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ABSTRACT

Context: The aim of the proposed research is to investigate the impact of the pilot ‘all-
day’ school scheme in Greece on teachers’, students’ and parents’ lives. The ‘all-day’
school is considered to be an innovative pedagogical reform in the Greek primary
education. It was legislated and initiated in the period 1997-2002 in response to the
apparent need for an increased work force. In addition, the growing number of working
mothers meant that children needed to be looked after in a safe environment beyond
mainstream school hours. Since then the ‘all-day’ school remains a project in progress
facing a lot of obstacles with the most recent being the economic crisis in Greece which
has badly affected all the sectors, private and public, of the country, and consequently
the public schools of all levels. Despite its importance for educational reform, only a
few studies attempted to examine some of the aspects of the ‘all-day’ school. It is this
study’s contribution to provide, for first time, the key stakeholders of the ‘all-day’
school, namely teachers, parents and students, with the opportunity to raise their voices
and express their experience and opinions about the effect of the ‘all-day’ school on
their lives.

Objective: The aim of this thesis is to provide insights on the perceptions and feelings
of teachers, parents and students involved in the operation and expansion of the
institutionalization of the ‘all-day’ school. These key stakeholders are called to express
their voices about the effect of the ‘all-day’ school on their lives.

Methodology: This study follows the interpretivist perspective. It does not examine
pre-existing theories; instead it relies on qualitative findings collected from policy
documents, questionnaires and semi-structured interviews with the ‘actors’ of the ‘all-
day’ school, teachers, students and parents.

Findings: This study revealed the huge gap between policy and practice in the
operation of the ‘all-day’ school. The ‘all-day’ school aimed to fulfill certain
pedagogical and social aims, as described in the official policy documents of the Greek
Ministry of Education. Empirical evidence from this study indicated that in practice
only few of these aims, mainly related to the social dimension of the ‘all-day’ school
have been achieved. The ‘all-day’ school failed to achieve significant pedagogical aims

such as the homework completion at school. A number of contradictions and dilemmas



emerged in the stakeholders’ accounts from their daily involvement in the ‘all-day’
school.

Implications: The evaluation of the ‘all-day’ school as described in this thesis
necessitates immediate reforms in relation to teachers’ training and collaboration,
leadership and quality assurance practices, human and time resources, curriculum
development, and parents’ and local authorities’ involvement. Despite the need for
improvements, all teachers’, students’ and parents’ voices call for the ‘all-day’ school to
continue operating provided that the educational authorities will take measures for its

reformation.
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Chapter 1- Introduction

1.1 Introduction to the research

My research interest focuses on educational reforms that have taken place in Greece as
a result of the country’s entrance into the European Union. The Greek “all-day” school
is a recent educational reform, legislated and initiated within the period 1997-2002.
My research study will be specifically focused on the establishment and operation of
the pilot ‘all-day’ school in primary education. More specifically, I am interested in
exploring the implementation of the “all- day” school in Greece in terms of its impact
on teachers’ professional lives. I am also interested in exploring parents’ and students’
views about the impact of the ‘all-day’ school on their lives. Since 2002, the ‘all-day’
school runs the second phase of its operation, as it is a project in progress, with
additional changes in content and practice to have taken place. The official documents

that record these changes are presented in a following chapter.

This research will explore teachers’ perceptions concerning the “all-day” school. In
particular it will examine teachers’ understanding of the ‘all-day’ school policy; their
opinions about the impact of the ‘all-day’ school on pupils and parents; their
perceptions about the relationship between morning and afternoon school; their views
and feelings about how the ‘all-day’ school has affected their professional lives; and
finally, their perceptions on the possible influence of the all-day” school curriculum on
their teaching practices. In addition, the research will explore parents’ opinions about
the impact of the ‘all-day’ school on their own and their children’s lives. Finally, the

research will investigate students’ feelings and views about the ‘all-day’ school.



1.2 Aim and outline of this chapter

This chapter presents relevant information pertaining to the background of this
research. It gives a brief outline of the social and cultural context of Greece in relation
to its educational system. It briefly discusses the need for educational change in
Greece and presents the current educational reforms that have taken place in the
country together with the organisation, administration and structure of the Greek
educational system. A brief definition and operational framework of primary education
is presented with a short description of the ‘all-day’ school. The chapter also puts
forward the rationale and significance of the research. Key research questions will be
explicated and methods with which the initial research questions will be addressed and
be described. Finally, the structure of thesis chapters will be outlined.

1.3 Background of the research

According to the most recent report of the OECD (2012), before any successful
education reform can be implemented in Greece or elsewhere, the country’s history,

culture and policy context should be taken into consideration.

1.3.1 Social and Cultural context

The most relevant cultural and social factors connected to education reform in Greece
are the following (OECD, 2012, p.15-16):

e A high personal and family commitment to education, reflected in significant
household investment in educational services outside regular educational
institutions.

e A commitment to social equity and egalitarian, which are values enshrined in
the Constitution of Greece (Article 4).

e The Greek system seeks to avoid privilege and any differentiation or selection
among students, teachers, schools or regions on any basis than ‘objective
criteria’.

e Constitutional commitments to free education. The Greek constitution
stipulates (Article 16, section 1): “Art and science, research and teaching shall
be free and their development and promotion shall be an obligation of the
State”.



