tactics and decisions, and leads the members aicth@ol to cultivate new
models of school government: in essence, the dureatity emits a new self-
organizingstructure. We are dealing with a ‘circular stunet, determined
by multiple elements in an interdependence relahg giving the impression
of a tumult movement. The changes and decisionsa@rpresented in the
hierarchical levels of the educational system,ibbat horizontal dimension,
which, for the most part, moves within the micredeof the school unit.
Thus,recursivesymmetries appear: a turbulence may form smadlatsal
tumults within other tumults (Tsoukas & Hatch, 2(H®8). The changes
which occur within the three dimensions of SC httte to the system the
impression of a nest, because the factors of thagds consist themselves
complicated systems (Seel, 1992:2). This circsiiarcture of the school
systems creates the non-linnearities (Holland, B)9%hich characterize the
relationship between cause and effect.Thus, infsognit causes can create
significant results and consequences to the sySfeoukas & Hatch,

2001:988).
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3. Self-organization: The emergence and self organization are the twic bas
interdependent behavioral characteristics of comgistems. Wheatley
(1999:21) claims that the notion of self-organiaatdoes not imply the
absence or the abolishment of hierarchy, but andistise of it. Self
organization as a systematic behavior gives themppity to a complex
system to behave in a new way, distinct from tlevious one (Tsoukas &
Hatch, 2001:989). The two case study schools detratashat the majority of
structural differentiations that occur, regard tloeizontal andypatial
dispersion of the organization, and are less aatativith the presence of
new lines of power in the hierarchy of the systémited vertical
differentiation). The differentiations of this sooccur for the most part within
the micro level of the school unit, and simultarggwonstitute non
institutionalized / informal decisions. These ags@rise from the initiative of
the stakeholders, as an act of self-organizatiaghetchool unit.
Consequently, the specialization of work, the conté professional roles and
the dispersion of power in all of its forms, conge a homeostatic self-
regulation mechanism (Papaioannou, 2007). Sclubaisge, present a more
complex structural dimension as a result of a ggjinizational action. This
organizational pattern, with its volatis@ganic structures (Wheatley,
2003:52), is a consequence of the schools’ autonsractions, and
exemplifies the behavior of school organizatioss¢@mplex adaptive systems
and as learning communities.

To conclude, the study of SC in the field of edigrats significantbecause it

gives us the opportunity to study the particulagrapion and behavior of the

educational organizations, as organic systemst@adaluate the degree to which
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they behave as CAS. The deeper knowledge of thevimtof the learning adaptive
communities is beyond any doubt a condition forddacational policy reforms and

long-term improvement programs in the field of eatian.
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The “new policy paradigm” in Higher Education: Interest groups, politics and
the issue of implementation in the Greek case.
Theofano Tsakanika
PhD student, Dep. Political Science, University dErete

1. Introduction

This paper attempts to approach the discourseifreh education policies posed in
an supranational level of cooperation promotedhgyBologna Process while also by
other initiatives such as the ‘Tuning Project’ ghd Education and Training 2010'.
These initiatives set a new policy paradigm forleigeducation policies called to be
implemented within the participating countries buainly introduced within the
Higher Education Institutes. The changing condgiofhsocieties and the new market
paradigm of the knowledge based economy apply ¢eel fior higher education to be
reaching the demands both of economic developmkbité &lso of social cohesion. In
such changing conditions institutions are calledbéocompetitive and innovative as
there is a need for enchasing their quality whig® &nsuring the competences of the
future employees. Political action is set at theefimnt while stakeholders are
introduced in the decision process shaping this nsom objective set with the
Bologna Process that of the European Higher Edut#rea. Within this context the
Greek higher education system and institutes dermed reflecting their specific

characteristics within this broader shift on théigyoparadigm.

2. The Bologna Process and its objectives.

The reality of the Bologna Process is an issuenoinareasing and unquestionable
impact over a numerous participating countries tdradr educational systems. The
Bologna Process started officially in 1999 with B&ogna Declaration signed by the
ministers responsible for Higher Education of 23dpean countriés The process

has made already after eight years the objectivecfeating a European Higher

! See, European Ministers of Education, (1999) Theopean Higher Education Area. Joint
declaration, Bologna, June 1999.



Education Area a common objective to more than 4fojgean countriés While

Higher Education policy with the Bologna Procesgrethough this process is still
under amplification set to complete in 2010, cancbesidered as the most distinct
initiative dismantling higher education policiesin the sole regulatory power of the
state. With the bologna process higher educatioseisin an international level of

cooperation mapping down several stakeholdersismptiicy area.

The Bologna Process officially is characterized aams intergovernmental process
extending even the enlarged European Unions mesta&s. Such a reality although
seems that it wasn’t the primary objective of th@ogna process initiative. This
consideration springs from the Sorbonne declarasigned one year earlier of the
official ignition of the discussed process. Thelf®ome declaration signed in 1998 is
considered to be crucial for the launch of the Bokb Process as it was then that the
Ministers of 6 European member’'s states co-decidad set the policies for
‘harmonizing the European higher educational systerfihis meting is thought to be
a focal point as the general guidelines set indeiglaration were the first guidelines
included in the Bologna declaration one year aBeit the objective of the Bologna
Process was not set to be the one of harmonized:tiropean educational systems
but rather for creating of Buropean Higher Education AreaAs it is noted also in
the Bologna Follow-up series of working papersezhiTrends the European systems

of higher education were and are still characteripe their extensive diversification.

The realization of the extensive diversification tbok European higher education
systems seems to be one reasonable explanatidhef@bolishment of the objective
to harmonize them. And from that starting point B@ogna Process was launched
concerned also for a structural change in highecatibn but setting its aims in the
comparability and compatibility of the European higher education systems so that
mobility can be promoted within the European Higher Edonafirea and so on its
attractivenesdo the rest of the world. These three guideliaggear to be the three

major objectives in quest by the Bologna Procesthabthe main objective can be

2To be precise it will be 46 with the joining of Miavia
% See European Ministers of Education, (1999) Thegean Higher Education Area. Joint declaration,
Bologna, June 1999.



reached according to the Lisbon strategy for engiddigy set in 2000 that ahaking

Europe the most dynamic knowledge based economydmade.

Indeed, any attempt to analyse the expediency eitw formation of a European
Higher Education Area cannot overlook the effedtsnternationalisation and the
emerging transformations in economy and labour etarks Haug arguesamong
the factors explaining why there was a change enapenda for higher education in
Europe, the following can be highlighted: first teenergence of a real European
labour market, which was bound to shape major etemef the university offering
and functioning in the forthcoming years. The tetite first report noted that it was
unlikely that the combination of high rate of gratlkl unemployment and a shortage
of qualified young people in key areas in many [paem countries would be accepted
much longer by societies. The growing tension b&twen increasingly open and
European labour market on the one hand, and exadisnational degree systems on

the other, is certainly one of the core factorslaixpng the Bologna proces$s

In the context of both the major, mutual dependedranational initiatives (the
Bologna Process and the Lisbon Strategy), Higheuc&tibn poses (in terms of
research and innovation) as the trigger for prongptfeconomic and cultural
development and social cohesion in European soeigfi. What is evident is that for
promoting all the above mentioned objectives thsuasof quality and that of
readability of qualifications are raised as keynmaats. And so, as the Bologha
Process moves foreword, the policy agenda for tyuafisurance and all the relevant
structural policies such as the ECTS and the DiploSupplement gained the

maximum of visibility.

* See G. HaugThe Bologna Process and the Lisbon Stratdplogna Handbook, vol.1, A.3.1-1,
September 2006, pp. 5-6.

® See European Ministers of Educatidine European Higher Education Area - Achieving Guals
Communiqué of the conference of ministers resptenfb higher educationBergen, May 2005.



3. Interest politics and the issue of implementatio over the Bologna Process

‘structural’ policy agendas.

What is indicative of the Bologna Process is thatuns according to the new
governmental procedure that‘tfe open method of coordinationThis method was
also introduced in the Lisbon strategy mainly beeait includes all the interested
stakeholders on the policy area allowing them toirfw®lved actively. Something
quite indicative in the Bologna process as the etalders involved not only
increased in number but foremost enhanced in madeaathority. The open method
of coordination is classified as a soft law progedunainly because the
implementation of the policies is based on the faat each participating country in
this procedure, joints it willing.

The stakeholders involved in the Bologna Process raainly apart from the
governments the European Commission which rolemsidered of great importance
to the extend that in the last ministerial meetingas clarified that the Commission
is not running the Process and that the procems iister-governmental venture. Other
stakeholders are the Council, the EUA which stafats European Universities
Association, the European students union (ESI mostly known as ESIB),
EURASHE which is the union for post-secondary istéis, ENQA the European
Network for Quality Assurance, the ERIC-NARIC netk® which are the
representative body of the national agencies resbplen for the recognition of
degrees, the Unesco-Cepes which is the correspomggartment for educational
policies, the OECD, the World Bank etc. The intigguthing is that even though
there is a vast participation of several interegsugs there is no diversification over

the objectives set.

® An interesting example is the involvement of thedpean Union Student’s (ESIB) which was not at
first, part of the Bologna Process entering theess in the second ministerial meeting held in rag
(2001).

" The change of ESIB’s name to ESU was a very redevelopment market in the Bologna Process
website hosted by the London presidency.



As mentioned previously the agendas of quality @s®e and the agenda concerned
with the readability of qualificatiofisare the two major policy agendas posed as a
prerequisite for every other objective set to beialty reached. These agendas are
related mainly because they promote a structufalmation that Higher Education
Institutes are called to imply. So far a greatgoess can be marked introducing new
policy agendas and enhancing them as the BologoeeBs moved from the first
Bologna Declaration singed in 1999, to the Pragoen@uniqué in 2001, to the
Berlin meting in 2003, to the Bergen meeting in 20&nd finally to the last

ministerial meeting held in 2007 in London.

