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ABSTRACT

A CROSS-CULTURAL STUDY OF UNITED STATES AND GREEK PARENTS,
TEACHERS, AND STUDENTS' EDUCATIONAL EXPECTATIONS FOR
SECONDARY SCHOOL STUDENTS

By

James LeRoy Liebzeit

The purpose of this study was to obtain, analyze, and compare
data regarding (1) the expectations of United States and Greek parents,
teachers, and students as to the skills an adolescent should develop
by age 16 and (2) the expectations of parents, teachers, and students
for home and school responsibilities in the attainment of these skills.
A unique part of this study is the historical development of the Greek
educational system.

The sampled United States and Greek populations included par-
ents, teachers, and high-school-age students located in Athens, Greece.
Questionnaires for cross-cultural comparisons of these parents, teach-
ers, and students' expectations of a child's development by age 16 were
used to collect data. The data were analyzed statistically by the
t-test (using a pooled variance) and the Spearman rank-order correla-
tion coefficient techniques. The data were also analyzed inferentially
for various items on the questionnaire, through frequency patterns and
individual frequency counts.

The major findings of this study may be summarized as fol-

Tows:




James LeRoy Liebzeit

Ranking of Developmental Skills

There was no significant difference in the overall rankings of
the eight developmental skills by United States and Greek parents, as
computed by the Spearman rank-order correlation. The United States and
Greek teachers gave the same responses in the overall rankings of the
child's developmental skills. It is important to note that the United
States and Greek teachers both ranked academic achievement seventh of
eight in order of importance. The United States and Greek students
gave different responses (50-50) in the overall rankings of the child's
developmental skills.

Assignment of Home and/or
School Responsibility

The United States and Greek parents indicated differences in
responses for home responsibility in three of the eight areas. The
teachers responded similarly in seven of the eight areas, and the stu-

dents responded differently in only two of the eight areas.

Comparisons of Expectations
by Age 16

This section was divided into five sections relative to the

areas of social skills, emotional development, academic skills, physi-
cal skills, and moral growth. There were significant differences
between the United States and Greek parents, teachers, and students

in each of the five areas.
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CHAPTER I
IDENTIFICATION OF THE PROBLEM

Introduction
The purpose of this study is to investigate and compare both the home
and school expectations related to the social, emotional, and aca-
demic development of a random sample of secondary students in a
Greek and a United States school in Athens, Greece.

Researchers who examine overseas schools commonly agree that
expatriate American students and their parent view the school as a
primary center of the community. Parents in an overseas American
school expect high academic standards coupled with strong extra-
curricular programs to help the adolescent maintain a frame of ref-
erence toward the United States schools. Engleman (1971) pointed
out that overseas schools are expected to inform students of the
rapidly changing cultural patterns in the United States. Teachers
need to teach these changes to students in order to help prevent an
overdose of culture shock upon returning to the States.

Keefe and Coffin (1977) reported that "almost all Greeks
value formal education and grant prestige to anyone with a univer-
sity education." Education is one of the few criteria for ranking
in the Greek social stratification. Education in Greece is super-
vised by the state, and both public and private schools are obliged
to follow the same curriculum. Tryphonopoulos (1973) reported that

1



the same subjects are taught in each grade, on the same day, on the

same page, from the same book, in the entire country.

The Problem

In spite of the social emphasis placed on the importance of
education, reinforced by parental concerns, both Greek and United
States students may at times fail to meet the expectations discussed
in this study on social, emotional, or academic levels. This compara-
tive study elicits more precise information concerning the compara-
tive relationship among the expectations of the parents, teachers,
and students as to the social, emotional, and academic performance
in a Greek and a United States school and provides data resulting
from research on specific areas that may be useful for further

research.

Background and Rationale

Few studies are available in which parent, teacher, and
student expectations have been jointly examined. Entwisle (1974)
corpleted a study of parent-child expectations, but he did not include
an investigation of the teacher-parent expectations as having a pos-
sible influence on the child's adjustment at school. Erickson (1959),
Brown (1965), and Schreiber (1970) concurred that the high school
student faces some of the most critical decisions he/she will ever
have to make. Also, the high school student, to be successful, must
conform to a basic set of expectations. These expectations are often
based on unwritten assumptions about the student, such as being able

to take notes from lectures, follow verbal instructions, work with



minimum direction or feedback, and complete assignments over an

extended period of time.

Comparative Description of Expectations in
American and Greek Schools

Rosenthal and Jacobson (1968) asserted that teachers' expec-
tations for student performance function as self-fulfilling prophe-
cies. Their studies indicated that there are positive and negative
influences upon pupil performance and teacher expectations.

The adjustment of students to a new environment, particularly
in a foreign country, depends on many factors. Past studies have not
taken into full account the new dimensions pertaining to parent and
particularly student expectations in overseas secondary schools. On
one hand, parents tend to compare constantly the curriculum and the
standards of the overseas school with Statewide institutions and the
bearing of the change on the future of their child--particularly
test scores and admission to United States colleges. On the other
hand, the high school student oftentimes wonders what precipitated
the parental decision to make an overseas transfer.

In addition to social, parental, and student values, teacher
expectations have some influence on student achievement and perform-
ance. These expectations held by teachers would tend to reflect the
cultural background of the individual instructor. As previosuly
stated, significant research in the area of expectations and learning
is attributable to Robert Rosenthal. Rosenthal and Jacobson (1968)
conducted an important study on teacher expectations on elementary-

school achievement. Teachers were told that certain randomly chosen



students were, according to new intelligence tests, about to make an
educational spurt. They found that those students who had been
randomly classified as high achievers actually gained significantly
more achievement than in the controlled group, and this gain was
more pronounced in the earlier grades. Thus this study lends credence
to the hypothesis that teacher expectations have an identifiable rela-
tionship with school achievement.
The triptyc parents-teachers-students expectations in the
Greek society reflect values and cultural attributes stemming out of
the ancient Greek, Roman, and Christian eras, in addition to the four
centuries of Turkish occupation (1453-1821), as well as the Bavarian
influence introduced by King Otto and the subsequent systems reflect-
ing the influence of the "Protecting Powers." The overwhelming influ-
ence of the Greek Orthodox Church is omnipresent and ought also to be
taken into account in any study of the Greek educational system. In
an overview of the evolution of educational objectives in Greece,
Antonakaki (1955) pointed out that:
Around 1820 the objectives of the school were to train selected
citizens that would be capable of carrying out the then simple
tasks of the economy, self-government and the more highly trained
minority for the needs of administration, the church, and the
sciences. The needs at the turn of the century were state and
community physical care, development of moral and wholesome per-
sonality to endure the dangers of the transitional era, general
and specialized knowledge and skills; realistic social and
economic understanding; intelligent loyalty to the Greek ideals
and to international brotherhood; competent civic judgment, and
the ability to think in terms of change.
Education is highly valued in Greece. Parents instill in
their children the notion that education is the main avenue for

social mobility and ascension on the status ladder. Acquisition of



property and successful business are considered subsidiary elements
of education. People of all social classes are proud of the country's
tradition and reputation for being the birthplace of classical thought.
Pride in the Hellenic past encompasses the awareness that Plato,
Sophocles, Aristotle, Aristophanes, and numerous other philosophers
and writers were natives of Greece. The city of Athens is intimately
linked to these great men and the development of Western scholarship.
Keefe, Coffin, Mussen,and Rinehart (1977), in reviewing the status
accorded to education in Greece, reported that most Greek villagers
have high educational aspirations for their children, particularly
their sons. To be a learned person is valued in itself, but more
commonly, villagers view secondary schooling and university degrees
as vehicles for upward social mobility. As a result, curricula have
been developed by the successive governments mainly as a function of
parental expectations regarding social mobility and have always been
imposed on the entire nation. Tryphonopoulos (1973) corroborated
the above assertion by stating:

There is a uniform curriculum for all schools. This uni-

formity extends to the subjects taught in each grade, the

number of hours each subject is taught, and the textbooks

assigned for the study of each subject.

The parent, teacher, and student expectations were investi-
gated separately in the past. The global view adopted in this study
will reveal variables that will be of value to both American and Greek
educators and will provide new insight into the complexities of both

educational systems and their corollaries.



Research in cross-cultural education is important to the
United States Office of Overseas Education, which has the responsi-
bility for overseeing all overseas American schools. The expecta-
tions of parents, teachers, and students in an overseas community
related to a student's development at the secondary-school level is
crucial to foreign placement for State Department employees and for
the United States overseas business community. Many parents question
a foreign move if their child is at the secondary-school level for
fear it will interrupt the progression necessary for college prepara-
tion and admission.

Cross-cultural studies lessen the fear of an overseas place-
ment and examine the United States educational system compared to
the overseas American and foreign schools. They further provide a
point of comparison between the practices of the different countries
based on cultural and legal differences. Studies using cross-
cultural comparisons lead practitioners in education in examining
and validating or rejecting current educational programs in their

own countries.

Purpose of the Study

The purpose of this study is to investigate and compare, in
a Greek setting, parent-teacher-student expectations in two educa-
tional units (United States and Greek), presenting social, economic,
and cultural similarities with particular emphasis on cross-cultural
comparisons and students' expected performance in the United States

and in Greece.



Research Questions

The following questions were constructed to guide the
research:

1. Do significant differences exist between United States
and Greek parents, teachers, and students with respect to their
secondary-school students' social, problem-solving, physical,
moral, language, self-help, academic, and emotional development, as
measured by rankings in these areas?

2. Are there differences between who is considered primarily
responsible--and to what extent--for helping the United States and
Greek child to accomplish social, emotional, moral, academic, and
physical development?

3. Are there differences between United States and Greek
parents, teachers, and students with respect to the group of skills

considered to be most important for a child by the age of 16?

Delimitations

Findings of this study should be considered within the limits
of the population and procedures used in the investigation.

1. The instrument (questionnaire) used was designed for
United States subjects.

2. The instrument was translated into Greek for the Greek
parents, teachers, and students.

3. The completion of the questionnaire by parents, teachers,
and students was accomplished at home or school, and the accuracy of

responses depended on the respondents' understanding of the




instructions. These instructions, as well as indications of the
instrument, were discussed with United States and Greek parents,
administrators, teachers, and students before distribution. Teachers
were available for consultation with parents and students regarding
completion of the instrument.

4. The United States population lived in an overseas envi-
ronment rather than in the United States.

5. The population of interest was limited to a random sample
of parents, teachers, and students in one secondary American school

and one secondary Greek school.

Population

The population from which the United States samples were
taken for the study comprised the parents, teachers, and students
of a secondary American school (American Community Schools of Athens,
Inc.) located in Athens, Greece, during the 1980-81 school year.

The population from which the Greek samples were taken for
the study comprised the parents, teachers, and students of a Greek
secondary school (Athena School, G. Ziridis) located in Athens,
Greece, during the 1980-81 school year. Both schools were selected
as representing similarities as to the social, economic, and repre-

sentative populations.

Overview
In Chapter I, the purpose of the study and the problem

were stated, and the background and rationale were discussed. A

comparative description of expectations of parents, teachers, and




students in an American and a Greek school was briefly discussed and
is elaborated on in Chapter III. Three questions were presented to
guide the research. In Chapter II, a review of the relevant litera-
ture and research related to the study is presented. In Chapter III,
the design and methodology of the study are presented. The data
collected are analyzed and discussed in Chapter IV. The summary,
conclusions, implications of the study, and recommendations for

further research are presented in Chapter V.




CHAPTER II
RELATED LITERATURE AND RESEARCH

Introduction

The purpose of this chapter is to present a review of the
relevant literature and research. The features of American bibliog-
raphy and research are marked by (a) limited literature on parental
expectations, (b) significant amounts of research in the area of
teacher expectations, and (c) very limited literature on students'
expectations. The Greek literature available regarding parent,
teacher, and student expectations is primarily derived from (a) studies
conducted in the United States, (b) a study of the successive Greek
educational laws, and (c) a review of educational theorists in Greece.

A similar cross-cultural investigation that was identified is
included in Tanner's (1977) cross-cultural study on the "Expectations
of Japanese and American Parents and Teachers for the Adjustment and
Achievement of Kindergarten Children." However, Tanner's analysis
was limited to the "expectations of the Japanese and American parents
for their kindergarten children's development in school and the
ability of the Japanese and American children to adjust to school
expectations."

An inferential analysis of teacher and parent expectations
agreement for home and school responsibilities constituted an inter-
esting part of Tanner's study. Although limited to the kindergarten

10
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student, Tanner's report provides researchers with valuable guide-
lines as to the approach of a related topic and the analysis of
results.

Because of the lack of research in the specific areas of
Greek parents', teachers', and students' expectations, the histori-
cal evolution of the Greek educational system presented under the
topic "Evolution of Education in Modern Greece" provides a clearer
insight into the elements that have contributed to the configura-

tion of the educational systems of this country.