A historical agrarian economy and society. This has resulted in a highly local
and regional political culture in which despite strong to Greece as a nation,
loyalty to village and family are paramount- even for the population that may
have long-since migrated to the major metropolitan areas of Athens and
Thessaloniki (Skolarikou, 2003)

A long tradition of highly centralized government and measures to ensure
national cohesion and counter regionalism. Proposals for decentralization and
differentiation by region are met with concern and represent sharp departures
from the past.

A high percentage of employment in the public sector (40% of GDP), with
stronger benefits and employment security than is commonly available in the
private sector.

Mistrust of governmental initiatives and concerns about corruption, misuse of
public funds or public employment for private purposes. Consequently, the
government focuses more on compliance and “preventing bad things from
happening” than on providing services or a positive reform agenda.

A limited tradition of reliance upon private entities to serve public purposes.
The Greek Constitution stipulates that, “The establishment of university level
institutions by private persons is prohibited” (Article 16, section 8).

Strong labour unions and the right to organize, supported by Constitutional
provisions (Article 12). Strikes and public demonstrations of perceived threats
to employee rights are frequent.

Pride in Greek history and culture, reflected in comparatively traditional views
about curriculum and pedagogy.

Active political participation, reflected in extensive participation in political
parties and vocal demonstrations on issues facing the country. This is
especially evident in the dominant role of student unions in higher education

institutions, which are affiliated with national political parties.



1.3.2 Governmental context

Greece is characterized by a highly centralized and fragmented governmental system
controlling the Ministry of Education, Religious Affairs, Culture and Sport. According
to the last report of the OECD, (2012) Greece should allow and should request from
the Greek Ministry of Education to consider being more flexible and focused on
accountability for performance. The report highlights a need for a number of
fundamental changes within the education system in relation to budgeting and finance,
the use of human resources at schools and the structure of national, regional and local

levels of administration.

1.4 Current reforms

In January 2011, the Minister for Education announced a public discussion on the
criteria for bringing together school units for the school year 2011/12, which aim at
improving the quality of education and at decreasing waste by effectively utilizing the
extant infrastructure to develop and apply innovative education at approaches and
methodologies for the benefit of all students (Hellenic Republic, Ministry of
Education, 19 January 2011). The Ministry undertook this process under the authority
of an existing law (Law 1566/85). Although the legal authority for school
consolidation and mergers has existed for some time, the authority had not been used
extensively until this year. The intent is to conduct a school mapping exercise every
year. The Kallikratis' changes in the general administrative regional structure gave an
additional impetus for changes because the new, bigger municipalities, under the
authority of the Ministry of Interior Affairs, have responsibility for school facilities,
transportation and certain other non-educational functions of schools and the new,

fully self-governed regions have increased responsibilities for their schools.

The Ministry emphasized that it was merging or consolidating schools for pedagogical
reasons, not primarily for economic/efficiency reasons. The objectives of these
reforms at the primary level were to establish robust schools that will have the

possibility, and the required physical infrastructure, to support innovative activities

! From 1 January 2011, in accordance with the Kallikratis reform (Law 3852/2010), the administrative
system of Greece was drastically overhauled. The former system of 13 regions, 54 prefectures and 1033
municipalities and communities was replaced by 7 decentralized administrations, 13 regions and 325
municipalities which are fully self- governed.



undertaken under the “New School” initiative. At the secondary level the aim was to
establish schools with the laboratory infrastructure, adequate teaching staff, and
minimum number of students necessary to operate according to the planned
specifications and guidelines of the “New Upper Secondary School” to be introduced
at the beginning in September 2011. Also, along with the pedagogical reasons, these
reforms aimed at consolidating and justifying use of existing educational resources, as

well as addressing the problem of unequal availability of educational opportunities.

1.5 The general organization and administration of the
education system

The general organization and administration of the education system corresponds to
the organization and administrative structure of the State with the following
hierarchical structure (Ministry of Education, Religious Affairs, Culture and Sport,
2009/10):

e Ministry of Education, Religious Affairs, Culture and Sport

e Primary and Secondary Education Regional Directorates

e Primary and Secondary Education Prefectoral Directorates

e Local Education Offices

e School units

1.5.1 The structure of the Greek educational system

A detailed description of the Greek Education System is offered in EURYBASE, the
EURYDICE database of the European Education Systems, 2012). For an explanatory

table please see Chapter 2.