What can be firstly acknowledge is that the poligenda for quality assurance and
all the structural policies were significantly erméd in the Prague’s meetthand in
the Berlin meeting these policies started to rehehimplementation phase already.
While the main tools underlined within these polemendas and in general within the
Bologna Process is thattworking must be enhanced agdod practiceshould be
acknowledged for the various participating coustt@enchmark

The most interesting development of the Processeaxiad with the implementation
stage is actually the guidelines set in the Bearlinisterial meeting as it is requested
by 2005 all participating countries to have a dyalssurance system setting a
minimum structural framework for such a developmel¥ithin the Berlin
Communiqué it is declared that.The quality of higher education has proven to be
at the heart of the setting up of a European Highducation Area. Ministers commit
themselves to supporting further development ofitguassurance at institutional,
national and European level. They stress the neeatktvelop mutually shared criteria
and methodologies on quality assurance...Therefbeg, agree that by 2005 national
guality assurance systems should include:

-A definition of the responsibilities of the bodssl institutions involved.

-Evaluation of programmes or institutions, incluglimternal assessment, external

review, participation of students and the publioatdf results.

8 EUA, (2002), ECTS Counseling and Site Visit Prognze: The State of implementation of ECTS in

Europe. A short survey carried out by EUA in cofgpien with the ECTS/DS national coordinators,

EUA Brussels office

° For the total objectives set in all policy agensas Council of Europe, (2002), The Bologna Pracess
Achievements and Challenges, Steering CommitteeHfgher Education and Research, 13 August,
Strasburg.



- A system of accreditation, certification or comgdale procedures.

- International participation, co-operation and meirking.

At the European level, Ministers call upon ENQAotigh its members, in co-
operation with the EUA, EURASHE and ESIB, to dgvelo agreed set of standards,
procedures and guidelines on quality assuranceexplore ways of ensuring an
adequate peer review system for quality assuramckos accreditation agencies or
bodies, and to report back through the Follow-upp@y to Ministers in 2005. Due
account will be taken of the expertise of other ligpiaassurance associations and

networks. 1%’

The implementation phase was introduced while thketolders gained an important
role to that. The case of the ENQA is evidentfahe active role of the stakeholders
to the Bologna Process. ENQA even changed itssstatum an association to an
organization proving that not only the stakehold@ffuence the process but they
where themselves influenced as gaining a seriothwaty on the agendas for higher
education policies. What is also interesting ig #H8QA has its own prerequisites for
its members, accepted although by the Bologna Bsoead that all established
national agencies for quality assurance they havedistet*. All of these guidelines
actually characterizes the turn of the Bologna gsscfrom the phase of setting the
objectives towards the phase of implementing them.

Something to be confirmed also in the Bergen mget which it was stated that:
“Almost all countries have made provision for a ftyaassurance system based on
the criteria set out in the Berlin Communiqué anthva high degree of cooperation
and networking. However, there is still progresdb&omade, in particular as regards
student involvement and international cooperationWe adopt the standards and
guidelines for quality assurance in the Europeaghdir Education Area as proposed
by ENQA. We commit ourselves to introducing theapsed model for peer review of
guality assurance agencies on a national basis,levhéspecting the commonly

accepted guidelines and criteria. We welcome tlecjple of a European register of

12 See European Ministers of Education, (2003) Rieglizhe European Higher Education Area.
Communiqué of the conference of ministers respdmd$dr higher education, Berlin, September 2003
p.3.

1 See Thune, K., (2005), Standards and guidelinesqf@lity assurance in the European Higher
Education Area by ENQA, Helsinki, Finland, Europe@ommission, DG Education and Culture,
Socrates programme.



guality assurance agencies based on national rew®es ask that the practicalities of
implementation be further developed by ENQA in ecajon with EUA, EURASHE
and ESIB with a report back to us through the ReHap Group. We underline the
importance of cooperation between nationally redsgth agencies with a view to

enhancing the mutual recognition of accreditatiorgoality assurance decisiotfs’

In last and very resent London meeting held in 20@¥ quality assurance agenda
seems to be implemented and the registration ofndt@nal bodies for quality
assurance to the ENQA organization to be reachampiss progress. As stated:
“The Standards and Guidelines for Quality Assurancethe EHEA adopted in
Bergen (ESG) have been a powerful driver of changelation to quality assurance.
All countries have started to implement them antheschave made substantial
progress. External quality assurance in particuiar much better developed than
before. The extent of student involvement at allte has increased since 2005,

although improvement is still necessary...

But what is also interesting is that from the Berge the London meeting a new
agenda seems to be taken in the forefront of disonsThe European Qualification
framework which is mainly formed by the other stuwal policies that of the ECTS
and the Diploma Supplement implementation is plaicethe centre of discussion
mainly because:Qualifications frameworks are important instrumsnn achieving
comparability and transparency within the EHEA diadilitating the movement of
learners within, as well as between, higher edwsagystems. They should also help
HEIls to develop modules and study programmes bageldarning outcomes and
credits, and improve the recognition of qualificets as well as all forms of prior

learning. While “We see the overarching Framework for Qualificasoof the EHEA,

12 See European Ministers of Education, (2005), Thefean Higher Education Area - Achieving the
Goals. Communiqué of the conference of ministespaasible for higher education, Bergen, May
2005.pp.2-3

3 See European Parliament & Council of the Europeaion, (2006), Recommendation of the
European Parliament and of the Council on Furtheropean cooperation in Quality Assurance in
Higher Education, Official Journal of the Europeamon, 2006/143/EC.

14 European Ministers of Education, (2007), Towarttie European Higher Education Area:
responding to challenges in a globalised world,damMay 2007, p 4.



which we agreed in Bergen, as a central elementliQuassurance and a European

Register of Quality Assurance Agencies

The issue of creating quality assurance mechanisomgirms that the Bologna
Process has caused serious reconsiderations asdgsintly transformations over
the participants’ higher education systems. Thecpagendas of higher education
seem to be enhanced giving emphasis on the polcmeserning quality assurance
and the new subsidiary agenda of the qualificafiamework. To that direction there
is a broader boost caused by other initiatives eored also with higher education

policies.

4. The spill over effect of the Bologna Process: ¢hTuning Project and the

Education and Training 2010 initiative.

The guidelines and objectives of the Bologna Pmaas be considered as the first
step towards the broader (re)contextualization ighdr education policy agendas,
something that is actually occurring by the spikpeffect of the Bologna Process

with the ‘Tuning Project’ and the ‘Education andiifing 2010’ initiative.

What can be exacted from the process of the Bolagmdure is that it opens the
discussion of higher education policies in an méional level emphasizing towards
a structural dimension of reforms need to be impleted. But what is most
interesting is that a shift can be detected inetfn@hasis given. Even though it started
mostly between the ministers responsible for higk#ucation the outcome of this
process is to emphasize the role that higher emuncaitstitutes are called to play.
Institution’s involvement is indicative to the Tuagi Project funded by the European
Commission following the steps of the Bologna pescbut widening the issues at
stake. The issues of competences are posed irethierof the discourse. This new
turn can be considered relevant or even as an anewee broader acknowledgment
that high skilled employees are in need with theleasis posed on the discourse of

the learning outcomes.

15 European Ministers of Education, (2007), TowatdsEuropean Higher Education Area: responding
to challenges in a globalised world, London May 2,00 3.



The Tuning Project that is running already its fbuworking period seems as an
initiative that follows this new trend emphasiziog learning Outcomes. Higher
education institutes via academics are called toperate in mapping down the
competences promoted within several study areasewdiso they are called to
benchmark teaching methods for the maximum of céempes gained. The
competences are divided in two categories the gemempetences and the subject
specific competences. The cataloging of the conmgetepromoted within the topics
of scientific studies while also the benchmarkimgt@aching methods are called to be
disseminated to the participating countffedloving that is, more in depth towards
the discourse about learning outcomes settingrdradworks of this broader change

occurring in higher education.

In the same perspective the ‘education and trai@bD’ initiative started in 2002
maps down the total spectrum of the new paradigimomdy in higher education
policies but on educational policies. This iniv&tiis directly connected with the
Lisbon agenda and the objectives set concerningptbader agenda of educational
policies emphasizing in vocational training as virellife long learning policies and of
course on higher educatidn The characterization of modernizing educational
policies within Europe is indicative. The signifieze of this procedure is based on the
fact that it includes much wider policy agendase Bologna Process seems to be
considered as part of this newly established boader on the spectrum of education

policies.

All of these projects running at the same time en@k the new policy paradigm on
Higher Education policies. This new mode over highducation policies can be

connected especially in the stage of implementatibin the broader mode that of the

1% EUA (2006), Tuning Phase IV: Curricular Reform ik Shape. Learning Outcomes and
Competences in Higher Education (2006-2008), Ewangg&ommission, Brussels.

" For more information on Education and Training Eeeopean Commission D.G. for Education and
Culture, (2006), Preparation of the 2008 JointrimieReport on the implementation of the Education
and Training 2010 work programme, Guidance Notelier2007 national reports, 11 December 2006,
Lifelong Learning: Education and training Polici€&pordination of Lifelong Learning policies. See
also European Commission D.G. for Education andu@zil (2004), “Education and Training 2010 in
the European Commission,” Progress towards the Common Objectives in Educadimh Training:
Indicators and Benchmarks 73, Brussels.

18 Also a very interesting development is the eursphst is called to classify every kind of skilled
gained either of an educated employee or of anugadd, categorizing the qualifications at 8 levels



new public managementVhat is also evidential is that the Bologna psscseems to
include the broader changes occurring in highercatilon policies with the other
initiatives. Such a change is indicative in the mogortant policy agenda that of the
guality assurance policy agenda and mainly on teyagenda of the qualification

framework considered as a subsidiary of the previou
5. The Greek case of higher education under reform.

The issue concerning the nature and the extendheofparticipation of all related
interest group can be considered crucial in thelempntation phase of this policy
process and that because the way they acceptftrenseor resist to them, it could be
considered as an indicator of their actual partign in the co-decision process. The
phase of implementation sets a new arena for thidecided policy agendas when
applied as a reform act in national level. The Enpentation phase makes the Greek
case interesting as it didn’t had prior traditianany of the proposed policies for

guality assurance.