The Evolution of Education in Modern Greece

The Turkish Occupation
From 1453 to 1821

After the fall of Constantinople (1453) and for two centuries,
the Greek nation attempted to survive and thereafter to reorganize
jtself through the Church, the remaining scholars (fanariotes), the
communities, and the kleftes (guerrillas). Moskou (1972) underlined
that in this effort, the Greeks gained consciousness of the associa-
tion of their ethnicity with the Church.

The demographic decline, the economic disintegration, and
the departure of the scholars to Western Europe where they set the
pace for the oncoming Renaissance resulted in a complete absence of
schools for over a century. Some spasmodic moves in the reorganiza-
tion of the schools were mainly a result of the efforts of the Church
and the emerging middle class, primarily in urban locations. In
1593, the Great Synod decided to recommend to the bishops to organize

education in their own dioceses. However, as Evangelidi (1936) pointed
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out, these efforts were primarily channeled toward the preparation
of priests, with all courses given by self-taught instructors.

As of the beginning of the eighteenth century, the weight
of trade was shifted to the Balkans and Asia Minor. In the mean-
time, the Church had asserted its position toward the Turkish con-
queror. The leading class of fanariotes and the rich merchants
developed a great activity based on ideas imported from the Western
countries with which they came into contact. Fearing the liberal
philosophies as expressed by the representatives of the eighteenth-
century Enlightenment such as Voltaire, Rousseau, and Diderot, the
Church developed an ultra-conservative attitude toward education.

At the beginning of the nineteenth century, each community
established its own school. The prevailing curriculum and method-
ology were based on the teachings of the Enlightenment, particularly
of Rousseau, who professed a concern for child-centered education.
However, this system did not last for long as the Church views pre-
vailed. Students were now taught grammar and syntax at day's length,
and theoretical subjects were taught from morning to evening six
days a week, all year round. Subjects were taught in the most
archaic language and the demotic was banned. According to Cordatos
(1936), the lack of relevance between practicality and demotic
language on one hand and theoretical subjects and archaic language
on the other hand resulted in a conflict, the repercussions of which

were felt throughout the twentieth century. The 1980 OECD Report

stated:
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Among educational reformers, tne "language question" was not

merely an issue over what form of Greek should be taught in

the schools. It represented basic differences in Greek social

and educational philosophy, indeed world outlook (Weltanschauung).

The introduction of the modern Greek language would help open up

new cultural and intellectual vistas, those grounded in the con-

temporary (i.e. modern), living Greek "paideia"; it would infuse

a new spirit in Greek pedagogy (less formalism, abstraction, and

"explication de textes"); it would arouse pupils' interest in

learning; and, ultimately, it would develop more versatile,

responsible and democratic citizens and happier human beings.

Conservative or liberal, the instructors carried the weight

of education during the Turkish occupation. At the early stages, all
teachers were priests with unconditional dedication in the perform-
ance of their duty. Later, laymen drawn from the lowest socioeconomic
layers were selected as primary-school teachers, while the sons of the
wealthy class who could afford to study in Western European univer-
sities taught in the upper levels. Hence, pointed out Tsoukala
(1977), the astonishing nigh-ranking social prestige carried to this

day by university professors in Greece.

From 1821 to 1928

At the outbreak of the 1821 War of Independence, the economic,
social, and political conditions of the country were totally alien to
those prevailing in the developed Western European countries. The
wealthy merchants were in competition with the rich landowners who
had acquired great power during the Turkish occupation. However,
the interests of both dominating classes were closely associated with
the ruling establishment of France, England, and Russia, which was
foreign to Greece. As Touliatos (1973) stressed: "Therefore, the

rising class was directly dependent upon the strong economy of the
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Western countries, which will have an immediate impact on the shaping
of the political 1ife and the educational system of the country."

In 1823, the first Greek government addressed the matters
of education as a national issue during the session of the Second
Assembly. A five-member committee was appointed to draft a law con-
cerning the organization of education.

With the advent of the first King of Greece, Otto of Bavaria
(1833-1862), and during his reign, the foreign influence became more
visible throughout the country. The successive conservative govern-
ments reflected the interests of the local and foreign establishments.
The educational system is now characterized by an inflexible curricu-
lum based on the cult of the ancient authors and a deep feeling of
nationalism. In 1836, the teaching of Ancient Greek texts and
grammar consumed 53.2 percent of the daily curriculum. The educa-
tional structure followed the Bavarian pattern, i.e., absolute
authority of the Ministry of Education. The curriculum became more
conservative with no relevance whatsoever toward the needs of the
country. The university was heavily concentrated in law, medicine,
philosophy, and religion, but had totally ignored the needs of the
country vis-a-vis the oncoming Industrial Revolution.

As indicated by Cordatos (1936), a crucial issue becomes the
question of the demotic language, abhorred by the establishment as
representing liberal reforms and institutional changes leading to
"an education for the people." The demotic-language crisis clouds

the real national educational issues. Indicatively, it is worth
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pointing out with Allbaugh (1953) that in 1907 the illiteracy range
for men was 50.2 percent and for women 82 percent.

In 1910, in the midst of the favorable climate created by
the rise of Eleftherios Venizelos, one of the greatest leaders of
modern Greece, a group of inspired educators, particularly Manoli
Triandafyllidis, are ready to support Venizelos' efforts for liberal
reforms in spite of the dynamic activities of the conservative fac-
tion. A Committee for the Legal Protection of the Greek Language was
even established, but the trend for modernization and reforms in
education was already evident, according to Svoronos (1976).

Under the Venizelos administration, the period of natural
expansion of 1909-1921, marked by the doubling of the population and
of the geographical area and by greater infiltration of technology
into the economy, was characterized in education by progressive and
very frequent changes. The most important, according to Antonakaki
(1955), were constitutional enforcement of free universal elementary
education (1911); emphasis on the national ideal, on skills, art,
physical education, and on the exact science in the curriculum reform
of 1912; introduction of the demotic language in the elementary school
(1917); application of child health and welfare policies (1911); and
the establishment of public commercial schools and of schools for
the retraining of teachers in art, agriculture, and teaching methods.

One of the most basic reform laws was promulgated in 1917
(Law 1332), whereby the teaching of the demotic language was intro-
duced in grades 1-4. The Law was, however, rescinded in 1921, and

the primary-school books were burned publicly. The issue was now
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transposed on purely political levels, regardless of the educational
implications. "Demotic" became a synonym for "communist." The
Security Services of the State conducted systematic investigations
as to the national convictions of the promoters of the demotic
language until 1927. In any case, stressed Touliatos (1980), "the
post World War I decade will be marked by the popular demand for a
better education."

From the 1929 Reform
to the 1976 Reform

The Minister of Education of the Venizelos government, George
Papandreou, proceeded in 1929 to a deep reform of education. The
political and economic background of the country remained unchanged
yet still dependent on the foreign capital and influence. This reform,
which appeared to be radical at the time, was based on the traditional
Western European pattern. Its originality consisted mainly in extend-
ing the teaching of the demotic, reducing the importance of Latin,
and increasing the importance of mathematics and science. However,
the study of ancient texts remained a major subject in order to attach
the present with the prestigious past of Greece. Education was more
centralized than ever as a control of public life. To facilitate
this control, government representatives were appointed at each uni-
versity to monitor their operation.

As compromising and conservative as this reform may seem
today, it was considered at the time as ultra-liberal and, as such,
was attacked and rescinded by the conservative party that succeeded

Venizelos after his resignation in 1932. A wave of nationalism swept
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over the country. The teaching of Latin became again mandatory and
the demotic language was abolished. During the four years of
Metaxas' dictatorship (1936-1940), the old rigid Bavarian system was
revived, and the control of education became tighter in an obvious
attempt to check any liberal reminiscence.

World War II, the German occupation, and the civil war that
ensued put Greek education in hibernation. Schools were practically
closed and many students took to the mountains to fight at the side
of the political factions, most of them being leftist.

As a reaction, the right-wing governments between 1949 and
1967 attempted consistently, only with a brief interval, to instill
nationalism in the minds of students under the cover of moral values
and the study of the ancient Greek authors.

In 1964, George Papandreou, heading a short-lived liberal
government, assigned to Evangelos Papanoutsos the task to draft a
more liberal educational reform. Many innovations were included in
this 1964 reform, but the political events of 1965 and the dismissal
of President Papandreou by King Constantine eliminated any hope of
implementation. One of the first decisions to be made by the military
junta when they seized power in 1967 was to abrogate the 1964 Bill
of Education. Education was once again geared to nationalism and
religion. In 1967, the colonels' regime dismantled the 1964 reforms
and, in the opinion of many observers, halted the progressive trend
of Greek education. Massialas (1981) summarized the hostility

toward this reform as follows:
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Such traditional forces as the Greek Orthodox Church, the

School of Philology of the University of Athens, and the

Philolopical Society rigorously resisted these and earlier

reforms as inimical to Hellenic-Christian ideals and tradi-

tions.
Katharevousa, the purist and very formal language, was reintroduced
as the teaching medium and the demotic form was banned. Compulsory
education was reduced to six years, and the new secondary-school
graduation examination was eliminated. Hundreds of teachers and
professors suspected to be unfriendly to the regime were dismissed,
and those who did not lose their jobs were required to submit personal
histories and a statement of their political beliefs. Classical
studies were again emphasized over technical-vocational training,
thereby eliminating a large segment of potential students and failing
to provide any program for training manpower for technological and
industrial development. Keefe, Coffin, Mussen, and Rinheart (1977)
commented on the use of security police agents as university informers
and the strict controls placed on university teaching as indicative
of the harmful nature of the colonels' educational revisions. Follow-

ing the downfall of the military government, the important 1976 reform

(Law 309), which is reviewed in the next paragraph, was passed.

The 1976 Reform

Referring to democratic control of education, Antonakaki

(1955) wrote:

The formal corollary of democracy in administration is demo-
cratic control: the Greek concept that each citizen has the
capacity, the right, and the duty to participate in decisions
which affect him and the public institutions. This partici-
pation should not be expanded to direct sharing in public
affairs.
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Like the previous reforms, the 1976 Law was voted by the representa-
tives with no direct input from parents, teachers, and students.
Therefore, their expectations are quasi-delineated by the articles
of the reform.
As Keefe (1977) indicated,
In June 1976 the Karamanlis government announced a new series
of reforms designed to replace the colonels' revisions, all
of which are to be in operation by 1980. In many ways they
are an elaboration of the Papandreou reforms.

Tsiaglis (1980) expressed strong feelings about this reform:
The educational reform, in our century, has been an unsolved
issue since the beginning of the century. More precisely,
we are talking about a reform of the educational mechanisms,
a reform that aims at adjusting education to the new capital-
istic realities of our country.

Referring again to Keefe (1977), it should be pointed out
that the seeds of the reform were planted in 1964 by the Papandreou
government. Commenting on this point, Tsiaglis (1980) stated:

Education is not severed from the rest of social life.

. . . We can therefore state that undoubtedly the Greek

Society of the first part of the 20th century was such

that it determined the shape of our educational system.
Tsiaglis' (1980) views are corroborated by the fact that in a short
period of time, 14 years, the Karamanlis center-right government
adopted and voted a law elaborated by a previous liberal government.
The Papandreou reform had been bitterly fought and ultimately
defeated through the pressure of the conservatives in conjunction
with the Church.

The main features of the 1976 Reform as reviewed by Glycofridi

(1980) are:
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1. The adoption of the demotic as the official language for
schools and the administration.

2. The separation of the former six-year gymnasion in two
cycles: three-year gymnasion and three-year lyceum.

3. Nine years of mandatory education instead of six (six
years elementary and three years gymnasion).

4. A more "rational" tracking of students toward general
(university-prep) and vocational education.

5. The creation of secondary vocational schools to make
education meet the economic needs through the appropriate training
of manpower.

6. Equalization between men and women in the educational
sphere.

7. Opportunity, although extremely limited, for students
in the vocational track to qualify for university entrance examina-
tion.

8. Attempt to divert a large segment of students, upon
completion of gymnasion, from the university-prep 1yceum.

9. Introduction of the "electives"--although in a very
limited way.

Panayoti Xohelli (1981), Professor of Education at the Uni-
versity of Thessaloniki, in a series of articles in the daily Athens
newspaper Kathimerini (January 15-17, 1981) under the title "Five
Years After the Educational Reform" elaborated on what had not been
accomplished to that date and what should be done in the immediate

future. He summarized his views as follows:
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1. Education still remains highly centralized and under the
absolute State control.

2. The educational system was not examined spherically.
Curriculum revisions were made spasmodically with the absence of any
coordinated plan and with no input whatsoever from parents, teachers,
and students. Specific examples are, in the elementary school, the
elimination of grades, the abolishing of homework, the discarding of
the entrance examination to the gymnasion upon completion of grade six
with the stroke of a pen and without previous discussions and teacher
preparation.

3. The Reform deals mainly with the "external aspects" such
as structure, creation of tracks, and requirements, but does not deal
substantially with the "internal problems" and particularly the
development of a new methodology.