e Primary education
Since the beginning of the 19th century, different legislative regulations have defined
the operational framework of primary education. Free, compulsory
elementary/primary education was constitutionally established in 1911. In 1927, it was
specified that attendance in elementary education should be for no less than six years.
The system remained untouched until the 1970s, In1976, a nine-year compulsory



education for all Greek children aged six (6) to fifteen (15) as well as the Demotic®
Greek as the language of instruction at all education grades were introduced (Article 2
of Law 309/1976). In 1985, the Law1566/1985 that is still in force today, defined the
structure and operation of Primary and Secondary Education. This law established the
new procedure for drawing up new curricula and for writing the corresponding new
textbooks. It has also set out the following principles: every child’s school book
should be accompanied by a corresponding teacher’s book, the establishment of the
single-accent system, “monotoniko system” in the Modern Greek language, further
education for teachers, etc. This legislative framework has been supplemented with
new laws and presidential decrees, chief among which are: Presidential Decree 8/10-
01-1995 and its supplementary PD 121/18-04-1995 by which the method of assessing
the pupils is differentiated; it is now treated as an on-going pedagogical process. In
1997, the ‘all-day’ primary schools came into operation providing an extended daily
schedule and a more hollistic curriculum (Law 2525/1997). Around the same time the
institutional framework for inter-cultural education was developed. Both of these
measures constituted a response to the changing social conditions. Over the last
decade, the Primary Education school programmes have been altered with the addition
of new subjects, (such as a 2" foreign language), as well as a new, inter-disciplinary
approach and the flexible® zone (F.12.1/545/858112/G1 FEK 1280/13/09/2005). In the
school year 2007, attendance at the Nipiagogeio (pre-primary school) became
compulsory at the age of five, thus extending the period of compulsory education to
ten years (Law: 3518/2006).

e ‘All-day’ primary schools
The Ministry of Education, Lifelong Learning and Religious Affairs implements
special programmes and supports alternative primary education structures that aim at

meeting the needs of pupils with special educational, social and cultural needs.

In the context of primary education the ‘all-day’ school operates as a new form of

school. The operation of the ‘all-day’ school is based on an extended basic curriculum

? Demotic Greek language, also called Romaic, Greek Demotiki, or Romaiki, a modern vernacular of
Greece. In modern times it has been the standard spoken language and, by the 20th century, had become
almost the sole language of Greek creative literature (Encyclopedia Britannica)

¥ Flexible zone is a specified period of time set aside within the school schedule where cross-thematic
activities/projects are carried out linking subjects/disciplines horizontally through shared basic concepts
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complemented with alternative teaching approaches and content. These include
empirical methods, modern subjects and skills such as ICT and additional hours for
foreign language teaching. The ‘all-day’ primary school is a response to both the
changing characteristics and needs of the modern family, where often both parents
work as well as a respond to upgraded pedagogical methods that have a pupil focus
and active education. In the 2008 school year, the all-day school curriculum ran in

90% of primary schools.

1.6 Statement of research problem

The focus of this research is the ‘all-day’ primary school reform in Greece, legislated
and implemented in the period 1997-2002 The implementation of the ‘all-day’ school
aimed at meeting the needs of teachers, students and parents in a changing social,
economical and cultural environment after the country’s entrance in the European
Union. A number of studies have been undertaken examining the effect of the ‘all-day’
school on teachers’, students’ and parents’ lives separately. However, my study is the
only research in which documents the views of three groups of key stakeholders
pertaining to the effect of the ‘all-day’ school on their lives. As such this study makes

an original contribution to research.

1.6 Research rationale

Greece has a long history of educational reforms despite its strong and very influential,
cultural and social structures, which have sustained a traditional and strictly
centralized educational system for years. A review of the major educational reforms
will be presented in the Chapter 2 illustrating the changes took place in Greek
Education. The focus of this research is the reform of the ‘all-day’ school legislated
and initiated in the period between 1997 and 2002 and in response to the apparent need
for an increased work force. In addition, the growing number of working mothers
meant that children needed to be looked after in a safe environment beyond
mainstream school hours. Since then, the ‘all-day’ school remains a project in progress
facing a lot of obstacles with the most recent being the economic crisis in Greece,
which has badly affected all the sectors, private and public, of the country, and
consequently the public schools across all levels.



A number of research studies have previously been undertaken, and presented in the
following chapter, examining the effect of the ‘all-day’ school either on the teachers’,
students’ or parents’ lives. However, my aim is to give a voice to the teachers, students
and parents collectively bringing the opinions and experiences of all under one
research. The particular study offers for the first time the opportunity to teachers,
students and parents to express their opinions, beliefs and perspectives about the effect
of the ‘all-day’ school on their lives. The three groups of participants in this research
are the key stakeholders who interact and play a significant role in the school
processes. Their active and influential engagement in this new form of school, the “all-
day’ school, gives each group the right to voice their experiences and opinions from

different perspectives, as individuals and as part of a group that is interlinked.

This narrower focus has much value since it will provide insights into teachers’,
students’ and parents’ perspectives examining the phenomenon of the reform of the
‘all-day’ school. In addition, the thesis can be used as a resource tool for policy makers

and to provide feedback to the Greek Ministry of Education.

1.7 Significance of the research

This research was designed to gain insights into teachers’, parents’ and students’ views
on the impact of the ‘all-day’ school on their lives. My research offers a platform to
the three key groups of stakeholders to voice their experience and reveal their opinions
on the degree to which the aims of the ‘all day’ school have been applied. It is the
intention of this research to extend the discourse and address the critical area of
examining how the ‘all-day’ primary school in Greece has affected the lives of
teachers, students and parents. In the next section the research questions will be

outlined.