The most major reforming acts occurring in the f@siod can be highlighted in three
major reforming bills. The first one introduced 2000 concerned mainly with a
structural reform of higher education. The Greakhkr education was divided in two
categories of higher education institutes, thealead A.E.I. (Universities) and T.E.I.
(the Technological Educational Institutes). Thigyious division between existing
since 1981 categorized the institutions in a hivigal ordet’. The A.E.l. was
considered to be better because their graduates fudly acknowledged of their
professional competences while the graduates ofs#wond category of T.E.I
professional skills were ambigudfisSo the first major reform was about to withdraw
of the previous existing diversification of privijes and for sorting up the equivalence
of the qualifications for the technological institun instructors.

19 For more information on the Greek history of higlkeucation se€lonadaxng, E. N., (2004),H
moAipynom efovoia. Kpdrog, IMavemotguo kot Exmodevtikny Motk otmv EAAGda, ABnva,
Gutenberg.

A simple example was the right to continue studyinga master program which till then the
graduates of TEI didn’t had.
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This reforming act was considered as an outconteeBologna Process guidelines
mainly involved in the policy agenda concerning tieadability of degrees. The
previous existing categorization created diffi@gtin the diversifications of rights of
its graduates. This first Bologna driven reformjtas acknowledged by most, caused
a serious reaction of the two most related Greakesiolders that is the academics of
the Universities and of course the students of I§Edeclaring that it threats their
status in the marked. The academics made a coatittaming that such a reform was
against the constitution. Their main argument stétat there is a great gap between
the educational standards of the A.E.l. and thes @xésting on T.E.l.’s. They argued
that the academics face strict regulations in otddre qualified as Higher Education
teachers rather with the T.E.l.’s educational sth#t they are not required of such
strict procedures in order to be confirmed as teextmainly because the market
expertise was valued the same as owning a PhDré&dwions moved the discourse

on the need to assure the quality of both HighercBtlons Institute’s categories.

The second most important reform was about the amphtation of a quality
assurance mechanism while also the ECTS and thirbép Supplemerf This
reform is the most evidential implementation of B&ogna Process. Even though
one can think that this reforming act was welcorded to the previous experience
there was a big resistance on this also. The coneas about the standards and the
guality assurance model to be actually implementElde model of raking or
otherwise expressed the fear of ranking, createeriaus dislike on the total process
of implementing a quality assurance mechanism. d@fgument was that higher
education if it is evaluated it will be driven toda a market oriented philosophy
causing a serious damage on the humanitarian anal studies which lack in market

competition.

The mechanism was reinforced with some delay freenlteginning of the discourse
due to the extensive reactions mainly caused bytla€emics. Finally a model was

introduced that set actually the minimum structeraiditions of the Bologna Process

2L On the issue of interest politics in the Greekhbigeducation se&apdag, K., (2004),Zvupépovia
Kot ToATikn. Opydvoon Zvueepdvtov kot tpodTuna dtokvPépvnong, Adnva, Exdoceig [aralnon.

2 Yrovpyeio Hadeiog kor Opnokevpdrav, (2005),Nopoc yio tv tac@diion g TowdTnTag otV
Avotam Exnaidevon- Zootpa petapopds kol Xvecopevong [lototikov Movédwv-To Iapdaptnpua
Auhdpatoc», v. 3374/05.
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in praxis. Each institution is called to run its rowvaluation as well as external
evaluations are confirmed. An independent publienag is called to guarantee the

outcomes of the evaluation and publish them.

The third reforming act which is the most recentkesasome more innovations
mainly on the way higher educations institutes raemagetf. Firstly it ensures that
there are no categorizations between all HighercBiilon Institutes and secondly it
requires from the institutions a four year plannaigxpenses as well as it introduces
something that could be considered as a managalsdtchanges the way students
participate in the elections of chancellors makiing voting a total right for all the
students and not only for their representatived. Aow the representatives were
elected from competitive student unions similathie Greek parties. This reforming
act also finding a great resistafiteould be considered that it is called to ensuee th
Bologna’s objectives but actually is more interdsite solving or at least trying to
solve some problems existing in the Greek Highemdatdon System, by trying to
create a new framework for the institutions. Suckefarm seems quite well connected

with the broader mode of what called new public agament.

Unquestionably the Greek higher education systemriging under a major reform
facing a great deal of resistance from major stakigs as this reformation seems to
reflect the new policy paradigm. This recognitiases a serious question concerning
the characterization of the Bologna process as ®@orboup policy initiative.
Moreover a lot of questions are raised concernirgy dtakeholders actual interest
representation. And these questions are posed fat@monsideration the reactions
expressed when implementing the co-decided poliniesitional level. One possible
answer is that the diversification of the educalmsystems and the interests formed
within each country are more diverse than expreesddternational level. So either a
democratic deficit can be detected on the way thous interests are expressed

% Yrovpyeio Mudeiog ko Opnokevpdrov, (2007), Nopog yia v petappifupion 1o Oeopkod
mAociov yia T dopn Kot Agttovpyio t@v Avartepov Exmaidevtikdv [dpupdtmv-o véog vopog miaiclo

v v Avartotn Exnaidevon, v. 359/2007

“ What is also very interesting is to mention thdl i the governance to change the constitution in
order for private Higher Education Institutes todide to exist under the same conditions within the
Greek Higher Education Institute. A proposition tthmas mainly due to the student’s reaction
postponed to the next constitutional change.
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within the supranational formation of interest gvewor maybe there is a substantial

lack of representatién

6. Conclusions

As a conclusion the only thing noted is that theltdna Process’ as well as the
‘Tuning Project’ and mostly the ‘Education and miag 2010’ initiative underline via
the objectives they set their compliance with tiebbn agenda. With these initiatives
there is conducted a shift over the policy paradajrhigher education in accordance
with the changed context of the so called poststial society. And the
implementation of all these policies set Higher &ation Institutes responsible for
helping individuals and so on societies in the kieolge-based economy. So Higher
Education Institute’s (H.E.l.) potential contribari in employability and adaptability
is getting actively clarified by:

* the increasing emphasis on the development of feeaide skills that
employers seek and HEI should assist studentsviela@ng, along with
knowledge acquisition and data analysis compet&nce

* and the turn of discourse on Higher Education ® ithportance of the

learning outcomes.

% Such an example could be given on ESIB in whighirfstance the Greek students do not participate
in mainly on their disability to acknowledge a gexieéepresentative body.

#gsee Klemencic, M., (2006%;he Bologna Process and Students ExpectatiBokbgna Handbook,
vol.1, A.1.1-1, September 2006, p. 11.
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1. The Scene

Athens, Greece. June 2006.

Temperatures rising. Temperaments rising. The iotFrance several weeks earlier
have given inspiration to the protestors — and owly for the sloganlt will
become.....a France here” But there is no need for inspiration; no need fo
imitation; no need for “a Francher€ as Greece’s university community has
mastered the skill - perfected it to art-form!

Greek universities are at a standstill as lecturensd students protest against a
government plan to revise the constitution and tved state monopoly in university
education. They also oppose abolition of the usityesanctuary and the strict period
of studies. Students blocked reform attempts @1,19992, 1995, 1998 and 2002.

- Times Higher Education Supplement

Mid-June the Minister withdraws the higher eduaatimll promising to present it to
Parliament in Octob@r But this does not pacify the protestors. Ursitgrlock-outs
continue and....increase. Protests intensify. Angojces demand the higher
education billneverto be presented to Parliament....and even angrieesaemand
the immediate resignation of the Minister.

“I am protesting so that the [higher education] Ibiloes not get passed [by
parliament]. For me the most important thing thatist be avoided is the privatization
of universities”.
- Daphni Tsiouni, university studént
June 20: Not optimistic that the riots will subsiole the end of the month when the

meeting of the OECD Education Committee on Highdudation is scheduled to take

place in the center of Athens, at a venue locatatieaheart of the most aggressive

! Translation of the Greek: G yivel tng Todhiag edd».

% June 16, 2006

3 And not during the summer as was the originalritioe.
* Proto ThemaSunday newspaper, June 18, 2006



riots, the Ministry of Education changes the vetma location 40 kilometers from

the city of Athens. Delegates are notified:

Dear Colleagues,
You are registered to attend the meeting of the DEGucation Committee on Higher
Education: Quality, Equity and Efficiency which Midke place in Greece from 27 and
28 June 2006.

For reasons of high security and to ensure the odrdnd tranquility of delegate
away from the possibility of student demonstratiotie Greek authorities have
informed us that they have changed the venue omgeting from Athens to a resort
some 40 kilometers from Athens by the sea.

4

- Excerpt of e-mail sent by OECD Education Comreitsecretaridt
An otherwise idyllic location for a meeting of Msters to discuss, to contemplate the
issues on the agendQuality, Equity and Efficiencgf Higher Education in OECD
countries Outside, a small but boisterous group of stuslemke their way past the

police blockades; raise their placards and theregfor the world to see, to hear.

At the same time when the Secretary General ofBED, Angel Gurria, was
announcing that the model by which Higher Educat®funded exclusively by the
state is inappropriate, about 500 [university stntg clash with Special Police
Forces demanding freeducation.

-TA NEA newspapér

Quality, Equity and Efficiency? Ironic under thecamstances!

Friday, June 30: The last of the protests — fav.n®rotestors warn: “We’ll be back
in September!” Refreshed, energized ready to resuamrotests, lock-outs, clashes
with police, demands. At least the authorities’lbave the element of surprise to

contend with.

July, August: Two month® be— to allow the situation to work itself out - ot to

be- to plan, to strategize, to prepare for what ébsad?

® FromSue.Lindsay@oecd.otg frances@hol.gdune 20, 2006.
® June 28, 2006.