4. The external aspect is transformed in an impressive way,
and the same contents are retained in a silent and tacit way.

5. The katharevoussa and demotic languages are two different

entities by definition. Instead of developing new materials in the
demotic language, only minor linguistic adjustments were made in the
original textbooks.

6. The Reform creates a noticeable imbalance in the lyceum
as to the quality and status of each track and the three kinds of
diplomas awarded to students upon completion of the program.

7. Special areas have been totally ignored by the Reform
such as preschool (nursery and kindergarten), special education, and

programs for the gifted.
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8. The curriculum of the lyceum (college-prep track) still
does not correspond to the university admission-examination require-
ments. Students who can afford the financial burden of private tutor-
ing (up to $50 per hour) and coaching schools will probably score
higher at the university admission examination. This automatically
creates a discriminatory educational system.

9. The Reform was initiated in defiance of the basic prin-
ciples of curriculum innovation, i.e., input from interested parties
(parents, teachers, and students), sensitization of the community,
operation of pilot programs, and their assessment.

10. The admission of students from the gymnasion to one of
three lyceum tracks is solely based on the results of one examination.
11. Vocational education is still the "poor relative" of the
educational program, and as such it is held in low esteem by parents,
teachers, and students. Vocational schools are staffed with teachers
who lack specialized training, equipment, and resource materials.
(See Tables 2.1 through 2.4.)

Tsiaglis (1980) examined the Reform mainly through a social
and political prism, carefully scrutinizing the effects of the Reform
on the middle and lower socioeconomic classes. He stressed, "The
new educational policy has an antidemocratic character and is danger-
ously autocratic" and he added:

This antidemocratic and autocratic character is immediately
apparent in the existing curricula which aim (a) to overwhelm
the students with a mass of useless knowledge and (b) to trans-

mit the ideology of the establishment to the future citizens
of our country.
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Table 2.1.--Curriculum of the three-year gymnasium: 1980.

Hours per Week,

Subject by Grade
7 8 9
Total 31 31 31
Religion 2 2 2
Ancient Greek 4 5 4
Modern Greek 5 4 4
History 3 2 2
Introduction to democratic government 1
Mathematics 4
Foreign language 3 3 3
Geography with components from geology 13 1 1
Physics and chemistry 1
Anthropology and hygiene 1
Biology 13 1
Music 1 1 1
Arts 2 1
Physical education 2 2 2
Educational and career guidance 2(b) 2
Technological 2(b) 1(g)
Home economics 2(g) 1(g)

Source: Adapted from Hellenic Republic, Ministry of Education and

Religion, National Report on the Recent Developments in the

Greek Educational System (Athens, 1979).
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Table 2.2.--Curriculum of the general lyceum, first form (grade 10):

1980.
Subject per. Weck

Total 33
Religion 2
Modern Greek 4
Ancient Greek 6
History 3
Mathematics 5
Geography 1
Physics 4
Foreign language 3
Physical education 3
Technical 1
Music 1

Source: Adapted from Hellenic Republic, Ministry of Education and
Religion, National Report on the Recent Developments in the
Greek Educational System (Athens, 1979).
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Table 2.3.--Curriculum of the general lyceum, second form (grade 11):

1980.
Subject Hours per Week, by Division
Classical Both Scientific

Grand total 36 36
Common subjects 30

Religion 2

Modern Greek 4

Ancient Greek 5

History 2

Psychology 2

Mathematics 4

Physics and chemistry 3

Foreign language 3

Physical education 3

Economic geography 1

Hygiene and anthropology 1
Electives 6 6

Ancient Greek 2

History 2

Latin 2

Mathematics .. 3

Physics and chemistry .. 3

Source: Adapted from Hellenic Republic, Ministry of Education and
Religion, National Report on the Recent Developments in the
Greek Educational System (Athens, 1979).
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Table 2.4.--$grricu1um of the general lyceum, third form (grade 12):
80.

Hours per Week, by Division
Classical Both Scientific

Subject

Grand total 35 35

nN
oo

Common subjects

Religion

Modern Greek

Ancient Greek
History

Principles of democratic government
Philosophy
Mathematics

Physical geography
Physics and chemistry
General biology
Foreign language
Physical education

W N = W = W N = N PSP N

Electives

Ancient Greek
Latin

History
Mathematics .o 4
Physics .o 2
Chemistry

N N W N

Source: Adapted from Hellenic Republic, Ministry of Education and
Religion, National Report on the Recent Developments in
the Greek Educational System (Athens, 1979).
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Glykofrydi (1981) strongly supported the view according to
which most of the objectives of the Reform are undermined by the
government itself in the implementation of its stated rules, as a
result of the existing contradictions in the Reform. More precisely,
Glycofrydi stated that the Reform is undermined by:

1. The division of the nine-year period into two cycles and
the absence of a law forbidding children under the age of 15 to work.

2. The exhausting network of examinations that children and
teachers have to face.

3. The imbalance between the different types of lyceum.

4. The lack of materials and equipment.

5. The lack of substantial revisions of curricula and
textbooks.

6. The lack of in-service opportunities for educators.

7. The undermining of the Reform from "within the government."
Glykofrydi concluded, "We have reached the point to use the term
Anti-Reform."

The Objectives of the Socialist
Government (October 1981- )

The elections of October 18, 1981, won by an overwhelming
majority by the socialist party, were interpreted as the will of the
people for a radical change. It is too early, at this date, to
determine the extent and depth of projected changes in the realm of
education.

One of the first decisions of the socialist government was

to abolish the admission examination from the gymnasium to the lyceum
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as an attempt to eliminate the barrier to the lyceum. At an inter-

view with the monthly periodical The Athenian, the Minister of Educa-

tion Lefteris Veryvakis stated:
The greatest changes since the socialists came into power have
been cutting the entrance examinations to the classical lyceum
(equivalent to grades 10-12) and eliminating all but one accent
in the writing of the Greek language. . . . We are going to
change, after a certain time period, the system for judging a
student's worth and replace the panhellenic exams.

Whatever the anticipated changes may be and however liberal or radical

the decisions may appear, in constant line with the previous reforms,

once again decisions will be mandated by the government and they will

reflect its political stance.

Section Summary

The educational history of Greece from 1453 to this date is
marked by constant lines and consistent dynamics that flow through
its development: the influence of the Church, the Ministry of Educa-
tion as the sole source of decision making, the tenacious attachment
to the study of the ancient texts, the political diversion imprinted
by each government in power, and a deep spirit of nationalism.

The successive educational reforms served and reflected the
above concepts. These reforms were characterized as "superficial"
and "external" in the sense that they only aimed at changing programs
and schedules but not at altering the attitude of the population
toward education, which remained rigid and elitist.

The only substantial and liberal reforms were the gradual

adoption of mandatory education (up to ninth grade), the offering of
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free education at all levels, and the sanctioning by law of the
demotiki, which became the official instructional language.

The common denominator deriving from the review of the suc-
cessive reforms including the 1976 Reform is the absolute control of
education by the State, allowing practically no latitude for any
deviation from the curriculum on tne part of parents, teachers, and
students.

The Greek parents, teachers, and students' expectations per-
taining solely to education are all uniform in nature and defy analy-
sis. Only the government-imposed reforms can be analyzed intrin-
sically, and these have been evaluated. In this context, parents,
teachers, and students' expectations are limited to the side effects
of Greek education. The questionnaire submitted to parents, teachers,
and students was developed in light of these constraints.

Parent, Teacher, and Student Expectations as Related to
the United States and Greek Educational Systems

This section deals with a comparison between the parent,
teacher, and student expectations seen through the United States and
Greek systems of education and more specifically in the areas of
objectives, structure and organization, administration, curriculum,
teacher training, and recruitment. The statistics and chart presented
in this section are based on data provided by the 1979 UNESCO Inter-

national Guide of Educational Systems and the Greek Ministry of

Education.
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Objectives

United States.--A major objective of the United States educa-

tional system is to provide a free public education to all students
until the completion of the secondary school, to instill a respect
for knowledge and at the same time to offer equal opportunities for
all students through a favorable educational environment, and also to
stimulate students according to their individual potential through an
enriched curriculum, specifically in the areas of literature, science,
social and political studies, and vocational programs.

Greece.--The 1975 Constitution establishes clearly the prime
objectives of education, i.e., the moral, professional, and physical
preparation of the population as well as the development of a
national and religious identity. Massialas (1981) wrote:

Contemporary Greek education places great emphasis on Greek
Orthodoxy, both in formal curriculum of the schools and the
informal practices of other socialization agents, such as
the family, the peer group and the army.

The cultivation of independence and responsibility is another
prime objective. The Reorganization Act of 1976 declares that the
goal of the gymnasium is as follows:

To train adolescents in the right and exact expression of their
ideas and values, in the skills of observation and analysis of
phenomena in the mental as well as the physical world, to
acquaint them in general with historical ideas and with the
most significant discoveries of the Greek, of the European and
of humankind in general, to help them internalize and implement
their own inclinations and skills, to sharpen their moral judg-
ment, to develop their religious and national consciousness and

to inspire in them an attitude which is consistent with the
basic principles of the democratic system of the country.



31

The same Act declares that the goal of the lyceum is designed:

to offer training, richer and broader than that of the gym-
nasium, to youth aspiring to higher education or professions
requiring high standards. The training includes the syste-
matic cultivation of the oral and written expression, the
deeper study of national and world history, as well as the
monuments of civilization, specifically the history and civi-
lization of Europe, the development of critical and imagina-
tive thinking, the comprehensive investigation of the natural
and social world, the strengthening of religious and national
beliefs, the more substantive learning of the basic principles
of the democratic system of the country; and finally [this
training] seeks to enlighten the spirit and to develop free
and responsible persons.

In public schools, education and materials are free at all
grade levels, including colleges and universities, without discrimi-
nation. Education is compulsory for all students grades 1-9. The
1980 OECD Report states:

The raising of the school-leaving age (ROSLA) was a constitu-
tional mandate (Article 16 of the Greek Constitution adopted

in 1975) and an important precondition for the aforementioned
goals of democratization and modernization. Compared to other
Western societies, especially those of the European Economic
Community, Greece had the fewest years of compulsory schooling
(6 compared to generally 9). ROSLA was also felt to be neces-
sary for the cultural development of the country, the expansion
of opportunities, particularly among the people in rural areas
and for greater economic efficiency.

The demotic language has been enforced as the official language since

1976.

Structure and Organization

The structure and organization of the Greek educational
system, K-12, is represented in Figure 2.1.

An innovative structure brought about by the 1976 Educational
Reform divides the six years of the former secondary school into

two sections:
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1. Gymnasion, three years mandatory. Upon completion of
the gymnasion, students may take an examination that will qualify
them according to their ability for one of the three tracks in the
lyceum: (a) two years vocational, (b) three years vocational and
commercial, (c) three years general education leading to university
admission.

2. Lyceum, post-mandatory. Tracks (a) and (b) are for non-
university bound students; upon completion of track (c), students take
an examination administered by the Ministry of Education at specific
locations for university admission. Students are selected on the
basis of the highest scores, filling the Timited number of vacancies
available at each branch of the universities. The 1980 OECD Report
stated:

It is important to stress the selective and credentialling
role which examinations are called upon to perform in Greek
education and a fortiori in the Greek occupational and social
structure. Such a policy, according to official opinion, is
dictated by several factors, e.g. (i) the desirability of main-
taining control over educational standards, i.e., ensuring the
attainment of certain levels of knowledge which, among other
things, are held indispensable for further education and for
professional competence; (ii) the need to screen the intellec-
tually most capable (the talented) for the few places that are
of necessity available in the universities and other higher
institutions; and (iii) the demands of educational efficiency
as well as social equity, i.e. allocating students into schools

of different types and purposes on the basis of objective cri-
teria of achievement.

Administration

United States.--According to the United States Constitution,

each state is directly responsible for the education of all students

within each state. The federal government, through the federal
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Department of Education, provides encouragement, financial aid, and
advice for special projects of national concern. The individual
state legislatures represent the public within those states. The
legislature of the individual states passes laws concerning educa-
tion at all levels, and the state board of education and/or the
chief administrative official makes decisions for the implementa-
tion of these laws. Local boards of education determine the policy,
procedures, and materials that will assist in the implementation of
the laws and policies as established at the state level.

Greece.--The system is highly centralized. The Ministry of
Education and Cults is responsible for the entire coordination.
KEME (Center of Educational Research and Teacher In-Service Programs)
has an advisory role in the development of the State curriculum.

For primary and secondary educational purposes, Greece is
divided into 15 districts and 240 subdistricts. The duties of the 240
inspectors (civil servants) are to inspect, advise, and enforce the
official national curriculum as developed by KEME and approved by
the Ministry of Education. The funding of education at all levels
derives solely from income tax and becomes part of the annual national

budget.