1.8 Research questions

The main purpose of this research was to investigate “What is the impact of the
institutionalization of the ‘all-day’ school in Greece on teachers’, students’ and
parents’ lives”? This primary focus would be investigated by examining the

perceptions of three significant stakeholder groups:



1. To what extent have the theoretical aims of the ‘all-day’ school been put into
practice?

2. What is the impact of the ‘all-day’ school on the professional lives of teachers?

3. What are students’ perceptions of the ‘all-day’ school?

4. What are parents’ perceptions of the ‘all-day’ school?

1.9 Research methods and design

The research conducted was an interpretivist, phenomenological study, describing the
world as experienced by three groups of key stakeholders - teachers, students and
parents, thereby, illuminating key issues concerning their participation in the ‘all-day’
school. One of the principles of phenomenology is to put oneself in the place of the
other, as this allows researchers to understand and describe people’s subjective
experiences (Crotty, 1998). By conducting a phenomenological study it was attempted
to capture first-hand accounts of the participants’ perceptions and experiences,
illuminating phenomena, whilst giving the participants a voice. Teachers, students and
parents have key insights into the processes of educational practice and they are in a
position to offer a perspective different to that of the policy-makers. They work
closely with each-other, but nevertheless perceive the school processes differently
playing discrete roles as individuals and as a group. Their perspectives, therefore, are

important and need to be explored in details

Questionnaires and interviews were the two research methods of data collection. The
overall goal was to use the feedback provided and examine if the theoretical aims of
the ‘all-day’ school, defined by the governmental documents, have been met for the
benefit of the involved stakeholders. Eight ‘all-day’ schools in Athens were chosen as
the fieldwork for this study. The governmental documents defining the aims of the
‘all-day’ school, theoretical and pedagogical, were analyzed in the Literature Chapter
and this formed the basis of the formation of the questionnaires. The data collected
from the questionnaires and interviews have been thematically analyzed. Please see

(Figure 3.1) for a summary of the research process.



1.10 Conclusion and summary

The main focus of this research is how the ‘all-day’ primary school in Greece has
affected teachers’, students’ and parents’ lives. The primary aim of the thesis is to
offer insights into the phenomenon of the ‘all-day’ school, by employing a
phenomenological study, to enable the participants to voice their accounts first-hand
based on their experiences. Teachers, students and parents are the key stakeholders
playing an important role in the education processes and practices. Each stakeholder
group plays an important and different role in policy making within the schools. In the
case of this reform in the primary education in Greece, the collective experience of
those three groups of participants offers valuable insights on the effects of the ‘all-day’

school on teachers’, parents’ and students’ lives.

1.11 Thesis outline

Following this introductory chapter, the thesis consists of a further five chapters: In
Chapter 2, a critical review of relevant literature is provided pertaining to the Greek
education system with particular reference to primary education. It also presents the
major education reforms and focuses on the ‘all-day’ school reform. A critical analysis
of the key studies related to the reform of the ‘all-day’ school is also presented in order
to contextualize the present research. In Chapter 3, the methodology adopted in this
research is explained. The research conducted was an interpretivist, phenomenological
study, describing the effect of the ‘all day’ school on the lives of teachers, students and
parents, through their experiences. The phenomenological approach provides the
researcher with the means to better understand and identify with those participating in
the study. It helps to describe people’s subjective experiences (Crotty, 1998). Chapter
4 will present the analysis of the data collected in the research, specifically the data
collected from semi-structure interviews with teachers, parents and students and from
guestionnaires given to teachers and parents. The data collected from the
questionnaires and interviews have been thematically analyzed. Chapter 5 will discuss
the results of the data analysis in connection with the literature review and focus on the
main findings emerging from the data analysis. Chapter 6 will draw conclusions and
will suggest recommendations based on the research evidence. In this chapter the

entire research project is brought together and summarized.
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Chapter 2- Literature Review

2.1 Introduction

In this chapter a critical review of the pertinent literature is presented in order to
explore whether what has been written in the field and the research questions are both
relevant and necessary. This critique is intended to reveal significant gaps in
knowledge that relate to the research questions. The research questions have been
developed to try to generate new knowledge. In addition, it provides the context of the
research project and sets the framework for understanding the research.

This chapter reviews the current literature as a basis for examining the effect of the
educational reform of the Greek ‘all-day’ primary school on teachers’, students’ and
parents’ lives. Given the importance of researching the role that reforms play in
improving student learning and teaching, it is useful to highlight the limitations
inherent in the current literature of the ‘all-day’ school. It should be noted that since it
was first introduced in 1997, a considerable number of studies® have been carried out
on the ‘all-day’ school with the intention of identifying major issues associated with
the effectiveness of the teaching curriculum and regulation of the ‘all-day’ school. The
contribution of all these studies to the qualitative improvement of the functioning of
the ‘all-day’ school at the time they were written is uncertain. However, the ‘all-day’
school has already undergone substantial changes and is heading for another reform,
hence, the pressing need for identifying key issues associated with the current

operations of the ‘all-day’ school that have yet to be discussed in the literature.