2. The Setting

All social movements involve conflicts which arefleed intellectually in
controversies. It would not be a sign of healtbu€h an important social interest as
education were not also an arena of struggles, ticat and theoretical...... the
practical conflicts and the controversies that a@nducted upon the level of these
conflicts, only set a problem. It is the businesan intelligent theory of education to
ascertain the causes for the conflicts that exigt then, instead of taking one side or
the other, to indicate a plan of operations prodgagdrom a level deeper and more
inclusive than is represented by the practicesidrds of the contending parties.

- John Dewey (1963:5)

If we attempt to explain the scene described abavéerms of cause and effect as
recommended by Dewey (1963) we would conclude that proposed higher
education bift (that the Government planned to present to Paglinin July),
coupled with the proposed changes to the Constitlsio as to allow the operation of
private universities in Greece, created sufficidigsatisfaction amongst interested
parties and stakeholders, to warrant the prothatsiitensified in June and are due to
resume in September. Furthermore, we might everclgde thateach of the
proposed chang¥s- separately and alone - would have produced dneesresults
since not all protestors were rallying against gfesntoboth the higher education bill
andto the Constitution: some protestors were rallyagginst proposed changes to the
higher education bill; some protestors were rallyagainst proposed changes to the
Constitution to allow for privatization of highedecation; and some protestors were

rallying againsboth proposed changts

" See Section 1: The Scene

8 The key changes proposed creating conflict weneitdtion of duration of university studies; the
university ‘asylum’; accreditation; election of thaiversity governing board.

° Article 16 of the Constitution prohibits the edisbment of private universities in Greece. Howeve
it should be noted that the two issues — thaths, Higher education reform bill and the proposed
changes to Article 16 of the Constitution - arealated. That is, one is independent of the other.

1 That is, to the higher education bill and to tten&titution.

M Evidenced by newspaper articles and reports duhiageriod from January 2006 to July 2006.



The question however is, to what extent are théepts éffec) independent of the
proposed changesdusg? Dewey (1963:5) recommentmoceeding from a level
deeper and more inclusive than is represented bypitactices and ideas of the
contending parties” It is preciselythis level that must not - and can not - be
overlooked in the case of Greece if not only refortm higher education, but any

changes whatsoever to the existing status qudodrave a chance of survival.

This deeperevelthen, is, | propose, the level of culture andraflition. With regard
to the protests described abGyever the years | have come to realize that ireGee
it is not always what one is protesting about teamportant but rather, the protest
itself. It seems that there is some deeply rotigder in Greeks that once a political
authority™® announces, or even hints at in some cases, sdarmmneasure or change
especially with regard to higher education, this s&f a negative reaction resulting in
protests and demonstrations - sometimes peacefuhbre often than not, violent -
with special police forces being called in by thev&nment to contain the riots,
which in turn and without fail, triggers more ndgatreaction by protestors. It has
become a predictable vicious circle. In fact, thesion-reactionor cause-effecto
change (especially in higher education) has becanifadition®®. Mandravelis
(2006) appropriately notes in the Sunday newsp&péhnimerini> that not only can

the handling of protestors by police be consideesd ‘traditional’ but more

importantly:

12 5ee Section 1: The Scene

3|n particular, the Government.

4 Tradition is here defined as information manifdsteacts or practices brought into the presennfro
the past, in a particular societal context, andeaégd over a long sequence of time. Such acts or
practices, once performed, generally disappearsariteey have been transformed into some manner of
communicable information.

15 Opinions August 20, 2006



The protest problem which afflicts Athens nine-liaddimes every eighteen months,
is a characteristic sample of the hang-ups which plost-dictatorship left on the
country.....protests are a form of expression that veabidden by the dictatorship
and is being exercised with excess during timé&eofocracy.... However, over time,
protests have taken on characteristics of “harddifteon'® (Mandravelis, 2006).

Although Mandravelis (2006) may be exaggerating whe quantifies protests in
Athens as “nine-hundred times every eighteen monithsurely must feel this way to
shop-owners in the city centre where protestorsggyate, whose profits drop
between 51-75% on each day of protest, represeatiag40 billion euro profit loss
collectively each year, according to the Nationakdciation of Greek Commerée
Mandravelis (2006) does however, rightly put théspwn the situation. His reference
to the "hang ups which the post-dictatorship lefife not only significant in
understanding the ‘tradition’ of protests or ‘piteg’ in Greece and of police
reaction to protestol¥ but more importantly, in understanding the awlticontext
within which any successful change agent is to eahienvisaged goals and
objectives.

Ethical, politcal, and social problems do not ocduarisolation but take place as
conflicts in cultural contexts.

- Verne (1970:278)

In Logic: The Theory of InquiryDewey (1938, cited by Verne 1970) notes that the

cultural environment influences to a very largeeextthe ways in which human

1% Here, the word “hard” is a direct translation. viter, in this context the connotation of ‘hard’ is
more precisely translated ast so pleasant, aggressive

" KathimerininewspapetEriysipiioeic. August 20, 2006, p. 7

18 Although the tradition of protests or protestimyGreece is a topic of special interest and concern
warranting further investigation, such investigatie beyond the scope of this paper. The referamce
‘police reaction’ here has been to show how cenpa@ttices imprint upon a culture to become classed
as ‘tradition’. Police reaction to protestors hasef an area of contention in Greece since the
November 17 student uprisings of 1974 against tbatdrship, when university students were killed
or injured by police and army forces storming thetibhal Polytechnic University of Athens. Police
brutality has been associated with right-wing pedit contexts and although the present rightist
government of the New Democracy party, has nottdedh the protests any differently than the
previous government of the socialist party, PAS@id, for 20 years that it governed, there seemsto b
a negative public association between the ruling \lmocracy party and police forces controlling
protests, riots, demonstrations.



beings respond to physical conditions. “[W]hat mdmes and how he acts is
determined not by organic structure and physicatdity alone but by the influence
of cultural heredity, embedded in traditions, ingtons, customs, and the purposes
and beliefs they both carry and inspire” (p.21R®arl Jaspers goes one step further
when he talks ohistorical assimilation. “What is over and done with”, he says,
“nevertheless persists as a cultural element devbmwbntent. The panorama of the

millenniums is like a region of beatific contempdat’ (cited in Verne 1970, p. 254).

Much has been written about Greece and the Gre@Ksere are travel writings,
guidebooks, literature, governmental reports, anddemic papers (eg historical
accounts and sociological discussions). A reptaesga sample includes: Allison and
Nicolaidis (1997); Ascherson (1996); Broome (1998se (1995); Danforth (1995);
Doumanis (1983); Dubisch (1986); Durrell (1978)rrRer (1958/1984; 1966/1983);
Fiada (1994); Friedl (1962); Gage (1987); Glenn§9@); Greenhalgh and Eliopoulis
(1985); Hadbegger et al. (2000); Hiestand (1992)sdton (1989/1998); Holden
(1972); Kain Hart (1992); Kaplan (1993); Kazantsaldi965); Keeley (1999); Kizilos
(1997); Mackridge and Yannakakis (1997); Mazowef0O®; OECD (1995);
Papandreou (1996); Pettifer (1993); Poulton (199995); Powell (1957/1999);
Rawlins (1997); Salmon (1995); Sanders (1962); Sonp(1968); Tannen (1982);
Todorova (1997); and Triandis (1972). A commomibkehat always arises however
is the paradoxical natureof Greece and Greeks. One writer describes this
paradoxical nature as:

. a maddening mobile, elusive, paradoxical worldiere nothing seems solid
enough to grasp save splinters, yet where no gaess than the mystical whole and
where past and present, body and soul, ideal armdityeblend and struggle and
blend again with each other so that the most dtdicgcalpel can scarcely dissect
them (Holden 1972: p.34).



Hadbegger et al. (2000), explain this paradox asctintrast between the burden that
Greece must carry due to “the weighty baggage afimamcient honour past” (p.xiv),
and the challenges it must attend to as a modemtigo This historical paradox has
been described by Glenny (1999) as “the schizoph@rthe Greek heritage: oriental
and Byzantine on the one hand; occidental and romeevolutionary on the other”
(p. 32). Still others believe that this paradoxsohizophrenia is an innate feature of
the Greek character. “The character of the Gremken at the time of Homer, could

best be described as schizophrenic” writes Faifl8412).

Whatever the case may be, the propensity towartsoies that affect Greeks is a
reality:

..... Greek identity as a whole [is] best seen as astaom oscillation between just
such opposites as these ... the spirit and the fidglal and reality, triumph and
despair, - you name them and the Greeks suffenjoyeéhem as the constant poles of
their being, swinging repeatedly from one to théeotand back again, often
contriving to embrace both poles simultaneouslyt, ddbove all, never reconciled,
never contented, never still. This perennial seviséension between diametrically
opposed forces is the essence of their existetiheeone absolutely consistent feature
of their identity since Greek history began ... (HoId1972: 27-28).
Such tensions however, do not always carry the tiveg@onnotations outsiders
attribute to them. For Greeks, they are a “way it¢”|(Broome 1994:114).
Kazantzakis’ Zorba the GreeR is probably the best exemplification of this
paradoxical nature of the Greeks. Although Zorbawsha supreme appreciation for
the richness of life and the inevitability of aié idilemmas, sorrows, tragedies, and
ironies, his way is to "dance" in the gale of th# €atastrophe, to celebrate life, to
laugh with it and at himself even in the face ofsomal failure and defeat. In doing

so, he is never weighed down for long, never ultgtyadefeated either by the world

or by his own considerable folly. Perhaps thiwlgy it is very easy for a Greek to be

19 Kazantzakis, N. (1962).



swept away by his own rhetoric, by his wild exaggens, by sweeping
generalizations that can easily mislead the unstisige There may be some truth in
what Faida (1994) says:

...there are visitors who leave Greece firmly believimat the Greeks still worship
the twelve Olympian gods (p.39).