Curriculum

United States.--It is the prerogative of each state to

develop its own curriculum. Although there is no national curricu-
lum, the federal government influences the local curricula through

legislation and funding. Each state has its own requirements for
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high school graduation or certification. Local teachers and program
specialists may develop district curricula as well as new programs
and also select relevant materials. This constitutes a unique
feature of United States education.

Greece.--The curriculum being developed and mandated by the
central administration (Ministry of Education) does not give any
latitude for deviation or adjustment to the needs of the students in
local school districts and to the teacher. It must be strictly and
uniformly implemented at each grade level according to a rigid time
schedule.

Given the orientation of the lyceum, which consists mainly of
university-bound students, an unusually large amount of homework is
expected from each student. Parents often supplement the day school
by encouraging their children to attend evening coaching schools or
by hiring the services of private tutors to assist them in the prepara-
tion of the university entrance examinations.

The notion of electives was hesitantly introduced by the 1976
Reform Law, but the strenuous curriculum does not allow for sufficient

time for deviation from the academic schedule.

Teacher Training and Recruiting

United States.--A minimum of Bachelor of Arts or Bachelor of

Science degrees is required to teach at any grade level. This degree
must be coupled with a teaching certificate awarded by the state,
which specifies the minimum requirements by which an individual

teacher may be certified to teach specific subjects for a specific
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range of grade levels. Teachers are hired by the Tocal school
districts.

Greece.--Al11 public school teachers at all levels are civil
servants and are appointed and transferred by the Ministry of Educa-
tion. The inspector (not the principal) is responsible for teacher
evaluation.

Elementary school teachers are trained in pedagogical academies
(two to three years). High school teachers are trained in specific
disciplines at the university (four to five years). Teacher certifica-
tion is automatically awarded upon graduation from the pedagogical
academies or the university. As Massialas (1981) indicated concerning
secondary school teachers:

They are trained at universities, where they obtain a degree in
their teaching specialty. For example, a teacher of mathe-
matics would enroll in the respective faculty (physikoma-
thimatiki), a teacher of history and classical Greek (a philologos
or philologist) would enroll in philossofiki (faculty of arts).
The program of studies for secondary school teachers is not dif-
ferent from that pursued by those who major in a field such as
mathematics but do not intend to enter the teaching profession.
Prospective teachers enrolled in the universities, however, are
asked to take courses in pedagogy. Student or practice-teaching
is not common, nor is it required to gain a teaching position.

With a university diploma, a person may apply for any teaching
job in the public or private sector.

Section Summary

Related to the United States and Greek educational systems,
the parent, teacher, and student expectations reflect the philosophical
and historical evolution of education in both countries. From the
very beginning, the concept of free public education has been stressed

in the United States, thus providing for equal opportunities through a
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wide and diversified range of problems that may be adjusted to meet
the needs of the individual and the community.

In Greece, the 1975 Constitution stresses that one of the
objectives of education is the development of a national and reli-
gious identity, thus perpetuating a 200-year-old tradition. No devia-
tion from the State-imposed curriculum can be made in favor of the
individual student in the community. The concept of equal opportuni-
ties is interpreted as free education at all levels but with prac-
tically no provision for innovation or for meeting the needs of the

individual students.

Expectations

Parent Expectations

United States.--Downey (1960) and Seager and Slagle (1959)

investigated the historical background of America with the purpose
of assessing the perceptions of the community concerning public educa-
tion and more particularly the role of the teacher.

Seager and Slagle's study was conducted in five geographic
areas: four in the United States and one in Canada. The data col-
lected were analyzed in terms of certain variables, the most impor-
tant being geographic region, years of schooling, and occupational
status. The responses from these three variables yielded a consis-
tent pattern and were reliable predictors of parental expectations
for the school's rank.

The researchers found differences that appeared with regu-

larity among the five regional groups. The West emphasized the
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socializing aspects of education, the South gave priority to personal
development, the East stressed moral values, and Canada the intel-
lectual pursuits. The Midwest maintained a middle-of-the-road posi-
tion on these task dimensions.

Referring to regional differences, Seager and Slagle pointed
out that the residential suburbs preferred the aesthetic and the
intellectual elements, that the industrial areas emphasized the
applied homemaking skills, and that the rural communities attached
greater-than-average importance to physical and consumer education.

Seager and Slagle also pointed out that deciding the content
and structure of education is the responsibility not only of edu-
cators, but also of noneducators from all segments of society. Their
views and expectations regarding the schools' task must be taken into
consideration.

In comparing differences between educators and parents, the
researchers stated that

Without exception, the task elements which were perceived to
be more important by the lay public than by educators were non-
intellectual items. Non-educators considered vocational guid-
ance, job training, consumer education, and home and family
1iving to be more important than did educators.

Ostrander and Dethy (1968) stated that if the school is to
aim at a purposeful educational program, it has to be receptive to
constructive influences from the community, and it must take into
account that basically "the goals of education are to be set by the
citizenry."

To be receptive to the needs and aspirations of the people

it serves and also to keep them informed of its functions, the school
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should maintain its avenues of communication. In fact, it is one of
the responsibilities of the community (parents in particular) to
encourage teachers, as Warner, Havighurst, and Loeb (1944) mentioned:
"To participate more in the 1ife of the community in which they teach

. they should 1ive the life of their community, they should take
their pleasure in the community as well as give their service, and
not be isolated."

Stemming from Getzels' (1968) social systems models, through
which the school is viewed as a social system within a suprasystem,
Hartrick (1961) stated that parents of this supra-system hold expec-
tations not only for school objectives, but also for school procedures
in reaching those objectives. The respondents involved in his inves-
tigation were not only educators and noneducators, but also high school
students. The study revealed: (a) that educators stressed the intel-
lectual elements more than did the other two subgroups, and they also
assigned lower priority to vocational training and home and family
living; (b) that noneducators placed emphasis on both the intellec-
tual and the productive elements and less emphasis on emotional
stability, moral standards, and aesthetic appreciation; and (c) that
high school students emphasized the social elements and de-emphasized
the intellectual elements more than did the educators or noneducators.
Students agreed with educators on the low ranking of the productive
elements and with noneducators on the low ranking of cultural ele-
ments.

Hartrick also found that more educated parents empha-

sized the intellectual skills and aesthetic appreciation and
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de-emphasized the social skills and vocational guidance; and that
parents with less than high school graduation emphasized the elements
of vocational guidance, vocational training, consumer management,
moral standards, and social life.

Greenberg and Greenberg (1964) maintained that consideration
has to be given to the expectations of parents of a culture that is
based on a different pattern of life. Only in this way can we experi-
ence "the satisfaction of feeling that we have fulfilled the expecta-
tions of those who have had faith in us."

In dealing with parental preferences, Sieber and Wilder (1967)
indicated that parents are keenly interested in styles of teaching
and stress the intellectual aspects of education much more than teach-

ers think they do. The writers described four teaching styles:

1. Control oriented --emphasis on maintaining discipline,
following directions, and working hard

2. Content oriented --concern with subject matter, covering
material thoroughly, and testing regu-
larly

3. Discovery oriented --encouragement of creativity, and making
lessons interesting

S

Sympathy oriented --stress on friendliness, being liked by
students, understanding and handling
their problems

In conducting a survey of mothers' preferences, the investigators

discovered that mothers preferred teachers whose style, even at

primary grade level, was mainly content oriented rather than sympathy
oriented.

A more detailed analysis of the study reveals that mothers of

middle-class communities showed greater preference than those of the
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working class for the discovery-oriented style of teaching. Thus,
teachers who used the discovery method were in closer agreement with
middle-class parents' expectations and were more successful with
their children because they had the support of their family members
who believed in independence training. On the other hand, mothers of
the working-class community preferred "control" and "sympathy"
oriented styles of teaching. This is attributed partly to their non-
intellectual background. However, when these mothers showed pref-
erence for an intellectual style, they chose "authoritarian intel-
lectualism" (content) rather than "permissive intellectualism"
(discovery).

The researchers stated that by comparing the preferences of
mothers among four typical teaching styles with the self-images of
their children's teachers, it was found that mothers prefer a content-
oriented style more often than any other, while a majority of teachers
see themselves as discovery oriented. There is considerable discrep-
ancy between the styles of teaching that mothers expect and the styles
of teachers as seen by themselves, both at the elementary and at the
secondary levels. "Sixty-nine percent of the mothers have a teacher
for their child whose role definition is not in accord with their
preference."

Paternal influence has received very little attention in the
literature. Rau, Mlodnosky, and Anastasiow (1964), comparing maternal and
paternal influences on students' personality characteristics,

revealed: "For fathers . . . what we have labelled the 'paternal
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involvement' factor seems to be a more important influence on their
sons' adjustment than any of the dimensions we originally hypothe-
sized."

Rau et al. studied the successful achievement behaviors of
students as affected by parent child-rearing attitudes and practices.
Students who performed well academically typically demonstrated well-
adjusted behavior, although few significant relationships were found
between parent attitude and student achievement. However, the inves-
tigators suggested that perhaps the data in their study indirectly
reflected more significance when treated inferentially:

Our data rather generally supported the view that parental
attitudes are related to the maturity-adjustment syndrome.

To a lesser extent, the same parent attitudes predict achieve-
ment. This lends credence to the view that this set of per-
sonality characteristics may be thought of as mediating [sic]
the influence of parent attitudes on achievement. For instance,
mothers' scores on the Democracy scale administered at kinder-
garten level predict both self-sufficiency and achievement in
second grade, and the latter two variables intercorrelate. We
consider it a reasonable conclusion from such findings that
mothers' attitudes influence differences in self-sufficiency,
which in turn influence academic success.

Brookover, Gigliotti, Henderson, and Schneider (1967) stressed
the importance of parental expectations in the formation of student
self-concept of academic ability. Erickson's (1967) follow-up study
of Brookover et al. indicated that parental concerns for their chil-
dren are the first stage in the development of the children's positive
self-concept.

Greece.--The attitude of Greek parents toward education has
always been conservative, and one could say that educational develop-

ments outside the national sphere have been looked upon with suspicion
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and fear. According to the 1976 OECD Report dealing with "Decision
Making in Educational Systems," this attitude "has contributed to the
sluggishness of the system in adapting itself to actual socioeconomic
changes, whereas ideally the educational system should not merely
adapt but . . . become an agent of change."

The expectations of Greek parents vis-a-vis education, besides
a marked conservatism, are characterized by nationalism, respect of
Orthodoxy, Hellenism, perception of education as a social ladder, an
instrument for the shaping of a disciplined and law-abiding citizen,
and respect of family values. Furthermore, the expectations of a
Greek parent are concentrated on high academic achievement rather than
on the development of the personality. Greek parents insist on reserv-
ing to themselves the right to decide for their children their future
profession or career. Guidance and counseling services are totally
unknown in Greek schools, and a limited Career Orientation Department
operates within the Ministry of Social Welfare but mainly to deal
with problems of unemployment.

Nationalism can be traced to the early stages of the Turkish
occupation when Greeks believed, and rightfully so, that the only
means to preserve their national identity was the preservation of
their language. Despite rigorous measures and draconian penalties
imposed by the occupant, Greek families persisted in sending their

children to underground schools (krypho scholio) run by the Orthodox

priests in their churches under the cover of darkness. This is
reflected in the old lullaby that all Greek children have learned

from their ancestors:
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My bright little moon
Shed 1ight on me

To go to school

To learn many things
A11 God's wonders.

As Keefe, Coffin, Mussen, and Rinehart (1977) pointed out:
For centuries the village priest has been the preserver of Greek
cultural and religious traditions and as such he has been
respected by other villagers. . . . The church had the sole
responsibility for the preservation of Greek culture and reli-
gion during four centuries of foreign domination. It served as
a symbol of political independence as well as national unity.
Not surprisingly, the builders of the modern national state
made use of the bond between Orthodoxy and nationalism.

Hellenism associated with Orthodoxy is another persistent
demand of Greek parents and is to be found throughout primary and
secondary education. In analyzing this feature, Keefe et al. concluded:

To be a Greek means embracing the ideology of Hellenism.
Hellenism is a compilation of all that was good and glorious
in ancient Greece. Greeks of all social classes and from all
regions are acutely aware of the role their country played in
the development of llestern philosophy. This awareness is one
of the reasons so much emphasis has been placed on classical
education. Hellenism developed during Ottoman rule and was a
means of promoting Greek cultural identity and nationalism.

The above concept of education is reflected in most recent
educational reforms. As reported in the 1980 OECD Report, in 1958,
for example, the Committee on Education reaffirmed that "this human-
jstic ideal, inspired by the Hellenic and Christian spirit, should
constitute the foundation of Greek education."

The educational ramifications of the twentieth-century
economic development and, in turn, the economic significance of school-
ing made a late and sudden appearance in the range of Greek parents'

expectations. Parents visualize education as the ladder of social
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and economic promotion. The secondary school (gymnasion) became the
focus of their attention and "it epitomized what the Greeks understood
good education to be, and it was the main gateway to the post-secondary
institutions and thereby to high status jobs," according to the 1980
OECD Report.