* Loukeris & Markantonatou, 2004; Loukeris et al 2005; Kyrizoglou & Gregoriadis, 2004; Kyridis et al.
2006; Androulakis et al. 2006; Kyriakopoulou, 2006; Loukeris & Syriou, 2007; Taratori-Tsalkatidon,
2007; Konstantinou, 2007; Thoidis & Chaniotakis, 2008; Loukeris et al. 2009; Chaniotakis et al. 2009;
Grollios & Liabas, 2012.
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The review of literature is divided into the following sections:

Section 1: Setting the scene of the present study

- The political, social & economic background of Greece

- The Greek educational system
Section 2: Globalization, pedagogy and reforms in primary education
Section 3: The institutionalization of the ‘all-day’ school

- International perspective on the ‘all-day’ school

- The Greek perspective on the ‘all-day’ school

- Major studies on the Greek ‘all-day’ school: Strengths and limitations
Section 4: The stakeholders of the ‘all-day’ school

- Teachers and ‘all-day’ school

- Parents and ‘all-day’ school

- Students and ‘all-day’ school

Section one serves two purposes. First, it gives a brief overview of the salient issues of
the economic situation in Greece and the need to connect education and development.
Second, it examines in great detail the Greek context in which the research has been
undertaken, thus providing a framework for the research questions. In Section two, the
phenomenon of globalization and its impact on reforms in primary education are
examined. The third section places emphasis on the reform of the ‘all-day’ primary
school. It provides an international analysis of the institutionalization of the ‘all-day’
school followed by the analysis of the Greek ‘all-day’ school model. Major studies on
the Greek ‘all-day’ school and their findings are also discussed. In section four, the
role of the three main groups of stakeholders — teachers, parents, students — is

presented.

2.2 Section 1: Setting the scene of the present study

2.2.1 Political, social & economic background of Greece
In order to contextualize the study it is important to provide a brief overview of the

political, social and economic background of Greece, the educational system of Greece
and the ‘all-day’ school model- a major reform in Greek primary education. This
section will consider the following aspects:
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e Historical overview

e Administrative divisions
e Peripheries of Greece

e Demographic situation
e Economic situation

e Development strategy for education

Historical overview
Greece is a country located in Southeast Europe, officially known as Hellenic

Republic (see Figure 2.1). Athens is the capital and the largest city of the country. The
population of Greece is slightly less than 11 million according to the 2011 census
(Hellenic  Statistical Authority-EL.STAT, 2011). Greece is a Presidential
Parliamentary Republic the Hellenic Constitution being ratified by Parliament in June
1975. This system has undergone two further revisions in 1986 and in 2001. In 1975,
Greece applied to become a member-state of the European Economic Community
(EEC) and signed in Athens the Act of Accession on 28 May 1979 which came into
force on 1 January 1981. Following this, Greece became a member of the Economic
and Monetary Union (EMU) in 1 January 2002. Greece was among the 51 founding
members of the UN in 1945 and is also a member of NATO, (North Atlantic Treaty
Organization), the Council of Europe, the OSCE (Organization for Security and
Cooperation in Europe), the OECD (Organization for Economic Cooperation and
Development), and the WEU (Western European Union). Greece has concluded a
large number of bilateral and multilateral agreements and as a member participates in
all European Union cooperation with other organizations and country groupings
(EURYDICE-Greece, 2009-10).
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Figure 2. 1 Administrative map of Greece
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The map above illustrates Greece and its surrounding countries indicating
international borders, administrative boundaries, the national capital Athens (Athina),
administrative capitals, major cities, and the location of Mount Athos (Agion Oros)
and Mount Olympus (Oros Olympos, highest peak Mytikas, 2,917 m (9,570 ft)

(Administrative Map of Greece /Hellenic Republic, Nations Online Project) .

Administrative divisions
Greece is divided into 13 peripheries, administrative divisions which are similar to

regions. The country consists of the mainland part including the peninsula of
Peloponnese and a big number of islands spread on the two main seas of Greece, the

Aegean Sea and the lonion Sea.

Peripheries of Greece (Ministry of Internal Affairs, Greece)

1. Attica with the Greek capital Athens as the region capital.
2. Crete which is the largest Greek island with Heraklion the periphery’s capital.
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3. Southern Aegean, the periphery is consisting of the Cyclades and Dodecanese
islands in the Southern Aegean Sea with Ermoupoli on Syros Island, the
region’s capital.

4. Northern Aegean, the region is consisting of many islands west on the
Turkish border.

5. Epirus, a mountainous periphery situated in the northwest Greek mainland.
loannina is its largest city and the capital of the region.

6. Central Greece with capital city Lamia.

7. Western Greece with capital city Patras.

8. Ionian islands with capital the city of Corfu.

9. Central Macedonia with capital the city of Thessaloniki.

10. Western Macedonia with capital the city of Kozani.

11. Eastern Macedonia and Thrace with capital of city Komotini

12. Peloponnese with Patras the biggest city and capital of the region.

13. Thessaly with Larissa the capital of the periphery.

The table below gives relevant data pertaining to the administrative divisions of

Greece as represented in 2011.

Table 2. 1: Administrative divisions of Greece

Area Area (sq.