However, although Greeks like to hear themselvesispthey have yet to master the
skill of ‘listening’ — the most essential requiremiefor carrying out adialogue
Observing Greeks havingdialogueis like watching a battle — a battle of personal
opinions being shot out in the air — where all smevivors, all are victors since the
end is neither to reach the truth nor to reachrelogion; its end is as Broome (1996)
notes: “the sheer enjoyment of vigorous speech7l(p. Plato may have lifted his
favourite instrument, thdialogue to its highest splendour, but it seems that moder

Greeks prefer the rhetorical style of the Soghist

The notion of Greeks therefore, of undertaking artipipating in a “dialogue” — a
public dialogue at that — to debate or discuss propoladges to higher education as
hoped for by the Minister of Education, Mariettaea@iakou, is not only nonsensical,
but ludicrous. The inability of Greeks to grasp tiotion of “dialogue”, let alone to
structure a public dialogué in order to achieve the democratic results hofpedy
the Government through such a process, is distggtimportant in understanding
the finer, more subtle reasons behind the protésssribed abové Not even the
leader of the opposition party PASOK, George Pamsng is capable of putting into
practice the art ofdialogue although paradoxically he maintains that the ‘new’

PASOK is built on the principles of ‘participatogovernment’ and ‘participatory

20 A disorganized group of thinkers, who employedakhie to teach and disseminate their ideas, in the
5th century B.C in Athens. For Aristotle (384-3R), ‘rhetoric’ is the counterpart of ‘dialectic’.
L See Section 1: The Scene.



democracy”®>. Not only are the members of his party that disagvith him and the
‘party line’ exorcized from his parfy; but the PASOK representatives refused to
participate in the intergovernmental committee felucatio* set up by the

Government and started their opublic dialoguecampaign on higher educatfon

On January 21, 2005, the Minister of Education, idtea Giannakou, launched the
“National Dialogue for Education”, in order ttshape an all-inclusive national
strategy for Education?®. Six months later the representatives of the sipipo
party PASOK refuse to participate in this dialoguel a year later the opposition
party PASOK launches its owdialogue platformfor higher education reforms. A
year and a half later, in June 2006, there areemtoprotests by students, faculty,
parents and other stakeholders across Greece demaénding “dialogue” on the
proposed higher education reforms: some demandiadpgue because they believe
“there was no dialogue®; and others demandiriq broader dialogue ...to start

from zero™®®

so that Agreement can be reachHéql

Why is it that the dialogu€ and the process of su€tialogue” has not only become
an issue of contention in the higher educationrrefprocess, but to a large extent,
has also taken centre-stage? Is it because thsrbden nddialogue” or is it that

the concepts, perceptions and understanding&iafogue”, its process, what it

22 See PASOK party web-site: http://www.pasok.gr/

% One casualty was former Minister of National Eamiyoand of Defence, Giannos Papantoniou who
was expelled from the PASOK party by its leaderpi@e Papandreou on August 8, 2006, for not
following the party line (ALTER News television adcast).

24 Ethnos newspaper, 2009 ‘kvBépvnon culntaet povn e yio v madeio — EGvikog Movoroyod”.
June 1, 2005, p. 21.

% PASOK, Ewayoyikh ophia e Mapiog Aaupavikn ot odokeyn tov ITAZOK yio 10 Néo
MavemotAuo. Topéag Madeiog ko ToAtiopov. http://www.pasok.gr

% See: http://www.forum-paideia.gr/message2.php

27 G. Babiniotis, Rector, Athens Universityathimerininewspaperloitiky, July 9, 2006 (p.10).

% To BHMA newspaperH Kpion oty Hodeio. July 9, 2006 (p. A37).
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should comprise and what its outcomes should be,bayond comprehension by
Greeks? Is it that there are so many vested sitet®/ the various stakeholders that
reaching consensus is like a ‘Midsummer Night'sdbn& And if so, should this not
be taken into consideration by those attemptinghgbawithin an already sensitive

area of reform, such as higher education?

The role of the press in heightening actions amgdtrens to government reforms can
not be overlooked in Greece. Greeks may not raachrof anything else, but at least
skimming the front page of newspapers hanging fkayeks for easily browsing, is a
cultural ‘tradition’ that is intricately bound tdising sentiment, especially when it
comes to such issues as student protests. “Greak$*iada (1994) so rightly points
out, “easily catch the bug of fanaticism, whichfasned by the press to a degree
unheard of in other countries” (p.57). Newspaparsl what is written or shown
especially on the front page, constitute more tila@ mental life of [the] day as the
awareness of how things go with the masses” (Jaspeed in Verne, 1970:258). It
is perhaps for this reason that reporters tendaio gnprecedented power when
reporting on events that stir public opinion andtseent (such as education and
especially higher education); more often than net en the pay-roll of political
partie$®, and very often move into politics themseRlesThey are most definitelyot
“anonymous” as Jaspers (cited in Verne 1970:259)ldvbave us believe. In Greece,

the journalist does feel him/her self in “harmonyhwhese powers” since:

% According to the journalist, Makis Triantafyllopos as revealed on his television talk-show
“Kitrinos Typos”, December 14, 2006.

% For example: the former Minister of Education, NRetros Eythimiou; the current Government
spokesperson, Theordoros Roussopoulos; the menfiblearbament of the PASOK party, Sylvana
Rapti; to name but very few.
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Ideals usually play a very small part in choosimndes, although one will rarely hear

a Greek admit it. Adherence to a particular padgpends more on whether its
leaders catches the public’'s fancy, on his powefspersuasion and on the

effectiveness of his propaganda network, than srmptogramme or his performance.
The decisive factor is always the personal bemafi may expect once the party of
one’s choice comes to power. (Fiada 1994:57-58)

The vested interests of Greeks individually rattiean collectively, is a major
hinderance to achieving consensus in order for gdaagents to accomplish their
goals without having to be brought to the pointretreat by agreessive opposition
such as that displayed in Jdhe Again, however, this is an aspect of Greekuralt
Greek tradition that must be taken into consideratiwhen attempting change
strategies.

Other people have bureaucracies, the Greeks hawangctions'...in any given
ministry or public service....These friends can spisugs along, sometimes as a
favour, other times for a kick-back commensurath #ie importance of the service
requested.... However, those who do not hold a keledureaucratic maze find
things very different. This is because bureaucliacreece has been elevated to a
form of art: the art of making enemies of the eitig. ...Getting entangled in Greek
red tape makes Kafka’s Trial look like a pleasaatkin the park.....

- Faida, 1994 (pp. 58-59)

Nicolaidis inThe Greek Paradox: The Promise vs Performahgmints out that even
though democracy was restored over two decades agb solid democratic
institutions were put into place, the political &ya remains ineffective and plagued
by clientelism (p.2). She notes that:

Despite the watershed victory of the Greek sotciglsrty PASOK in the 1981
elections, the situation perversely worsened. @osbre, PASOK's arrival at the
pinnacle of power contributed decisively to theitiegzation of Greek democracy
through the integration into the system of whotatatof the population that formerly
had been excluded. But this movement only served intensify the
paternalistic/particularist logic of the prior eraunder the euphemism of
“compensatory justice,” and to increase the inaéficcy and corruption of the state-
controlled sector.” (p.5)

31 See above: Section 1 — The Scene.
32 Allison and Nicolaidies (1997)

12



This may, to some extent, explain why educatiomé- @specially higher education —
there is so much resistence to change within higloercation eventhough there is
public agreement about its shortcomings. The mar&dwever, is that despite all the
shortcomings of the present education system, tineept ofpaideia” remains as
important to today’s Greeks as it was to their fatleers Plato and Aristotie
Education is always at the forefront of Greek siycie it is intricately bound to
culture and tradition. Harvard University ProfassBruce Fuller, speaking at the
conference/workshop on “Greek Higher Education -espects for Reforni®
expresses is amazement at the figures evidencigy féet: “10.9 per 10,000
inhabitants was the enrolment rate in Greek educati the year 1892, and 2.7 per
10,000 inhabitants was the enrolment rate in tesymably more modern country of
France in the year 1892", he says, and goes otdoacterize this situation as: “a
robust social demand for education, one obviousttead in its history and culture”.
Even for example, in 1974, when crowds spontangalesihonstrated to celebrate the
fall of the military junta, the triality demandeéithe new regime was:
Psomi! Paideia! Democratia!

(Bread! Education! Democracy!)
Education however is considered a means to an ¢mak s, to get into university and
attain a university degree. Family pressure isihige demand for higher education
is even highéf. Not surprisingly then, changes in any aspectighdr education

result in insecurities that manifest themselvea otenial or fear of any change. One

% That is, ‘education’.

3 As expressed in Plato&he Republi@nd Aristotle’sPolitics.

% Harvard University, USA, May 22-23, 1996.

% University enrolment in Greece grew from about0BO, students in the early sixties to nearly
200,000 in the nineties - with approximately 40geett of these students characterized as “dormant”
(Lambropoulos, 1996)
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reason for this is that more often than not, thisteyg system is used to engineer
social mobility. As Close (1995:8-9) notes:

For peasants prepared to finance their childrendueation, as many were, state
employment offered a means of upward mobility fer family ... The emphasis of
secondary and tertiary education on rote-learnirayg an opportunity for success to
children prepared to slave their way to a certificavhich would earn them a white-
collar job.

The gulf that exists between the rational/intell@ttapproach to human organization
and the frequently irrational facts of human natumast be seriously taken into
consideration. Parkinson (1957) reminds us that:

Aristotle may have been an academic but he was alpmctical scientist, and in
contrast to Plato, his ideas were based on a saumderstanding of what people
were really like and how they could be expectedbébhave under particular
circumstances.” (p. 10)

It is this essence of culture and its effect onavebur that Hall (1973) captures in the
The Silent Languagen just one sentence: “Culture”, he says “cdstizehaviour in

deep and persisting ways, many of which are outsidawareness and therefore
beyond conscious control of the individual” (p. 29} is this ‘essence’ that change
agents need to take heed of in order to bettersagsessible reactions to proposed

actions.