Given the prestige inherent in university education, the
restrictions imposed on university admission and the high scores
required to this effect, added to the contempt of Greek parents for
vocational education and the sense of self-pride (philotimo) pertain-
ing to the Greek citizen, parents' expectations are reflected in a
demand for high academic achievement for their children. By the same
token, these demands are transferred to the schools, which concentrate
their efforts on preparing students for the university entrance exami-
nations. However, the deficiencies of the public school system as well
as the inefficiencies of the educational approaches force the parents
to turn to the private sector.

A vast network of private schools emerged as a result of the
inadequacy of public school education, which is not commensurate with
parents' expectations. The study conducted in 1980 by OECD reported
that "the introduction of new ideas into the Greek educational systems
has almost always been the result of private initiative." A previous
OECD Report (1974) underscored this situation:

In a situation where education is looked upon as providing
access to equality of opportunity, the social demand for
education tends to result in growth of the private educa-

tional sector even when public resources for education are
curtailed.
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To meet their high expectations, as referred to previosuly,
parents send their children to the frontistiria, where they receive
extensive tutoring in the evening. As Massialas (1981) reported, "it
has been estimated that the majority of students aspiring to be admitted
to a higher education institution have enrolled, at one time or another,
in some type of frontistiria."

Literature and research on Greek parents' expectations are
almost nonexistent. However, these expectations exist in a subjacent
state throughout Greek history, the successive educational reforms, and

the OECD reports from which they have been extracted for this study.

Teacher Expectations

United States.--In determining the school's task, the educa-

tional leader, as McPhee (1959) pointed out, has to know his society
and its values and attitudes toward education. The educational
leader's problem has recently become even more complex because these
values are in a state of constant change.

Present American educational values are predominantly those
held by the middle class, to which the majority of educators belong.
Thus, we notice that a lower-class teacher, as Warner, Havighurst, and
Loeb (1944) remarked, "will strive for upward mobility and therefore
will set high value on middle-class behavior wherever he goes." On
the other hand, an upper-class teacher, being in the minority, will have
to abide by middle-class values even if he does not subscribe to them.

In a more recent study, Hills (1961) maintained that the views

of the teachers do not differ greatly from those of the community and
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that there is greater incongruence between two groups of teachers serv-
ing different social-class groups than between the teachers and the
respective communities they serve.

Greenberg and Greenberg (1964) maintained that the teacher's
expectations of a child predetermine that child's performance. More
recently, Rosenthal and Jacobson (1968) went even further and made
extensive studies that brought forth considerable evidence in support
of this phenomenon. There has been much controversy in the area of
teacher expectations in the past several years. Brookover et al. (1973)
ascribed the present interest in teacher expectations to Robert Rosen-
thal:

As previously stated, significant research in the area of expec-
tations and learning is attributable to Robert Rosenthal. Both
in his study of animals (1966) as well as his highly important
collaborative study (Rosenthal and Jacobson, 1968) on teacher
expectations and elementary school achievements in which naive
subjects were told that certain randomly chosen students were,
according to new intelligence tests, about to make an educa-
tional spurt. They found that those students who had been ran-
domly classified as higher achievers actually gained signifi-
cantly more in achievements than did the control group and this
gain was more pronounced in the earlier grades. This study,
thus, lends credence to the hypothesis that teacher expectations
have a symbiotic relationship with school achievement (input-
result-feedback-input).

Results of several other studies should be mentioned also.
Henderson (1973), in his study of teacher background and student vari-
ables such as race and social-economic class, came to the not-unexpected
conclusion that causes of teachers' expectations were quite complex.
The findings, determined by questioning 24 black and 24 white teachers
attending a summer session at the University of Virginia, led Henderson

to conclude that:
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The determinants of teachers' expectancies are indeed complex.
It is evident that they are affected by a number of different

kinds of information including test scores, classroom behavior
and background characteristics of each child.

Cunningham (1975) and Larson (1973), in their respective
studies, found evidence to support the concept that teacher style and
influence are factors to be considered in expectations for children.
However, Larson suggested that the individual child's own characteris-
tics were more reliable in predicting academic success. United States
teachers differ from their European colleagues in that most of them
believe their own behavior may influence their students. In a study
conducted in Scandinavian countries, Brislin, Lonner, and Thorndike
(1973) concluded that teachers were unable to project possible influ-
ences on their students. Singleton (1971) maintained that applying the
concept of education as cultural transmission suggests that we will be
equally interested in all parties involved in educational systems and
transactions, as well as in the social context within which learning is
presumed to take place. This will include the intentions of a teacher,
his manipulation of a learner, and the changes in the learner's behav-
jor.

Guthrie (1967) indicated that teachers' expectations are a
function of their own personalities and result from many visual and
intangible factors. He stated:

One of the silent languages is proximity, but there are also
cues and conventions which involve facial expressions, touch-

ing, posture, dressing, and the whole spectrum of paralinguistic
cues of the volume, speed, and tone of speech. . . .
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Greece.--Teacher expectations meet and complement those of
the parents as discussed above. Furthermore, these expectations are
delineated by the official State curriculum, the high scores to be
achieved at all grade levels, particularly in the senior year, and by
the university admission requirements. Teacher expectations are also
conditioned by the Greek society's aspirations for a highly disciplined
citizen, respectful of the authority with which educators are invested.
Furthermore, teachers are required to observe strictly the mandated
subject matter without any latitude for deviation or innovation. Only
kindergarten and elementary teachers in the course of their two-year
training program are offered rudimentary education classes dealing with
child psychology, theories of learning, and teaching methods. Most of
these courses are theoretical.

Secondary school teachers' programs deal solely with the
subjects they plan to teach. Courses in pedagogy, with few exceptions,
are offered at the institutes for in-service training. As Massialas
(1981) stated:

Student or practice-teaching is not common, nor it is required

to gain a teaching position. With a university diploma, a

person may apply for any teaching job in the public or private

sector.
Teacher expectations reflect, therefore, the nature of their univer-
sity training. This deficiency has been decried by some inspired
reformers who have urged the educational authorities to undertake
drastic measures for the retraining of teachers in order to help place

their expectations in a different perspective. Botsoglou (1980)

wrote:
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Any government that would come in power, any new radical or
revolutionary measures that this government would be willing to
apply to education, must confront and persuade the entire body
of professional educators. This is a given: no minister of
education could suddenly send home all teachers in active ser-
vice and hire new ones, fresh and ready to implement any edu-
cational reform. The entire teaching staff is there. We must
work with them; we must retrain them so that they would be will-
ing and able to bring about this reform in education.

The 1980 OECD Report identified the expectations for effi-
ciency in Greek education served by its professional staff:
Functional efficiency was a predominant consideration in the
reform movement of the last twenty years. There was generally
less emphasis on social equity considerations (the distributive
aspects of education), and more on participation, which char-
acterized reform trends in other liberal societies.

The following passage extracted from the Athena School Handbook

(1980), based on State laws, regulations, and circulars, fully illus-
trates what teachers should be striving for in their classrooms:

The primary conditions for students to be allowed to attend
the elementary, middle and high schools of the Athena School is
to be studious, hard-working, and, in general, fully responding
to their lessons, which constitutes their duty. A basic condi-
tion for being studious and achieve good grades is the total
concentration on school work and the correct attitude towards
everybody.

Students should be particularly attentive during their
class and respect absolutely the regulations of the class.

Teacher expectations for achievement and attitude are, once
again, imposed by the current nationwide regulations as stipulated in
the above-mentioned handbook:

A student who will have been found unprepared in any subject
or who has been inattentive, is obliged, according to the
judgment of his teacher, to remain in school after school
hours in order to successfully complete the lesson. For a
serious breach of discipline, a student will be suspended or
expelled and the grade of his behavior will be lowered.
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The grade (excellent, very good, good) in attitude plays a
major role in the student's report card and records. A transferring
student can hardly be accepted in public and private schools with a
grade "good" and, if accepted, he will have to remain on probation for
a long period of time. Teacher expectations concerning discipline and
attitude at all moments of the school day are stringent and therefore
very high. Papanoutsos (1963), himself, the liberal reformer of Greek
education, added to the above teacher expectations the need to ground
in the character of the students the traits of the "educational physi-

onomy. "

Student Expectations

United States.--Goldman (1961) conducted a survey to examine

the differences between the real images of the high school graduate as
he is today and the ideal image of him as perceived by educators, non-
educators, and high school students. He found that educators viewed
today's graduate as being interested in making money, in having as much
fun as possible, and in making friends easily. They regarded him as
least knowledgeable in political affairs and unwilling to sacrifice his
own comfort for the good of others.

Noneducators indicated that the high school graduate was able
to make friends easily, had knowledge of many things and a desire to
learn more, and was interested in making as much money as possible.

He was least characterized by willingness to sacrifice personal com-
fort for that of others, by his knowledge of political matters, and by

his spiritual attitude toward life.
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According to Goldman, students perceived today's high school
graduate as being most interested in knowing many things and having a
desire to learn more, making friends easily, and being honest and
trustworthy. On the other hand, he was viewed by them as least inter-
ested in political affairs, in sacrificing his own comfort for that of
others, or in developing a strong body. Differences between the real and
the ideal image of the high school graduate were perceived most strongly
by the educators and least by the students themselves.

Goldman made a further contribution by demonstrating that both
educators and noneducators believe that today's high school graduate is
giving more importance to economic and social values than to altruistic
values. He also maintained that differences do exist between educators
and noneducators in what they believe the character of the high school
graduate should be and what it is in reality.

Referring to the responsibilities of the high school toward
the adolescent, Goldman posed one key question in his investigation:
"Should the high school bear major responsibility for developing all
aspects of the adolescent, or should it be freed from some tasks which
could properly be carried out by other agencies within a community?"

He found that public opinion in the United States was divided
on this point. However, he advocated that other institutions 1ike the
home and the church should assume certain functions such as family care,
religion, welfare, health, athletics, and the 1ike, all of which play
their part in the student's development. This would allow the high

school to become more effective by concentrating on the intellectual
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aspects of the student and other related areas of its primary respon-
sibility.

A1l educational expectations to which reference has been made
in this review include a certain proportion of four different kinds of
goals: intellectual, social, personal, and practical. Through the
research carried out by Downey (1960) and by Seager and Slagle (1959),
there was evidence of consensus by both United States educators and
noneducators that the intellectual aspects of education should be the
school's main task. The major concern today, according to Bebell
(1968), is that:

. by 1980 society will need a "new man"--a flexible, ever-
learning, problem-solving type of man. . . . If there is to
be any conflict between the acquisition of knowledge and the
development of attitudes and habits for the effective use of
knowledge, the latter must take precedence over the former.

Singleton (1967) analyzed students' expectations and at the
same time their role in the educational process through a different
angle:

Educators and schools must become the objects of studies--
educational patterns cannot be understood through the students
alone. Our formal attempts at education assume that there
must be a teacher, live or canned, and it is the focus on
teaching that differentiates our modern practices of education
from those of our more isolated or "primitive" contemporaries.
The school, as a social institution of education, cannot be
understood if students are viewed as its only output and edu-
cation as its only function.

Greece.--The most outstanding representative of progressive
education in Greece, Evangelos Papanoutsos (1963), analyzed in an
article published in the newspaper To Vima (November 7, 1963) under
the title "Expectations" the educational expectations of the Greek

people. Even for Papanoutsos, the educational expectations must be
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centered on the national traditions of Greece. He stated, "The aim
of Greek education must become the intensive and systematic effort to
educate the youth according to the needs of our times, our national
tradition and our democratic regime."

The expectations and orientations of the Greek educational
system, nationalistic as it is, derive from goals set by the State.
This nationalism was exacerbated during the Turkish occupation, the
pre-World War II Italian occupation of the Dodecanese Islands and,
more recently, in Cryprus during the British occupation. In Cyprus,
where at least 80 percent of the population projects its Greek heritage
and maintains the Greek as the main language, education was based for
nearly a century on two philosophies in flagrant contradiction with
each other: the determination of the British occupant to maintain edu-
cation under its absolute control and the commitment of the Greek-
speaking population to maintain a full autonomy of the Greek educational
system. Describing the role and expectations of the teachers in this
political context, the Cypriot psychologist Antonis Papaioannou (1977)
stated:

The ultimate goals of national education are cultivated outside
of the educational profession. We should not also ignore the
involvement of education as an active agent in the political
life of the nation, this involvement being a significant factor
for change and innovations.

This nationalistic philosophy was sanctioned by the Education
Chart of the Cypriot Republic (1964) in its preamble, which stipulated:

Since education constitutes the basis of the national tradi-
tions of Greeks and a paramount value in the creative develop-
ment of the Nation and since the education of the Greek children

of Cyprus has struggled for centuries against a myriad of oppres-
sions on the part of the successive conquerors of the island and
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since education has succeeded in maintaining its absolute national
character . . . the Greek communal assembly of Cyprus decides that
education, in Cyprus, should identify itself in its orientations
and programs with those prevailing in Greece.