Region Capital Population GDP (bn)

(km?) mi.)
1 Attica Athens 3,808 1,470 3,812,330 €103.334
2 Central Greece Lamia 15,549 6,004 546,870  €12.530

3 Central Macedonia Thessaloniki 18,811 7,263 1,874,590 €34.458

4 Crete Heraklion 8,259 3,189 621,340 €12.854

East Macedonia and o
Komotini 14,157 5,466 606,170 €9.054
Thrace
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6 Epirus loannina 9,203 3,553 336,650 €5.827

7 lonian Islands Corfu 2,307 891 206,470 €4.464
8 North Aegean Mytilene 3,836 1,481 197,810 €3.579
9 Peloponnese Tripoli 15,490 5,981 581,980  €11.230
10 South Aegean Ermoupoli 5,286 2,041 308,610 €7.816
11 Thessaly Larissa 14,037 5,420 730,730  €12.905
12 West Greece Patras 11,350 4,382 680,190 €12.122
13 West Macedonia ~ Kozani 9,451 3,649 282,120 €5.564

Demographic situation
Greece is the southernmost end of Europe and the Balkan Peninsula and embraces an

area of 131,957 square kilometers. According to the last census of the Hellenic
Statistical Authority, in 2011, the permanent population of Greece consists of
10,787,690 residents, with 5,303,690 males, a percentage of 49, 2% and 5,484,000
females a percentage of 50.8%. There has been a decline in the total population of 1.34
% in comparison with the previous census data in 2001 when the Greek population
was 10,934,097 residents (Hellenic Statistical Authority-EL.STAT, 2011).

According to the latest national statistics and the census of 2011, a significant
proportion of the population of Greece, (36, 3%) is concentrated in Athens and
Thessaloniki, the biggest Greek cities. A noted interesting demographic change
amongst the population of Greece over the recent years is the increase of economic
immigrants, which started at the beginning of the 90’s. Most of the total number of
663.297 immigrants has come from the Balkans, the former Soviet Republics and
Eastern Europe. (Eurybase, Greece, 2009/10) which has affected the diversity of the
country’s population. Greece promotes and implements initiatives, actions and
measures at the national level, which enhance both the European and international
dimensions of education (Eurydice, Greece 2009/10).
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Life expectancy is 77.4 years for men and 82.9 years for women according the ESYE
population projections. In the last decade, the number of Greeks aged under-14 has
declined whilst the population aged over-65 has increased (Hellenic Statistical
Authority-EL.STAT, 2011).

Economic situation
In the decade before 2008 Greece achieved rapid economic growth. The real (GDR)

growth rate slowed gradually in 2008 but managed to retain a positive difference of
1.4% against the Euro-zone average. The economic situation in Greece post 2008 has
continued to deteriorate with investments significantly falling and the business sector
also showing a downward trend. Furthermore, unemployment reached the highest
level amongst the European countries, 18, 9% to 26.0% between September 2011 and
September 2012, (Eurostat, 4/2013). In recent years, Greece has experienced the
deepest economic crises of its history and is one of the most badly affected countries
in the world. The country has gradually lost its international cost competitiveness and
as a result its international investment position has deteriorated showing the poorest
record of foreign direct investment in Europe (OECD, Greece at a Glance Policies for

a Sustainable Recovery, 2010).

Greece has proved to be a country with large imbalances. According to the OECD
(2010) the fiscal deficit has reached the 13% of GDR in 2009. The foreign debt is
more than 70% of GDP in 2008 which affects the gradual loss of competitiveness in
relation with the Greece’s euro-area partners. Productivity is prevented by slow

structural reforms and unemployment remains high.

As a consequence of the economy, Greece has suffered unpredictable losses in all the
country’s crucial areas and vital functions. Despite the Greek government’s ambitious
reforms, including its updated Stability and Growth Programme, the economic
situation of the country remains uncertain with serious and negative effects on critical
areas such as public administration and budgets, health, social policies, pensions and

education.
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Development strategy for education 2007-13
The Greek Government recognized the need and the importance of taking urgent

measures in order to connect education and development in a country battling with
economic, political and social upheaval. The key elements in the education
development strategy for the period 2007-2013 were “Development, Competiveness,
Education and Employment”. These strategic directions are outlined in the National
Strategic Reference Framework (NSRF) for the years 2007- 2013. The aims of this
development strategy were to modernize the educational system and upgrade the
quality of education at all levels. It intends also to strengthen and upgrade the quality
of services and systems of initial vocational education and training by improving the
connection between education and labour market. It is also aims at strengthening of
lifelong education, facilitating access and reducing social exclusion in education.
Finally its aim is to accelerate the transition to a society and knowledge economy by
strengthening research and innovation and the development of human capital in the
country (Ministry of Education, Religious Affairs, Culture and Sports, 2007).