3. TheTragedy

This essence of culture and its effect on behaviswlitimately thetragedy of the
Greek nature. Although Aristotle ihhe Poeticgyives to the world ‘tragedy’, it is
Nietzsche in his famous early book, The Birth of

Tragedwttp://en.wikipedia.org/wiki/The_Birth_of Tragedy who introduces an

intellectual dichotomy that characterizes Greekureateven today — that is, the
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dichotomy between the Dionysian and the ApollofiamNietzsche claims life always
involves a struggle between these two elementd) battling for control over the
existence of man. For the Greeks, this seems tatbeately bound to their culture
which in turn, has effected their behaviour. Irfdsche's words:

Wherever the Dionysian prevailed, the Apollonianswdnecked and destroyed ...
wherever the first Dionysian onslaught was sucecdlgsivithstood, the authority and
majesty of the Delphic god Apollo exhibited itgsfmore rigid and menacing than
ever.

- NietzscheThe Birth of Tragedy
It is perhaps this struggle, this dichotomy in Greature that ‘equalizes’ any attempt
at change or reforfi Noel McGinn (1996), Harvard Professor of HigEetucation,
speaking at a workshop on Greek higher educatimnms notes that:

Most of the current issues relating to higher edigorain Greece have been suffered
for a number of years. Despite frequent complagnsl a voluminous body of
research, however no fundamental changes have bmesle in the root causes of
these problems. Nor are changes likely withoutidt ®f the social and political
actors who determine the course and nature of mighecation.

- Noel McGinr®
Dimaras (1995) and Kazamias (1995) nicely put itewhhey each on separate
occasions notéThe more Greeks talk about change, the more tlstegy stays the
same” Unfortunately, reality does not contradict theasherwise, unequivocal
generalization. A quick scan of some of the newsparticles and reports in a cross-
section of the press over the past 15 years shoatdte same issues with regard to
higher education — reforms necessary for publivensities, whether or not private
universities should be allowed to operate, anchttexl for dpublic dialogue’in order

to have a consensus about change — have been sattlessareas of contention since

3" Reality undifferentiated by forms and like distions as opposed to reality as differentiated by
forms, or the forms themselves.

3 Since both sides, the Apollonian and the Dionysare of equal strength.

39 Conference/workshop on “Greek Higher Educatiorospects for Reform”, Harvard University,
May 22-23, 1996.
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1990 with absolutely no progress whatsoever in $eoichange or at least a step in

anydirection:

All newspapers during the two-year period 1990-1991 are plagued with articles and
reports discussing the legality of private university/college operators in Greece and
whether or note the Constitution should be changed to allow for the operation of
private universities.

TA NEA newspaper, October 4, 1990
The then Minister of Education, Kontogiannopoultzdks of the development of| a
new legal framework for the operation of univeestthat will give them autonomy |of
administration. Interestingly, the proposals paith for reforms in higher education
in 1990 are similar if not identical to the propdsaut forth by the Ministry and the
National Council for Education in 2006!

TO BHMA newspaper, December 2, 1990
The conclusion of the four-day conference abouthkligeducation is reported as:
“Higher Education is clinically dead”. A proposas$ put forth that: “This is a big
opportunity for a real and fruitful public dialoguen Education.”

APOGEYMATINH newspaper, March 17, 1991

Even though the political platform of the New Demog government elected
power a year ago, clearly states that private ursitees will be allowed, the ne
Minister of Education, George Souflias, decided ti@ discussion around privat
universities is a sore point and causing endlessgsts, and refuses any discussjon
on this topic. The legal restriction of the wordriuersity” is enforced and those
private operators that continue to call themselwesversities” are taken to court.

D <0

Times Higher Education Supplement, June 25, 1993
Greek university principals warn the governmentytisll resign en mass unless
takes steps to solve the financial problems fagetthéir institutions.

t

TA NEA newspaper, November 7, 1994
The then Minister of Education, George Papandreoiest to address the:
“Byzantinism and civil servant attitude of univeiss” by calling on the OECD for
an evaluation of the Greek education system inrotieget an objective base fa
public dialogue of reforms necessary”.

=

TO BHMA newspaper, June 11, 1995
The then rector of the National Polytechnic Uniuwgrsof Greece, Prof. Nikos
Markatos, in his article entitled “Higher Educatian Greece and the disadvantages
of its privatization: Higher Education - A SociaéBefit or Merchandize?” concludes
that the solution is to be found in the upgradingldhe quality provision of higher
education, and in the improvement of it administ&brganization”.

TO BHMA newspaper, October 8, 1995
The issue of private universities is brought to theefront (again) and Greek law
rebuked as being contrary to EU legislation sincécke 16, paragraph 5 of thg
Greek Constitution does not permit the establishrokprivate universities.

1%}
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APOGEYMATINH newspaper, April 4, 1996
It is reported that the OECD in its evaluation afe@k higher education, recommern
the establishment of private universities. Thidndles the discussion about whetk
or not private universities can be established ie€&e and whether they should.
also brings about more protests and public unresthe topic.

EXOUSI A newspaper, June 30, 1997
The High Court of Greece give the ‘green light' fttre recognition of degree
awarded by the pseudo private universities opegatm Greece, regardless of t
restrictions placed by the Constitution.

TO BHMA newspaper, May 17, 1998

In an article entitled “The University in betwedmet“public” and the “private” notes
that the discussion around the establishment orofqtrivate universities “is one @
the few points of disagreement in the open procedor the changes in th
Constitution”. Also noted is “the need for deep t@w reforms in higher education”.

TO BHMA newspaper, August 9, 2001
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The Ministry of Education announces that it willt mecognize the degrees awarded

by branches of foreign universities (through fraisehand licensing agreement

operating in Greece, even though the European Cgsiam has threatened to take

Greece to the European Court.

KATHIMERINH newspaper, January 20, 2002
Headlines: Universities in Decline — Without visigioals and administration.

TO BHMA newspaper, January 13, 2004
Government spokesperson, Protopapas (PASOK) nd®apandroeu has bee
outspoken about his views on the matter of norestat-for-profit universities sinc
1996 when he was Minister of Education. He belietlest non-governmen
organizations should have the right to provide leigleducation studies and publ
university should decentralize, become indepenaettoe closer to Greek society.

KATHIMERINI newspaper, August 29, 2004
Manolis Drettakis (former Minister) questions whaththe national dialogue fo
education reform that the Government has annoumgéde able to reach commag
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agreement and implementable proposals to solvenidwey problems faced by Gregk

education system, since similar dialogues in thst pave failed to bring about ar

results. He notes that a national policy needdé¢odeveloped that won't change

every time the government changes or even wherstdigiof Education change.

TO BHMA newspaper, October 10, 2004
The Minister of Education, Marietta Giannakou, reotbat private universities ar|

not allowed by the Constitution. Therefore, utiié Constitution is changed there

can not be any private universities.

HMERI SIA newspaper, December 11-12, 2004

Universities warn of all-out strike — one reasontlge potential establishment pf

private universities. University professors beligkat private universities will lead t
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the degrading and debasement of titles given byjiguhiversities.
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KATHIMERINI newspaper, January 16, 2005
Article discusses the perennial problems of unitiessin Greece — absent facult

not enough classrooms, over-registration of stuslant certain classes, not well

prepared university entrants, no system/curriculfion example, a student can ta
final exams for Physics Il without having passdd/s$ics Il), no research, politica
party control.

ETHNOS newspaper, June 1, 2005
PASOK withdraws from participation in the Natiorizialogue for Education and ha
decided to undertake its own initiative for dialegwith all the stakeholder
concerned with education in order to discuss whibn the issues and find solutio
and make proposals from the beginning.

TA NEA newspaper, August 22, 2005
The European Commission is threatening to takeGieek government to Europes
Court over the issue of non-recognition of degr@earded by European universiti¢
through collaborative ventures with Greek partnenstitutions. The Gree
Government has objected since the Constitution ado¢sallow private universitie
and therefore, it does not intend to recognize titles awarded by the privat
colleges in Greece.

TO BHMA newspaper, September 25, 2005
A study reveals that approximately 18,000 studenésregistered at private Gree
university/colleges with collaborations with foreigniversities.

TO BHMA newspaper, December 25, 2005
The article entitled “The Legal Framework for theniMersities is Cause for WAR
warns that the first draft of the proposed leganfrework of universities presented
the Nation Council for Education will be the cadseprotests that will climax in th
coming summer (2006).

KOSMOS TOY EPENDITI newspaper, December 30, 2005/January 1, 2006
The Government announces its intention to changel&rl6 (par. 5, 6, 8) of th
Constitution to allow the operation of non-statet-for-profit universities.

KATHIMERINH newspaper, August 20, 2006
A report states that “there is neither a plan, raovision that would provide the bas
for real reforms in education, which seem to be imgpwaccording to the logic of th
1960's”.
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In addition, there is a plethora of literature,ippldocuments, political statements,

evaluation reports and the like (AthanasopouloQ0i®Bonikos, 1996; Dimaras,

1995, 1996; Drettakis, 1998; Hellenic Parliamerg9d; Kazamias and Kassotakis,

1995; Kazamias, 1995, 1996; Kintis, 2001; KyriaZ206; Lambropoulos, 1996;

OECD, 1995, 1996, 1997; Nea Democratia, 2004; Rapados, 1994, 1996;
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Papandreou, 1996; PASOK, 1997; Pezmazoglou, 19€&;haropoulos, 1996, 2002,
2003; YPEPTHC, 1995, 1996, 1999, 2000, 2001, 2002, 2003;) athaut exception,
stating and restating the sarpeoblemsand the same issuféstroubling higher
education in Greece. However, the inabilitytioé actoré? to move from the level of
statingthem, to actuallydoing something about them, seems to be one ofrdggc

flaws of our scenario for change and reform.