The expectations of the Greek students are constrained by the
imposed curriculum. Counseling and guidance are totally unknown insti-
tutions in the Greek schools. A small nucleus of counselors operates
only at the Ministry of Social Welfare and is limited to the vocational
sector. The lack of orientation and guidance is detrimental to the
career goals of students and does not assist in the identification of
their expectations. This concern was expressed by Papanoutsos (1976)
in his study about "The Disoriented Youth":

I am at a loss, wrote to me a few weeks ago a high school senior,
because I do not know what area of concentration I should select.
I wish to pursue my studies at the university, but what will
happen later on if I decide I cannot live with my diploma?

Dealing with the disenchantment of Greek students and how they
feel betrayed in their expectations, Papanoutsos established strong
similarities with criticism expressed by Silberman (1970) and I1lich

(1970) in their respective books, Crisis in the Classroom and

Deschooling Society. Under the title "Crisis in the School," Papanoutsos

drew a dismal picture of the "betrayed youth" in the Greek schools and
how the high expectations nurtured in the elementary school are destroyed
by imposed curriculum, absolute approaches, and the loss of the "sense
of purpose" for all the subject matters within the sterile program of
studies. Papanoutsos stated:

The children still obey because their freshly awakened little

brain is full of curiosity and grasps greedily whatever is being

offered. But the adolescents of the secondary school feel that

their school with its archaic program of studies has been severed
from life. It does not provide to them motivation and the



56

opportunity to study the burning problems of our times--moral,
social, economic and political. If they still remain at their
desks, they do it out of need and not out of real interest.

. . . They "escape" from school mentally and they are only phys-
ically present: they are mentally absent. The gifted students,
more than the others, realize that although their memory is fed
with dead knowledge, they are still hungry for the living truth.

George Koutsoumaris (1980), a professor of economics, main-
tained that secondary education, seen through the developmental process
of the national economy, should prepare students to respond to specific
requirements at the university. He stressed eight basic functions, the
most significant being:

1. Selection process among the new generation of talents,
i.e., the most intellectually gifted students on completion of second-
ary education for the creation of an economic and social elite.

2. Accumulation of knowledge that will contribute to the
shaping of human capital.

The selection process to which Koutsoumaris referred in order
for Greek students to be admitted at any institution of higher learning
constitutes the primary and major concern of parents, teachers, and
students. However, this phenomenon is not peculiar only to Greece.

In countries like Brazil and Japan, where competition for university
positions among students is very high, a "parallel educational system"

has flourished. The Greek equivalent of the Japanese juku (coaching

schools) is the frontistirion, which was labeled by Papanoutsos as "the

purgatory that our youth has to sustain in order to enter (if they

enter) the academic paradise."
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Panaoutsos (1976) pursued this idea:
Is it true or not that the high school diploma does not open to
our youth the gate of any of our universities, if this diploma
is not endorsed by the directors of the frontistiria and that
our diligent young people from the province, in order to achieve
this endorsement, are compelled to spend in our two capitals
(a) the money they obtained by selling a small piece of parental
family property or (b) by liquidating the sister's dowry which
was earned with sweat and blood?
The highly selective process as well as classroom practices in
Greece are in opposition with their counterparts in the United States.
However, the screening and selection process for university admission
in the United States should not be overlooked since high SAT scores,
grade point averages, and quality recommendations are among the basic
requirements for admission to the competitive schools. The teaching
practices in the two educational systems present a sharp difference and
the latter, again, derive from two different perceptions of education
as well as diverging expectations.

Quoting Jerome Bruner, Massialas and Zevin (1975) supported

the position that:

The best way to develop the ultimate learning ability of stu-
dents is to create in the classroom a situation whereby the
child or the adolescent, through the process of discovery and
with his own efforts, identifies the basic concepts of a dis-
cipline and realizes that these concepts are interrelated. . . .
Every important subject has its own structure, e.g., science,
geology and biology, and the responsibility of the student is

to reconstitute freely this structure.

The question is how this particular relationship of teacher/
student, the team spirit, as well as the collective research work can
be achieved in classes that are compelled to follow a strictly delineated

and imposed program, in a system that tends to 1imit more and more the
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latitude of the children to insert their own ideas into the process of
learning.
Sideri (1980) placed this responsibility on the teachers,

urging them to use any possible latitude left by the rigid programs
"to awaken the mind of the students and to stimulate inquisitiveness."
He continued:

It is up to us educators to find a way to widen the margin of

free options that the system leaves to us. It is up to us finally,

since we are talking about our relationships with the children,

not to identify ourselves with the external oppressions and to

work with the students as prisoners in the same concentration
camp.

Section Summary

In the United States, parental expectations vis-d-vis education
vary greatly according to the education, socioeconomic background, and
geographic location of the parents. The expectations cover personal
development, moral values, homemaking skills, employment, sound consumer
awareness, physical development, socialization, in addition to the
acquisition of the "basics." Parents perceive teachers as carrying
responsibilities outside the classroom and as agents of change in the
classroom and the community.

In Greece, parental expectations are much less diversified and
are mainly concentrated on the educational function. Education, for
Greek parents, is by no means an agent of change but rather an instru-
ment for perpetuating values and ideals, for social promotion, for
shaping respectful citizens, and for allowing them to have access to

university.
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The literature indicated that the United States teachers'
expectations are a function of their own personalities, the community
they serve, and their own backgrounds coupled with many complex fac-
tors such as sense of accountability, concern for achievement, test
scores, and student behavior.

In Greece, the teachers' expectations are again delineated by
the State and conditioned by the expectations of the society, i.e.,
concentration on subject matter, acquisition of high placement-test
scores, ability to qualify for higher learning, and the shaping of a
respectful and disciplined citizen.

Research has indicated that students in the United States
expect to find in their school an environment that is conducive to the
acquisition of economic and social rather than altruistic values. They
also expect to have teachers who provide opportunities for mastering
knowledge leading to problem solving and the development of attitudes
and work habits leading to the effective application of the acquired
knowledge.

In Greece, the students' expectations are limited to and
constrained by a rigid curriculum and stereotyped educational approaches.
Confronted with the rigidity of the programs, students tend to lose their
sense of purpose, and this disparity between expectations and reality

generates disenchantment.

Chapter Summary

In this chapter a review of literature and research related

to the study was presented. Three areas of interest were presented
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under the headings of (1) Parent Expectations, (2) Teacher Expecta-
tions, and (3) Student Expectations.

The evolution of Greek educational systems as presented in
this chapter is the most accurate and current review in English, to
date. Several studies reviewed proved not to follow the educational
reform laws of the government in office, or they did not report that
the law had been amended.

Chapter III deals with the methodology as deriving from a
review of the United States and Greek literature. It is based on

existing improvements adapted to the needs of the study.



CHAPTER III

METHODOLOGY

Introduction
The methodology used in this study was derived from the United
States and the Greek literature and from existing instruments that
were adapted for a cross-cultural comparison of the parents, teachers,
and students' expectations both in an American school in Greece and
in a Greek school system. This chapter describes the populations of
interest, sampling procedures, data collection, and the use of instru-

ments in this study.

Populations of Interest

One Greek secondary school (grades 7 through 12, population
of 890) and one American overseas school located in Athens (grades 9
through 12, population of 860) comprised the populations of interest
in this study. Both school systems attract students from the greater
Athens area, primarily from middle- and upper-middle-class families.
Another similarity between the identified institutions is their
structure (K through 12) and their total student enrollment (2,000
students each).

The selected Greek school is the Athena, G. Ziridis school
system and comes under the authority of the Greek Ministry of Educa-

tion, as do all private and public schools in Greece. The Ministry of

61
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Education regulations govern all facets of the school operation in
Greece (K-12), i.e., curriculum, teacher qualifications, examinations,
conditions of admission, and school calendar. The Athena, G. Ziridis
school, in the Greek educational system, stands as being the most
compatible with the selected American school.

The selected American institution is the American Community
Schools of Athens (ACS), incorporated in the state of Delaware, and it
operates in Greece as a "foreign school" by virtue of a special license
granted by the Greek Ministry of Education. ACS is accredited by the
Middle States Association of the United States. The school, which is
a nonprofit organization, is governed by an eight-member board of
education elected by the parents' association. In substance, ACS is an
American-international school as evidenced by the admission policy
(Appendix A). Approximately 80 percent of the students are United
States citizens, and the 20 percent remaining is constituted of stu-
dents from 44 different nationalities. Greek citizens, to enroll in a
foreign school in Greece, need special authorization from the Greek

government.

Selection of the Sample

A major difficulty encountered by the researcher was the
possibility of distributing questionnaires in a Greek school. The
practice of questionnaire distribution in educational institutions is
quasi-unknown in Europe and subject to strict procedures and regula-

tions imposed by the government. Even for government-monitored



63

projects, final authorization is only released following an elaborate
procedure sanctioned by high-ranking officials.

The Director General of Athena School, G. Ziridis, Mrs. Kathryn
Spentzos, most willingly agreed to assist in this cross-cultural project
by allowing the questionnaires to be distributed to parents, teachers,
and students. Without this spirit of cooperation and understanding,
coupled with a commitment to educational research, this project could
not have materialized. Permission was obtained to administer the ques-
tionnaire at ACS from the central administration according to the board
of education policies and by-laws.

In each of the two schools, teachers distributed question-
naires to students. These students were selected by teachers according
to criteria provided by the researcher so that a representative sampling
might be obtained. The administration distributed questionnaires to
parents through their students at each school. Teachers were also given
questionnaires by the administration of the two schools.

Of the American Community Schools' questionnaires (40 parent,
40 teacher, and 100 student), 52.5 percent of the parents, 62.5 percent
of the teachers, and 81 percent of the students returned questionnaires.
Of the Athena School questionnaires that were distributed (40 parent,

30 teacher, and 75 student), 90 percent of the parents, 80 percent of
the teachers, and 74.7 percent of the students returned questionnaires.
(See Table 3.1.)

Both American and Greek teachers and administrators, through

personal contacts, telephone calls, and follow-up notes, assisted to

ensure that as many parents, teachers, and students as possible would
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return questionnaires. The questionnaires were collected after the

third marking period, i.e., the end of March 1981.

Table 3.1.--Numerical profile of the questionnaires returned.

United States Greek
Sent Returned % Sent  Returned %
Parents 40 21 52.5 40 36 90.0
Teachers 40 25 62.5 30 24 80.0
Students 100 81 81.0 75 56 74.7
Procedures

American Community Schools

The research was discussed with administrators, teachers, and
students. An explanatory cover letter accompanied each questionnaire
sent to parents, and the contents were shared with teachers and stu-
dents. Suggestions for improving the instrument were solicited, and
the questionnaire items were studied for clarity and relevance. The
questionnaires that were returned were analyzed by the researcher and
verified by Dr. Joseph Testo, Professor at State University of New

York.

Athena School

The procedure was complex, and a longer period of time was
required to inform parents, teachers, and students about the scope and
purpose of the research and the completion of the questionnaire. How-
ever, the individuals involved in the study were very cooperative, as

evidenced by the percentage of the questionnaires returned.
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The researcher was formally introduced to the Director General
of the Athena School by its educational consultant, Dr. John Dorbis.
School visits were subsequently scheduled, during which the question-
naire was discussed with the administrators and teachers, item by item,
for clarity and accuracy as to the translation of the technical terms
and the cultural relevance through the translation process.

The translation procedure involved translations from English
to Greek by a Greek translator, assisted by a bilingual Greek psycholo-
gist, verification by another Greek translator, and back-translations
into English by a bilingual translator, with further verification by
the researcher. This procedure is similar to one suggested by Brislin,

Lonner, and Thorndike in their text, Cross-Cultural Research Methods

(1973). The translated instrument with the explanatory notes was then
printed by a Greek printer and retranslated back to English by the
Greek translator for possible errors. The questionnaires were then
taken to the Athena School for distribution and collection.

Once the questionnaires were returned, they were analyzed
by the researcher and verified by Dr. Dorbis, Professor at Athens

University and stateside universities.

Description of the Instrument

The following information describes the format of the instru-
ment used in this study. (Refer to Appendices B and C.)

Part I--The first part of the questionnaire asks the respond-
ent to rank order (from 1 to 8) eight areas of development skills and

personality characteristics considered most important by parents,
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teachers, and students for a child to have attained by age 16. The
following eight categories were ranked by parents, teachers, and
students: social skills, problem-solving skills, physical skills,
emotional adjustment, language skills, self-help skills, academic
skills, and moral growth.

The following question was constructed to guide the research
of Part I of the questionnaire:

Do significant differences exist between United States

and Greek parents, teachers, and students with respect

to their secondary school students' development in eight

areas, as measured by rankings in these areas?