The amount of investment in education, according to the NSRF, would entail 3.3
billion euro of public expenditure through the operational program “Education and
Lifelong Learning” and the Regional Operational Program (ROP) for the years 2007-
13. More specifically the overall strategy for education for 2007-2013 was to be
funded by:

e The European Social Fund (ESF) with €1,440 M
e The European Regional Development Fund (ERDF) with €1,160 M
e National resources through the National Public Investment Program and the

Regular Budget of the State

2.2.2 The Greek educational system

In Greece, education is compulsory for all children aged between 5 and 15.
Compulsory education consists of Primary Education (Dimotiko), 6-12 years of age,
and Lower Secondary Education (Gymnasio), 12-15 years of age (Law 309/1976).
However, the school life of a child can start as early as at the age of 2.5 years, in pre-

school private and state institutions called ‘Vrefonipiakoi Paidikoi Stathmoi’. At the
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age of 4 children can attend nursery classes (Nipiaka Tmimata), and kindergartens
(Nipiagogeia), 5-6 years of age (Ministry of Education, F7/559/31548/2009).

In primary schools students attend 6 classes from Year 1 to Year 6. Students start
primary school at the age of 6. Except for mainstream (public/private) kindergartens
and the primary schools, which will be presented in detail in a subsequent section,
recent years have seen the establishment of ‘all-day’ primary schools with longer
hours of attendance and an enhanced curriculum which aimed to fulfil students’
pedagogical and social needs in a rapidly changing world (Law 1566/1984,
F.6/53/G1/2000, Ministry of Education, 2012).

After completing primary school students, at the age of 12, are enrolled in the lower
secondary school (Gymnasio). Their attendance in Gymnasio lasts for three years. As a
result of the 1977 reform, post-compulsory secondary education in the higher
secondary schools (Lykeia) consists of two types of schools: The Unified Upper
Secondary Schools (Eniaio Lykeio) and the Technical Vocational Educational School
(TEE). Students study for three years in Eniaio and Technical Vocational Lykeio
(Presidential Decree 201/98, Presidential Decree 121/95, and F.E.K. 1597/2006).

Special kindergartens, primary schools, high schools and Lykeia operate for students
with special needs (Law 3699/2008). Finally Music, Ecclesiastical and Physical
Education Secondary schools are operating with emphasis given on specialist subject
education under the supervision of the Ministry of Education, whose degrees become
equivalent with those of the Higher Education Institutions (Law 3432/2006).
Additionally, there exist vocational Training Institutes (IEK) which are included in
post-compulsory secondary education. These provide “formal but unclassified level of
education” (Ministry of Education, 2012), because they accept students from lower
and higher secondary schools (Law3475/2006).

The public higher education is divided into Universities and Technological Education
Institutes (TEI). Students take exams at the second and third years of the upper
secondary school and according to their performance in national level exams, seek
admission to the different schools of Universities and TEI (Law3475/2006). According
to Law 3404/2005, Article 13 which was added to Law 2525/1997 from the academic
year 2006-2007 the minimum score necessary for entrance to Higher Education
Institutes should be at least 50% of the highest possible passing grade. In addition,
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students can attend the Hellenic Open University, a public university, absolutely
equivalent to the other universities of Greece, which provides graduates with the same
qualifications (Law 2552/97). More details of the organisation and operation of the
different levels of Greek education will be presented in the following sections.

The main characteristics of formal education in Greece are ‘the fixed length of study,
the possibility of repetition and the award of formal school certifications’ (Ministry of
Education, F. 3/788/95795/G1/2011). It is compulsory for students at each education
level to obtain a title (i.e. a school certificate or degree) for progressing to the next

level of higher studies.

In the following graph (Source: Ministry of Education, Religious, Culture and Sports,
2011) a general overview of the Greek education system is presented. A detailed

description of the educational system of Greece is provided in the sections that follow.
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Table 2. 2 The structure of Greek educational system

Higher Education

Postgraduate studies(Universities, TEI- Hellenic Open University) - Hellenic Open

University

Conventional Technological Education Institutes (TEI)

Secondary Education

Lykeia: (Upper Secondary Schools)
-General

- Musical

- Ecclesiastical

- Physical Education Schools B' grade
- Special A' grade

TEE (Vocational Upper Secondary Schools)
B and A level vocational education

C and B level vocational education

IEK (Post-Secondary Non-Tertiary Institutes)

Gymnasia (Lower Secondary Schools)
- General

- Musical

- Ecclesiastical

- Physical Education

- Special

Primary Education (compulsory education)

Dimotika (mainstream, special, ‘all-day’ primary schools)

Pre-Primary Education

Nipiagogeia (mainstream, special, ‘all-day’ nursery schools)

Nipiaka tmimata (child centres)

Paidikoi stathmoi (infant centres)

2.2.2.1 Education population and language of instruction

According to the latest available data from the Hellenic Statistical Authority, at the
beginning of the 2009/10 school year 1,051,297 and 75,828 pupils were enrolled
respectively in public and in private compulsory education (primary and lower-

secondary school levels). On 1st January 2009, the estimated population aged 0 to 29
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years numbered 3,638,200 individuals comprising 32.3 % of the total population. The
language of instruction at all levels of education is Greek but there are minority
schools in which the teaching of course takes place both in the Greek and the Turkish

language.