Even George Papandreou, former Minister of Edun&tiand one of the protagonists

in favour of system-wide reforms in education, whd 995 commissioned the OECD

to undertake an evaluation of the Greek educafyetes in order to use the outcomes
of this evaluation as the basis for public dialggwas unable to move beyond the
level of statingthe problems to actuallgolvingthem. His description in fact, of the

Greek education system in the Preface of the OE€DeR (1996) as:

...... extremely centralized and inflexible, bureaucraand insensitive to the
changes....... in total isolation of the economic, dp@ad international realities,
unable to respond to the needs of society, of youth

is predictably similar to the description of thee@k education system presented in
the OECD (1980, 1982) reports over 15 years eanlegn apprehensions about the
implementation of educational modernisation and amatisation in Greece is
expressed as “arduous” - not only because thesdiffi@ilt tasks to accomplish in
any liberal society, but more so, because Greet dsuntry with deeply entrenched
traditions, very limited resources, conflicting adiegies and a history of educational

conservatism, as well as frequent political chatitfes

9 Hellenic Ministry of National Education and Rebgs Affairs.

! For example, whether or not private universitiesusd be allowed to operate.

2 That is, those in a position solvethe problems and deal with the issues which plaugaer
education.

“3 And currently leader of the opposition party PASOK

* Cited in OECD 1997.
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Papandreou also sought kudos for reforms in highacation through a workshop on
“Greek Higher Education: Prospects for Reform” hedtf and organized in

collaboration with, Harvard University, Graduatén8al of Education, on May 22-23,

1996. Again, Papandreou, in his key-note addretseavorkshop, noted the age-old
challenges facing the Greek education system:

“The first is how to get beyond the dilemmas of @ast....For Greece, our
educational system is bound up with this pasthalt been obscured by a number of
social political changes over the years....

“Another issue that has imposed a mental set ontlimking is our experience with
regard to foreign intervention and the influencenefv ideas coming from outside.
Foreign intervention is alternately seen as the gmaa for everything, or a reason
for resisting everything foreign. It is in short false dichotomy, a transfer of
responsibility; either all that is “bad’ comes frothe outside, or all that is “good”

comes from outside.....we have a tradition of adgpsiducation models form other
countries....

“Of course, there is also the dilemma of Greecees tweritage. Greece experienced
a civil war that created a highly polarized polgicsituation, which has in turn led to
a very strong desire for central control on our edtion system and to a very
centralized, rigid, bureaucratic and homogenizepetyf system; centralized in that
most control lies in the minister’s office or thénltry of Education, or other central

bodies....Our political heritage is characterized dyradition of “clientelism” — or

what we call ‘rousfeti’ or clientelistic relationgls between the politicians and the
citizens.

“One of the major obstacles to the success of etituta reform in Greece has been
the discontinuity brought about because of politichanges, including changes of
Ministers of Education even within the same govemtm

Nevertheless, the groundwork for reforms that hadnblaid by Papandreou was in
vain. Political changes in October 199@iith newactorsin place ensured that any
traces of the OECD Review, along with the preparatithat had been made for wide-
spreadpublic dialogueon reforms, were eliminatéd This, of course, is another

tragic flaw of our scenario. In the last 15 years, there heaen 7 different Ministers

“5 After the death of Prime Minister Andreas Papaodre

“6 All copies of the OECD Review that had been traies! in Greek for ease of reference by the Greek
public, were put in storage at the Ministry of Edtion, and no reference made to continuing

Papandreou’s effort by the new Minister of Eduaatidlr. Gerasimos Arsenis, who happened to also
be of the same political party — that is, the goirgg party at the time, PASOK.
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of Educatiofl’, accompanied by sweeping changes within the Minist Education

to political appointees, advisors, directors, arkdep staff. There seems to be a
tradition in Greece that each new Ministeustdisregard the work of the previous
Minister and start afresh — even if the new Minidgtappens to be from the same

political party! Itis in fact, a one-step forwatdio-step backward, reform process.

Sadly, little, if anything, has changed in Greenethe last 15 years in terms of
attitudes to change. This is not surprising sitiee status quo is a tightly-guarded
sanctuary and the privilege of those ‘connectedthi ruling party. Papandreou’s
book of thoughts“The Tree and the Forest” (1996) is an admisssbrhow the
political system worked against progress in theadec 1985-1996; and which
continued as such until the 2004 when PASOK lost riational elections. Some
reflective quotes from Papandreolbsok of thoughtsvhich exemplify the extent of
the Greek tragedy include:
“...PASOK has shown to be unable to cut the GordiamtKwith the
centralization, the clientelistic relationships amdireaucracy, those models
that came to us from on the one hand from a dogmaéntralized
communistic party and form the other from the logica centralized nation
with its clientelistic relationships” (p.18).
“We found ourselves incapable therefore and insteddchanging these
foundations of governance we used them. And théserlzed us and
weakened us” (p. 19).
“Instead of freeing public strengths...since 1985haee enclosed the public
within narrow political walls with biases and slaga consolidating the
immobility, the balances of indifference, the povetationships” (p. 20).

This acknowledgment by Papandreou is significactibse this attitude and approach

to politics and governance became entrenched ielkGseciety over the 20 years of

47 Kontogiannopoulos, 1990; Souflias, 1991; Fatourb893; Papandreou, 1994; Arsenis, 1996;
Eythimiou, 2000; Giannakou, 2004.
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rule by PASOK from 1985 to 2064 Changing thestatus qudn any way that risks
upsettingloyalty networks- especially in the area of higher education whHarims
the backbone of Greek society - is therefore, &gcult as moving a mountain. As
Hall (1973) points out:

Meanings must be found in the context of hundrég®ars of history.....diplomacy
and political strategy can be seen as a kind ofatiebvhere the words cover
years.....The language of politics and the langudgeutiure are a long way apatrt,
yet each subsumes the other.§9100)

One consequence of this need to maintain the stptasthat serves as an added
obstacle to achievingatharsiswithin our Greek Tragedyis what | shall call the
“recycling of characters”or the“familiar face syndrome’” That is, the protagonists
of our Tragedy — whether they be political protagten(the decision-makers), or
whether they be protagonists with a political vaftese that influence the decision-
makers) are “recycled® Of course, this “recycling” could be justified as
“experience”; but does this otherwise value inseatriexperience’ not serve to
maintain thestatus quoof loyalty networks?  Caratharsis be achieved if the

characters maintain the plot of dareek Tragedy

4. The Catharsis

All good tragedies end with what is known eatharsis or purification. In the
Aristotelian sense, the purpose adtharsisis to provide balance to the emotions
raised during the tragedy, through meaning and nsteleding. Looking back then

over our ‘Greek Tragedy’, one cannot help but wonddat is the meaning of the

8 With a brief spell in opposition from 1990-1993.

9 |f one looks at the names of the characters inflirg policy and formulating policy, or in key
positions (e.g. rectors of public universities; gident of educational research institutes; directdr
non-governmental educational bodies) over the pasyears, it is immediately evident that it is the
same pool of people being recycled with littleaify, new ‘blood’ being circulated within this tight
network. Of course, since the re-election of tlrevNDemocracy (ND) party in 2004, ‘familiar faces’
from the period 1990-1993 (when ND ruled for a bperiod) and the early 1980's (when ND
governed for a much longer period) have startegdarface.
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higher educatiorreform policy-process within the Greek contexty is the higher
education reform policy-process within the Greektegt so difficult andhow can
the higher education reform policy-process withie tGreek context be effectively

implemented

There is no art that hath been more canker’d inprémciples, more soyl'd and
slubber’d with aphorising pedantry than the artpalicie.
- John Miltor?®
For any country, the implementation of significgmtlicy change is challenging
(Crosby, 1996), but for a country such as Greete avivery low expectatich (Iwai,
1981) of the policy change process (and espediadly of education, and even more,
that of higher educatidf), implementing major policy shifts poses spechaltenges.
In such a case, the ability to understand and resgo thehuman dimensiorof
change will ultimately be the determining factor implementing and sustaining
successful change (Farmer, 1990).

Change always carries with it a sense of violatibthus invites resistance...... Social
organizations are by their nature conservative anakective. Social structures have
been created to guard against disturbing changesrtier, 1990:7).

The inability to understand the way in which anangation’s culture will interact
with various contemplated change strategies maefibie result in the failure of the
strategies themselves. As Tierney (1988) notes atien administrators possess a
“full, nuanced understanding of the organizationldture” can they communicate

effectively with its different constituencies andiltovate their support, thereby

*0 Cited in Parsons (1995).

1 According to Iwai (1981) after incorporating et relevant information from the past into one’s

subjective model of reality, an individual has nboice but to anticipate the future events by

extrapolating the existing subjective model inte fhiture. When an individual reaches “expectational
equilibrium” there remains no incentive for the iiidual to change the existing routine pattern of

forming expectations about the future. It seenad Greece has reached this level of “expectational
equilibrium”,

2 Resistance to change is particularly intense ghéti education because faculty members are
instinctively hyper-conservative about educatianatters (Farmer, 1990:7).
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implementing decisions effectively (p.5). In otlveords, when dealing with human
systems — and especiallgpmplexhuman systems with deeply ingrained traditions
and tempestuous personality traits (such as thossepsed by er possessing the
Greeks$?), it is not enough to try and enact change by impstating'what is™* in
terms of ‘what should be® — as has been the case with regard higher edncatio

reform proposals in Greece up to néw

A system is a little black box, Of which we domtogk the locks,
But find out what it's all about, By what goes mdavhat comes out.
- System Engineer’s Antheth

If we use the ‘black box’ analogy of the systemiragr it seems that policy-makers
in Greece have been trying to control the outpdtshe system fronputsidethe
‘black box’ through the process of control by feadb (Romizsowski, 1981). They
have spent their time building a shared visionhef future, but vision withowgystem
analysis® ends up painting lovely pictures of the futurehwio deep understanding of
the forces that must be mastered to move from terbere (Senge, 1990). Not
surprisingly then, they have failed to achieve @ekioutputs - in this casghange

But what are thes®rces that must be mastefed

It seems that the greatest obstacle to effectifuymein higher education in Greece is
the cultural dimensions within which the policy-neakmust operate. It would follow
therefore, that if change is to be effected, eitthexr cultural dimensions need to

change (or be changed), or at least the policy-makeast acknowledgethe

3 Hall (1973) refers to these conditions as “thedbiul rules that govern people” (p.32). “Cultures, h
says, “controls behaviour in deep and persistingswanany of which are outside of awareness and
therefore beyond conscious control of the individ@a 25).