Part II--The second part of the questionnaire asks the respond-
ent to indicate which should be the institution primarily responsible
for helping a child accomplish the skills indicated in each of the
eight categories stated in the first part of the questionnaire. The
institutions of primary responsibility as stated in Part II of the
questionnaire are: home, school, home and school, and other.

The following question was constructed to guide the research
for Part II of the questionnaire:

Are there differences between who is considered primarily

responsible, and to what extent, for helping the United

States and Greek child to accomplish his social, emotional,

moral, academic, and physical development?

Part III--The third part of the questionnaire asks the
respondent to indicate which is, in his/her opinion, the most approp-
riate characterization in each of 60 items. The characterizations as

indicated in Part III of the questionnaire are: special help, normal

training, no strong opinion, prefer not, and harmful.
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The following question was constructed to guide the research
for Part III of the questionnaire:

Are there differences between the American and Greek

parents, teachers, and students with respect to the

group of skills considered to be most important for a
child by the age of 16?

Method of Reporting Results

The data from the parent, teacher, and student questionnaires
were tabulated for statistical processing. The results of that

processing are reported in Chapter IV.

Summar
In this chapter, the methodology of the study was presented.
The American and Greek populations were described and compared, and
the selection of the samples was presented. The methodological pro-
cedures employed for each culture were described. The format and uses
of the instrument were discussed, as well as the method of reporting
results. Finally, the questions developed to guide each part of the

study were stated. The data are presented and analyzed in Chapter IV.



CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

Introduction

The purpose of this study was to investigate and compare
relevant data concerning the home and school expectations related to
social, emotional, and academic development of selected secondary
students in a Greek school and an American school in Athens, Greece.
In the previous chapter, the procedures for data collection in both the
Greek and American communities (parents, teachers, and students) were
described, as were the instruments used in the study. In this chap-
ter, the statistical analyses of data related to the research questions

are presented.

Research Questions and Statistical Analyses

Question 1: Do significant differences exist between United
States and Greek parents, teachers, and students
with respect to their secondary school students'
social, problem-solving, physical, emotional,
language, self-help, academic, and emotional
development, as measured by rankings in these areas?

This research question was addressed by preliminary compila-
tions of item frequencies for each group and defined subgroup. (Refer
to Tables 4.1, 4.2, and 4.3.) Mean ranks were then compared for each
item using t-test calculations. (See Tables 4.4, 4.5, and 4.6.)

A Spearman rank-order correlation was calculated from the
mean rankings of the populations. For the United States and Greek

68
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Table 4.4.--Comparison of means, frequencies, pooled variance t-test
and 2-tail probability significance levels for each of
the eight developmental-skill areas as reported by United
States and Greek parents.

Pooled Variance

Area Mean Frequency sp? 2-tail
t-test  ppop.*
Social skills
U.S. 3.3529 17 1.902
Greek 3.7692 26 1.728 74 -462
Problem solving
u.s. 4.1579 19 1.922
Greek 3.2609 23 1.888 192 -136
Physical skills
u.s. 6.2222 18 1.734
Greek 6.9231 26 1.5  ':38  .174
Emotional adjustment
U.s. 3.8890 18 2.563
Greek 3.6538 26 1.810 -36 723
Language skills
U.s. 5.7222 18 1.602
Greek 5.0769 26 1.647  1-29  .203
Self-help skills
U.s. 5.5882 17 2.210
Greek 6.9259 27 1.385  2:48 -017
Academic skills
U.S. 3.9444 18 2.388
Greek 3.4615 26 1.838 77 -448
Moral growth
U.S. 2.7778 18 1.734
Greek 2.8462 26 1.953 12 -906

35D = standard deviation.

*Significance level to .05.
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Table 4.5.--Comparison of means, frequencies, pooled variance t-test
and 2-tailed probability significance levels for each of
the eight developmental-skill areas as reported by United
States and Greek teachers.

Pooled Variance

Area Mean  Frequency sp? t-test E;ngl

Social skills

Grask vae 23 o5 64 528
Problem solving

Grack w23 vam B 68
Physical skills

Greck ‘622 23 1413 M 66
Emotional adjustment

Bresk a3 13 0 61
Language skills

Gresk a6 23 1oe 06 953
Self-help skills

Gresk Je 23 som M 663
Academic skills

Grack sass 23 vam S ST
Moral growth

Greck Soa0 23 16 10 8w

35p = standard deviation.

*Significance level to .05.
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Table 4.6.--Comparison of means, frequencies, pooled variance t-test
and 2-tail probability significance levels for each of
the eight developmental-skill areas as reported by United
States and Greek students.

Area

Mean

Frequency

spd

Pooled Variance

trtest oot

Social skills

Greck N7 % e 257 .00
Problem solving

Grask oS b zioes 41 683
Physical skills

Rrock o A 2.000 263 .010
Emotional adjustment

Gresk Wasa 56 gl 116 .20
Language skills

Greck Gsis s tes 12 -2
Self-help skills

Greek G50 s ges 19 8
Academic skills

Broek oz T8 2009 q03 304
Moral growth

Breck Sas 4 2.3 1.88  .063

4sp = standard deviation.

*Significance level to .05.
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parents a value of rg = 0.6905, for teachers a value of rg = 1.00,
and for students a value of rg = 0.9524 was obtained. To be sig-
nificant at .05, the computed rg would need to exceed 0.643. All

rg scores found were greater than this value. Therefore, there was a
significant relationship between the rankings of parents, of teachers,
and of students (Figure 4.1).

Question 2: Are there differences between who is considered
primarily responsible--and to what extent--for
helping the United States and Greek child to
accomplish social, emotional, moral, academic,
and physical development?

Question 2 was addressed by preliminary compilations of fre-
quencies for each group. (Refer to Tables 4.8, 4.9, and 4.10.) Then
a t-test score was computed for each of the eight items, taking into
account the assumptions of cell size for t-test calculations, which
required that there be no empty cells and at least five units for both
cells in a column. (Refer to Tables 4.11, 4.12, and 4.13.) Certain
of the item columns that were eliminated to meet the cell-size assump-
tions of two-tailed test calculations plainly represented marked dif-
ferences between the two populations. Each item was explored for
significance at a level of .05. The overall two-tailed level for the
set of eight items was set at .05.

The significance level of each of the eight areas concerned
with this research question was .05, determined from an overall two-

tailed probability level of .05. Refer to Tables 4.8, 4.9, and 4.10

for frequency comparisons.
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Table 4.7.--Comparison of United States and Greek parents, teachers,
and students' rankings of each developmental-skill area

as determined by item mean for Spearman rank-order

correlation coefficient calculations.

Area Parents Teachers Students
Social skills

u.s. 2 3 1

Greek 5 3 1
Problem solving

u.s. 5 4 4

Greek 2 4 5
Physical skills

u.sS. 8 8 8

Greek 7 8 8
Emotional adjustment

u.S. 3 1 3

Greek 4 1 3
Language skills

u.s. 7 5 7

Greek 6 5 6
Self-help skills

u.s. 6 6 6

Greek 8 6 7
Academic skills

u.s. 4 7 5

Greek 3 7 4
Moral growth

u.s. 1 2 2

Greek 1 2 2
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Area 1: Social skills (Tables 4.11, 4.12, 4.13)

Parents:

tive frequencies.

significant.

Teachers:

tive frequencies.

significant.

Students:

tive frequencies.

significant.

A t-value of 2.13 was calculated from the compara-

The probability level of .039 was statistically

A t-value of .42 was calculated from the compara-

The probability level of .673 was not statistically

A t-value of .06 was calculated from the compara-

The probability level of .956 was not statistically

Area 2: Problem solving (Tables 4.11, 4.12, 4.13)

Parents:

tive frequencies.

significant.

Teachers:

tive frequencies.

significant.

Students:

tive frequencies.

significant.

Area 3: Physical

A t-value of 2.29 was calculated from the compara-

The probability level of .026 was statistically

A t-value of .61 was calculated from the compara-

The probability level of .544 was not statistically

A t-value of .62 was calculated from the compara-

The probability level of .534 was not statistically

skills (Tables 4.11, 4.12, 4.13)

Parents:

tive frequencies.

significant.

A t-value of 2.21 was calculated from the compara-

The probability level of .032 was statistically
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Table 4.11.--Comparison of United States and Greek parents' assignment
of primary responsibility for accomplishment of eight

developmental areas.

spd

Pooled Variance

Area Mean  Frequency e test E;ngl
Social skills
Gresk Tegoo 25 e 213 0%
Problem solving
Grack 2578 % s 22 0%
Physical skills
Grask Vaels 26 ls3 27 0%
Emotional adjustment
Grask 2386 26 . 9 3
Language skills
Gresk Vaora 2 e 1S4 a3
Self-help skills
Grask 24000 25 s 0763
Academic skills
e B B e
Moral growth
Gresk I TR I KR
a

SD = standard deviation.

*Significance level to .05.
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Table 4.12.--Comparison of United States and Greek teachers' assignment
of primary responsibility for accomplishment of eight
developmental areas.

Pooled Variance

Area Mean  Frequency  SD® 2-tail
t-test  prop.*

Social skills

U.S. 1.9200 25 .400
Greek 1.8750 24 .338 .42 -673

Problem solving
U‘S.

.0800 25 .400

Greek 20000 24 511 61 .54
Physical skills

b5 F O R I
Emotional adjustment

L3 R R
Language skills

Gresk Vos0 20w B A
Self-help skills

ereck XY g 79 A%
Academic skills

Gresk 2oeo 3 273 009
Moral growth

Breck ST 235 329 002

aSD = standard deviation.

*Significance level to .05.
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Table 4.13.--Comparison of United States and Greek students' assignment
of primary responsibility for accomplishment of eight
developmental areas.

Pooled Variance

Area Mean Frequency sp? 2-tail
t-teSt prob.*

Social skills

s [
Problem solving

Grek 2o &5 o 62 S
Physical skills

Gresk Ussse & les TV 478
Emotional adjustment

Breck . 8 a3 000
Language skills

Gresk o000 46 o0 359 000
Self-help skills

Grask 2ee s sa A 002
Academic skills

Greck 20% s g 460 000
Moral growth

erock 2 N 280 93 .356

35D = standard deviation.

*Significance level to .05.



Teachers:

tive frequencies.

significant.

Students:

tive frequencies.

significant.

85

A t-value of .22 was calculated from the compara-

The probability level of .827 was not statistically

A t-value of .71 was calculated from the compara-

The probability level of .478 was not statistically

Area 4: Emotional adjustment (Tables 4.11, 4.12, 4.13)

Parents:

tive frequencies.

significant.

Teachers:

tive frequencies.

significant.

Students:

tive frequencies.

significant.

A t-value of .94 was calculated from the compara-

The probability level of .351 was not statistically

A t-value of .29 was calculated from the compara-

The probability level of .773 was not statistically

A t-value of 4.73 was calculated from the compara-

The probability level of .000 was statistically

Area 5: Language skills (Tables 4.11, 4.12, 4.13)

Parents:

tive frequencies.

significant.

Teachers:

tive frequencies.

significant.

A t-value of 1.54 was calculated from the compara-

The probability level of .131 was not statistically

A t-value of .23 was calculated from the compara-

The probability level of .817 was not statistically
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Students: A t-value of 3.59 was calculated from the compara-
tive frequencies. The probability level of .000 was statistically

significant.

Area 6: Self-help skills (Tables 4.11, 4.12, 4.13)

Parents: A t-value of .30 was calculated from the compara-
tive frequencies. The probability level of .763 was not statistically
significant.

Teachers: A t-value of .79 was calculated from the compara-
tive frequencies. The probability level of .436 was not statistically
significant.

Students: A t-value of 3.21 was calculated from the compara-
tive frequencies. The probability level of .022 was statistically

significant.

Area 7: Academic skills (Tables 4.11, 4.12, 4.13)

Parents: A t-value of 2.00 was calculated from the compara-
tive frequencies. The two-tailed probability level of .052 was
statistically significant.

Teachers: A t-value of 2.73 was calculated from the compara-
tive frequencies. The two-tailed probability level of .009 was
statistically significant.

Students: A t-value of 4.60 was calculated from the compara-
tive frequencies. The two-tailed probability level of .000 was

statistically significant.
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Area 8: Moral growth (Tables 4.11, 4.12, 4.13)

Parents: A t-value of 1.23 was calculated from the compara-
tive frequencies. The two-tailed probability level of .228 was not
statistically significant.

Teachers: A t-value of 3.28 was calculated from the compara-
tive frequencies. The two-tailed probability level of .002 was
statistically significant.

Students: A t-value of .93 was calculated from the compara-
tive frequencies. The two-tailed probability level of .356 was not
statistically significant.

Question 3: Are there differences between the United States and
Greek parents, teachers, and students with respect
to the group of skills considered to be most impor-
tant for a child by the age of 16?

Question 3 was addressed by preliminary compilation of fre-
quencies for each group. (Refer to Tables 4.14, 4.15, and 4.16.) A
t-test score was computed for each category of items, taking into
account the t-test assumption for cell sizes. The overall signifi-
cance was set at .05.

The 18 items in the Social category (Tables 4.17a, 4.17b,
and 4.17¢), 12 items in the Emotional category (Tables 4.18a, 4.18b,
and 4.18c), and 14 items in the Academic category (Tables 4.19a, 4.19b,
and 4.19¢c) were explored for significance at a two-tailed level of
.05. The same significance level was established for the eight items
in the Moral category (Tables 4.20a, 4.20b, and 4.20c) and for the
eight items in the Physical category (Tables 4.21a, 4.21b, and 4.21c).
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Table 4.14.--Comparison of frequencies between United States and Greek parents regarding
essential skills to be attained by age 16.

e ———— e e e e

Special Normal No Strong Prefer

gggz' Help Training Opinion Not Harmful
U.S. Greek U.S. Greek U.S. Greek U.S. Greek U.S. Greek

1 1 1 20 15 0 7 0 3 0 0
2 2 3 18 18 1 5 0 0 0 0
3 3 2 13 -3 5 12 0 3 0 6
4 0 4 18 12 2 9 1 1 0 0
5 2 1 15 3 2 14 1 5 1 4
3 3 18 20 0 2 0 0 0 0
7 1 2 18 14 1 8 0 1 1 0
8 5 4 16 17 0 5 0 0 0 0
9 3 3 17 17 1 5 0 0 0 0
10 6 5 N 10 3 7 1 3 0 0
n 5 3 16 17 0 6 0 0 0 0
12 2 1 n 6 7 N 0 8 1 0
13 4 3 13 12 4 10 0 1 0 0
14 3 0 13 9 4 12 0 4 1 0
15 2 2 13 16 5 9 1 0 0 0
16 2 3 17 20 1 4 0 0 1 -0
17 0 0 16 9 5 n 0 6 0 0

18 2 1 8 4 11 15 0 5 0 1

19 4 3 13 9 4 10 0 2 0 1
20 3 7 16 13 2 5 0 0 0 0
21 1 4 16 17 4 3 0 2 0 0
22 3 6 17 19 1 1 0 0 0 0
23 4 2 15 8 2 N 0 5 0 0
24 4 9 16 17 1 0 0 0 0 0
25 0 0 13 16 8 7 0 2 0 1
26 0 0 18 9 3 n 0 6 0 0
27 2 0 16 16 . 3 7 0 2 0 0
28 3 0 16 21 2 5 0 0 0 0
29 3 1 10 2 8 14 0 7 0 2
30 1 0 16 9 2 15 0 2 1 0



Table 4.14.--Continued.

es- Ml e Mestow Ml oo
U.S.  Greek U.S. Greek U.S. Greek U.S. Greek U.S. Greek
31 2 4 17 20 1 2 0 0 0 0
32 5 2 16 19 0 3 0 0 0 0
33 5 3 n 8 4 12 0 3 1 0
34 3 9 18 13 0 4 0 0 0 0
35 1 2 18 9 2 14 0 1 1 0
36 6 1 14 17 1 5 0 3 0 0
37 3 7 18 17 0 2 0 0 0 0
38 2 3 19 17 0 6 0 0 0 0
39 1 3 16 n 4 10 0 1 0 0
40 1 0 12 7 8 16 0 3 0 0
4 1 1 16 8 4 15 0 1 0 1
42 2 2 n 5 5 12 2 2 1 4
43 2 1 18 17 1 8 0 0 0 0
44 5 8 15 16 1 2 0 0 0 0
45 0 1 15 7 6 14 0 3 0 0
46 0 3 18 18 3 5 0 0 0 0
47 4 0 16 19 1 6 0 0 0 0
48 2 3 19 22 0 1 0 0 0 0
49 1 4 16 16 3 5 0 0 1 0
50 0 0 17 19 3 7 1 0 0 0
51 5 4 14 13 1 9 0 0 1 0
52 3 0 17 1 1 " 0 3 0 0
53 1 5 18 21 1 0 1 0 0 0
54 0 1 13 15 6 9 1 1 1 0
55 1 0 12 6 8 13 0 6 0 0
56 2 1 13 6 6 13 0 6 0 0
57 3 0 16 6 2 15 Q 5 0 0
58 3 4 14 n 3 10 0 0 0 0
59 3 2 16 21 Q 3 0 0 2 0
60 2 1 18 15 1 0 0 0 0 0
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Table 4.15.--Comparison of frequencies between United States and Greek teachers regarding
essential skills to be attained by age 16.

Ques- Special Normal No Strong Prefer
tion Help Training Opinion Not

Harmful

U.S. Greek U.S. Greek U.S. Greek U.S. Greek U.S. Greek

1 0 3 24 17 1 4 0 0 0 0

2 8 8 17 16 0 0 0 0 0 0

3 6 4 15 10 4 9 0 1 0 0

4 6 9 15 10 2 3 2 0 0 0

5 0 1 18 3 7 2 0 0 0 2

6 1 1 23 2 0 9 0 3 0 5

7 3 1 21 19 1 2 0 1 0 0
8 10 2 15 22 0 0 0 0 0 0
9 2 n . 22 13 0 0 0 0 0 0
10 9 7 15 16 0 1 0 0 0 0
1 9 5 16 12 0 7 0 0 0 0
12 3 8 17 15 5 1 0 0 0 0
13 7 3 12 12 6 8 0 0 0 1
14 0 5 23 14 2 5 0 0 0 0
15 3 0 19 13 3 10 0 0 0 0
16 1 5 19 12 4 4 1 1 0 0
17 2 7 19 12 4 4 0 0 0 0
18 1 6 1 12 n 6 0 0 0 0
19 5 2 15 4 5 16 0 0 0 1
20 3 6 22 9 0 7 0 0 0 1
21 0 6 23 13 2 5 0 0 0 0
22 5 3 19 18 1 1 0 0 0 1
23 12 8 N 15 2 0 0 0 0 0
24 5 7 19 14 1 2 0 0 0 0
25 2 8 21 17 1 0 0 0 0 0
26 2 3 18 13 5 4 0 1 0 2
27 1 2 16 21 6 1 1 0 1 0
28 3 1 22 14 0 6 0 0 0 0
29 1 2 15 19 9 2 0 0 0 0
30 2 2 19 5 4 15 0 0 0 1
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Table 4.15.--Continued.
wes- P gemel o MeStes Rl e
U.S. Greek U.S. Greek U.S. Greek U.S. Greek U.S.  Greek

K} 6 4 19 17 0 1 0 0 Y 0
32 8 9 16 15 1 0 0 0 0 0
33 2 9 17 14 6 0 0 0 0 0
34 5 0 18 13 2 9 0 0 0 0
35 1 10 21 14 3 1 0 0 0 0
36 6 2 18 15 1 5 0 0 0 0
37 4 6 21 16 ] 2 0 0 0 0
38 3 6 21 16 1 2 0 0 0 0
39 3 4 22 18 0 1 0 0 0 0
40 2 15 18 14 5 4 0 0 0 0
4] 1 3 23 12 1 8 0 0 0 0
42 0 1 9 17 12 5 3 0 1 1
43 3 1 22 3 0 7 0 5 0 4
44 5 3 18 14 1 3 0 1 0 1
45 6 7 8 16 1 0 0 0 0 0
4€ 1 2 24 12 0 6 0 1 0 1
47 1 6 23 18 1 0 0 0 0 0
48 0 3 24 18 1 2 0 0 0 0
49 7 6 18 16 0 1 0 0 0 1
50 0 5 20 17 3 1 1 0 1 0
51 5 3 18 1N 2 9 0 0 0 0
52 8 21 12 0 5 1 0 0 0
53 2 4 22 16 1 2 0 0 0 1
54 1 6 16 15 5 2 1 0 1 0
55 1 13 16 n 1 0 1 0 0
56 3 3 14 10 8 10 0 0 0 0
57 2 4 16 12 7 6 0 0 0 0
58 1 3 23 14 1 5 0 1 0 0
59 1 6 23 16 0 1 0 0 0
60 1 6 24 18 0 0 0 0 0 0
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Table 4.16.--Comparison of frequencies between United States and Greek students reaarding
essential skills to be attained by age 16.

— =r T ==—c.-== vs oz aTemTmessmLEEo .. TT oS msmamE e

wes- e feml o NSt e
U.S.  Greek U.S. Greek U.S. Greek U.S. Greek U.S. Greex

1 0 5 51 34 5 12 0 0 0 0
2 7 7 46 40 3 9 0 1 0 0
3 10 8 27 14 19 32 0 2 0 0
4 8 10 38 29 8 15 1 1 1 0
5 1 3 26 39 16 12 10 2 3 0
6 4 1 46 13 3 24 3 n 0 5
7 8 14 42 40 6 5 0 1 0 0
8 19 9 32 44 5 2 0 0 0 0
9 14 5 ' a1 45 2 5 0 1 0 0
10 17 9 32 43 7 3 0 1 0 0
N 10 n 40 41 5 8 1 0 0 0
12 7 8 35 35 14 7 0 1 0 0
13 9 9 3 20 17 25 0 1 0 1
14 2 8 36 3 15 17 1 0 2 0
15 7 5 26 25 18 20 0 5 3 1
16 6 17 34 17 14 22 2 0 0 0
17 1 17 7 27 17 n 0 0 0 0
18 7 3 14 20 30 3 3 0 0 0
19 15 3 26 13 14 34 1 4 0 0
20 N 14 40 30 4 12 0 1 1 0
21 7 21 37 K} 8 4 4 0 0 0
22 4 7 42 39 7 6 3 1 0 3
23 14 14 31 35 n 9 0 0 0 0
24 10 16 42 3 4 10 0 0 0 0
25 0 15 43 35 10 4 2 3 0 0
26 9 6 34 23 12 21 0 3 1 0
27 2 4 39 KL 12 13 2 4 1 0
28 6 2 40 33 9 16 0 0 0 0
29 5 6 29 44 21 5 1 0 0 0
30 5 10 43 23 7 23 1 1 0 0
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Table 4.16.--Continued.

- L A
U.S.  Greek U.S. Greek U.S. Greek U.S. Greek U.S. Greek
3 9 ik 35 34 12 10 0 1 0 0
32 10 14 38 37 6 5 0 0 0 0
33 8 20 36 27 9 9 1 0 1 0
34 6 4 45 24 5 20 0 5 0 3
35 1 17 a3 8 8 2 0 1 0
36 5 5 a4 33 5 16 1 1 0 1
37 5 13 47 3 4 6 1 3 0 2
38 4 15 49 44 1 5 0 0 1 0
39 5 10 a7 a4 4 3 0 1 0 0
40 4 6 - 3 33 20 14 0 2 1 0
41 3 4 38 25 12 23 2 3 0 0
42 5 1 8 27 14 21 8 5 1 2
43 4 2 46 21 5 24 0 7 0 1
44 9 10 35 26 n 18 0 1 0 1
45 10 14 26 30 18 9 1 3 0 0
46 4 7 43 25 8 17 0 6 0 1
47 6 10 39 39 10 6 0 1 0 1
48 4 6 43 38 5 10 1 0 1 0
49 6 15 4 36 4 4 3 0 1 0
50 5 ik 37 34 n 10 1 0 1 0
51 8 13 35 26 10 16 1 0 0 1
52 5 12 44 35 5 8 1 0 0 0
53 5 9 3 25 14 12 0 7 0 2
54 1 18 28 33 23 5 3 1 0 0
55 2 9 21 34 30 12 1 1 1 0
56 4 1 24 21 24 22 3 2 0 0
57 8 5 33 30 13 21 0 0 0 0
58 8 5 34 32 12 19 0 0 0 0
59 14 14 36 35 2 7 2 0 0 0
60 6 14 44 32 5 6 0 4 0 0
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Social Development

A significance level of .05 for this area was determined by
the overall two-tailed probability level of .05. The two-tailed test
of probability was used for significance calculations. Refer to
Tables 4.17a, 4.17b, and 4.17c for frequency comparisons.

Item 1: Keep their room clean and orderly

Parents: The t-value score was calculated as 3.97 with a two-
tailed probability level of .005, which was statistically significant.

Teachers: A t-value score was calculated as .01 with a two-
tailed probability level of .989, which was not statistically sig-
nificant.

Students: A t-value score was calculated as .75 with a two-
tailed probability level of .456, which was not statistically sig-

nificant.

Item 4: Develops and explores own interest and/or hobbies

Parents: The t-value score was calculated as .40 with a two-
tailed probability level of .692, which was not statistically sig-
nificant.

Teachers: The t-value score was calculated as 1.11 with a two-
tailed probability level of .275, which was not statistically sig-
nificant.

Students: The t-value score was calculated as .28 with a two-
tailed probability level of .782, which was not statistically sig-

nificant.
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Item 5: Ca<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>