** The situation as we know it — in this case, thghki education system in Greece.

%5 The situation as we would like it to be — in thisse, the higher education system in Greece.

% See pp. 18-19 of this paper.

>’ Cited in Romiszowski, 1981 (p. 7).

%8 That is, opening up the ‘black box’ or the systand lookinginsidein order to understand what
makes the system work.
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implications of these cultural dimensions withire tbthange strategy. Setting out to
change culturger se may of course be a disheartening challsimge it is doubtful
that anyone ever really changes culture (Hall, J9F®wever, as Hall (1973) notes:

If a person really wants to help introduce cultwt@gange he should find out what is
happening on the informal level and pinpoint whilctormal adaptations seem to be
the most successful in daily operations. Bring¢ht® the level of awareness. Even
this process can only accelerate change, not algtaaintrol it in the manner desired
by men of action. This is because the out-of-anesemature of the informal is
where all changes start (p. 96).

Bringing the cultural dimensions to the level ofaaeness therefore, may indeed be a
good place to start for the policy-maker in Greeanat, only because policies are
formed against the backdrop of the culture anduat €an serve to reshape it, but
perhaps more importantly, because the policy-makes not stand apart from the
people affected by his policies (Scheffler, 198%)1Policy-making and reflexivity
therefore, must go hand-in-hand. The followingraett from Of Human Potential

(Scheffler, 1985) nicely sums this up:

Understanding his own action in terms of his pugmand beliefs, his norms and the
ideals he sets for himself, he seeks a paralleketstdnding of others...... The policy-
maker concerned to understand people, as indeedust, needs thus to view them as
subjects — active beings whose field of endeawositriictured by their own symbolic
systems, their conceptions of world, self and conmitjutheir memories of the past,
perceptions of the present and hopes for the fullieating people as carbon copies
of oneself, without taking the trouble to entemwiteir cultural environment, or —
worse still — treating them as mere instrumentditifor, or hindrances to, the
realization of a preconceived plan is a formula fmlicy failure.... They are to be
seen not simply as comprising a field of applicatior policy, but as a resource for
its origination and evaluation. This attitude takéheir reaction not merely as
promising facilitation or defeat of policy but affesing occasions for the review of
policy. The policy-maker’s advance rationale i$ s@aled off from scrutiny by those,
and communication with those for whom his policynisnded. His initial intentions
are vulnerable to change, in principle, througheirgiction with the intentions of
others (p. 102-103).

But | suppose, this is the stuff of good leadershifhe “art of leadership” as Max
DePree (1989) calls it and which encompasses dibey people to do what is

required of them in the most effective and humaag possible” (p.1).
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The first responsibility of a leader is to defirality. The last is to say thank you. In
between the two, the leader must become a servahtalebtor. That sums up the

progress of an artful leader (p.11).
- DePree,’Leadership is an Art’ (1989)

Plato, inThe Republi@dmits that only a tiny fraction of the populatipossessed the
natural endowment which would make it possibleramgform them into leaders — or
what he calledphilosopher-kings and later even dismissed this as an impossible
dream. Perhaps this is an impossible dream ae Riatld have us believe; perhaps
not. What is certain, however, is that ineffectore’bad’ leadership does add to the
burdens of strategic organizational change. Fafffezodore Hesburgh, former
President of Notre Dame University, once said:

The very essence of leadership is [that] you havhave a vision. It's got to be a
vision you articulate clearly and forcefully on eyedccasion. You can’t blow an

uncertain trumpet.
TIME, May 1987°

It is precisely thisuncertain trumpet”that revealed theagic flaw of the Minister of
Education, Marietta Giannakou, when pressured bysthdent protests in June, she

withdrew the draft higher education bill. | doubat Rosabeth Moss Kanter (1983)

would have considered het@hange Master®’.

In conceiving of a different future, change mastease to be historians as well.

When innovators begin to define a project by reirigwthe issues with people across
areas, they are not only seeing what is possibky tay be learning more about the
past; and one of the prime uses of the past ieerconstruction of a story that makes
the future seem to grow naturally out of it in teraompatible with the organization’s

culture.

The architecture of change thus requires an awassmd# foundations — the bases in
“prehistory,” perhaps below the surface, that matantinued construction possible.
And if the foundations will not support the weightwhat is about to be built, then
they must be shored up before any other actiongaienplace (p. 283).

- The Change Masterfosabeth Moss Kanter (1983)

%9 Cited in Peters (1987Thriving on Chaos
0 Change Mastersiccording to Rosabeth Moss Kanter (1983) are: €hpeople and organizations
adept at the art of anticipating the need for, @néading, productive change”.
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If Giannakou had better prepared for leading tlghds education reform process in
Greece, would she have been driven to withdravihetldst minute the draft higher
education bill? Afterall, the proposed draft higleelucation bill was supposedly in
the making for over a year and had supposedly goaer; during this time, its

democraticprocess of public dialogue! If the answer to thewe question ige$?,

then does th&ragic flawlie in the democratic process?

Interestingly, when William Riker (1986), one ofetimost influential political
scientists of the theory and practice of democrapplied Kenneth Arrow’s (1950)
impossibility theorem to politics, he found thatnttcracy was chaotic, arbitrary,
meaningless, and impossible. A less extreme viewlavhocracy, but at the same
time, questioning its implications, is that of Ghet and Swain (1999), who in
Madness and Democracyse, like Foucault (1967) before them, the histofy
innovations in the theory and treatment of mentaéss, as an analogy for the meta-
analysis of modern democratic society and the ioglship between individuals and
collective life on the one hand, and freedom an@gyoon the other. Gauchet and
Swain’s conceptual framework is influenced by theas of democracy espoused by
Alexis de Tocqueville (1966), who accepts democrabciety but worries deeply
about its implications; Foucault’s by Friedrich Migche (1967), who rejects it as a
disguise for the rule of the weak. NeverthelessthbGauchet and Swain, and
Foucault, agree: what joins the history of insamity its treatment to the history of
politics and democracy is the question of humanestibity. One of the central

arguments moreover, that Gauchet and Swain sh#énelacqueville is that:

®1 That is: no matter how much Giannakou had prep&sedeading reforms in higher education in
Greece, she still would have been driven to withda&the last minute.
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...democratic ideas are risky, even dangerous idepsning the way to new and
more insidious forms of domination.....The totalaari potential in democratic
culture is the other side of the autonomy it ingé$, since the society that recognizes
no powers outside itself is the one that allowshimgt to stand between its organized
common force and the lives of its members. Calecutonomy and individual
vulnerability to social power are two sides of agle configuration. But the threat to
freedom this poses is only realized where the paokadrstands for the whole aims to
reduce individuals to a mass, effacing their défares in the name of some kind of
pure sociality (p. xvii-xviii).

- Madness and Democra&éy

Although these interpretations of democracy mayctmesidered as “erroneous” and
“problematic” by some (for example, Mackie, 2008¢rhaps there is (a little) room

for suchinterpretations within the Greek context - eveth#y might be turning the

father of democracy, Aristotle, over in his grave!

5. What next?

“ . given the circumstances of the parties, andrtkeowledge, beliefs, and
interests, an agreement on these princimelhe best way for each person to secure
his endsn viewof the alternatives available”

- Rawls, 1999 (p. 103)

Rawls may present a logical way forward for @reek Tragedybut it is unlikely to

be the way forward. What lies ahead? Without dootwre protests, more conflict,
more turmoil, until exhaustion or some catastrépmaturally brings closure. The
Plea of Nikos Maziotis (1998), a self-proclaimedhmhist, to the Athens Criminal

Courf?is self-evident:

%2 Gauchet and Swain (1999).

% Previous demonstrations about higher educaticrmef have resulted in loss of lives (e.g. in 1990-
1991)

% http://www.spiritoffreedom.org.uk/profiles/nikoschl
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After that we have the students’ movement of "99Mith was a grand one in my
opinion. It managed to subvert the law of the Mais of Education
Kontogiannopoulos, who finally resigned. The righitg government, in its effort to
repress the movement, had mobilized its thugs bheroto smash the school
occupations, resulting in the murder of a teachdikos Temponeras, inside an
occupied school in Patras. ...........Responding to tinelen of Temponeras there
was a demonstration of thousands of people........ eThere conflicts with the
police, the Polytechnic was occupied once againtfiar days. Flames, barricades,
damage.... There was also another crime those dayghe 10th of January "91.
During the riots, tear-gas bombs thrown by the gmitaused a fire in the building of
K. Marousi, a shopping-center on Panepistimiouettréour people died there due to
this fire. For this crime nobody has yet paid, mhd “justice” say anything. It was
covered up.

- Nikos Maziotis (1998)

In seeking reflective equilibriuf about the prospects for higher education reform in
Greece, all | can do is hope. Like Martin Luthangg Jr., | too have a dream that
one day this nation will rise up and live out theet meaning 6&F..... democracy, of
dialogue, of education ....as passed down to itdgritcestors.

“If a sound system of nurture and education is rtaired, it produces men of a good
disposition, and these, in their turn, taking adwye of such education, develop into
better men than their forbears..”
-Plato, The Republic
Perhaps, Plato imhe Republiaid envisage a utopia where philosophers ruled, but
the significance of his views on education, andeesly university education, can
not be disregarded as utopian and are as contergpmday as they were then.

Perhaps, our Greek tragedy is that we have ndegett to control our past - and until

we control our past, we cannot control our futdéte George Orwell once warned:

Whoever controls the past controls the future. Whoeontrols the present controls
the past.

% ‘Reflective equilibrium’ is the end-point of a d@rative process in which we reflect on and revise
our beliefs about an area of inquiry, moral or meoral. (Daniels, 2003).
% From Martin Luther King Jr's memorable 1963 spetech civil rights march on Washington, DC.
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