2.2.2.2 Administrative control and extent of public-sector funded
education

In 2009/10 school year, 93.64 % of pupils enrolled in primary and secondary
education attended public schools. Private schools are not grant aided, they are fully
self-financed. Private primary and secondary schools are under the supervision and
inspection of the Ministry of Education Religious Affairs Culture and Sports (Law
682/1977) but at the university level all institutions are exclusively state owned (Law
2916/2001).

Administrative control remains focused at the central level, whilst measures have been
taken in recent years to devolve responsibilities to the regional level (Law 2916/2001).
The Ministry of Education, Religious Affairs, Culture and Sports, formulates and
implements legislation and administers the budget. It coordinates and supervises its
decentralized services, approves primary and secondary school curricula and appoints
teaching personnel. There are thirteen Regional Education Directorates under the
Minister of Education implementing educational policy and linking local agents to
central services and organisations. They are responsible for the administration and
supervision of other decentralised services in their area, as well as for the coordination
of local School Advisors (Law 3467/2005).

At the next level of the administrative structure, Directorates of Education (in each
prefecture) and district Education Offices provide administrative support, supervise
operation of area schools and facilitate co-ordination and cooperation between schools.
School Heads serve as the administrative and educational heads of their school unit;
they coordinate and guide teachers in their work and make provision for in-service
training. Teachers’ Associations implement program and curricular regulations and
monitor students’ attendance and discipline (Law 3467/2005). School Committees,
which include parent and local representatives, manage budgets for heating, lighting,
maintenance, equipment etc (Ministry of Interior, 8440/2011).
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The Directorates of Education and Offices are responsible for monitoring the operation
of schools within their area. According to the current legislation, the evaluation of
schools is to be carried out at the local level with the Teachers’ Associations drawing
up a self-evaluation report and regional centres conducting an appraisal of school
operations in their area (Law 2986/2002). Finally, higher education institutions are
funded by the State. They are self-governed under the auspices of the Ministry of
Education (Law 3549/2007).

2.2.2.3 Policy making and implementation in the Greek education
system

Education in Greece is under the ultimate supervision of the State and it is provided
free to all Greek citizens. It is compulsory for at least 9 years for all students
(Constitution of Greece, 1975, Article 16, amended in 1986).

The Ministry of Education is the State’s uppermost body which promotes education to
the Greek people and supervises all the educational institutions. It is also responsible
for the formation and effective application of the national education policy which is
under the complete control of the Greek State. In other words, the Ministry of
Education initiates educational policies according the lines of the political party in
power every time. These policies are transformed into laws and submitted to
Parliament for further discussion which, at the end, and after the agreed adjustments,
they are approved. Subsequent to their approval, these policies have to be
implemented and put into practice through decrees, directives and circulates addressed

to the regional and local education authorities (Saiti, 2003b).

Among the responsibilities of the Greek Ministry of Education, as they are defined in
precise detail in the relevant sections of the Constitution, are issues such as
curriculum, textbooks, evaluation, school attendance, school programme, schools’
establishment, allocation of funds, teachers’ appointment and in general policies
concerning teachers, pupils schools and universities. Inevitably, the Greek Ministry of
Education exercises control over the majority of operations connecting to the State’s
educational system which operations and responsibilities executed by the Minister of
Education, who is a member of the Cabinet council. The Minister of Education is
appointed by the President of Democracy under the recommendation of the Prime

Minister and is accountable to Parliament, to government and to public for their
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decisions within the Ministry of Education. The leadership of the Ministry of
Education is consisted of the Minister of education, the two Deputy Ministers, and the
Special Secretaries who are assisting the Minister of Education and are political
appointments (Saiti, 2000Db).

The administration of the Greek educational system falls under the hierarchical
government model and it is characterised by centralization and uniformity dominant in
all its aspects (Persianis, 2003, p.45). Decision making in Greek education system
seems to be an individual rather than a collective procedure based on personal and
political perceptions (Gerou, 1996; Papadimitropoulos, 2003; Saiti & Eliophotou-
Menon, 2009). In addition, every time the government changes, the Minister of
Education alongside the political administrators change which has resulted an over-
flexible education policy (Saiti & Eliophotou-Menon, 2009) and a vast number of
Education Acts and Laws which create a huge centralised and bureaucratic education
administrative system (Persianis, 2003, p.45). As a result, the State fails to implement
and put into practice efficiently and of time any education planning and decision (Saiti
& Eliophotou-Menon, 2009). The situation becomes more complicating as the

majority of decisions necessitate the Minister’s signature.

Following the hierarchical model of administration each executive receives orders
from their directors which prevent any kind of freedom and flexibility in decision
making and implementation in the different ranks of administration (Saiti &
Eliophotou-Menon, 2009). As a result, centralization in Greek education allows no
room for local initiative (OECD, 2011). In addition, the concentration of power in
central administration, the luck of any flexibility and ability of adaptation in changing
situations leads to complicating and bureaucratic performances. Given that any change
in the Greek Government entails in contradicting reforms in education with
devastating results for all its stakeholders (Saiti & Eliophotou-Menon, 2009; Andreou,
2000, Persianis, 2003).

The Greek educational system is that of a highly centralised, highly bureaucratised
politico-administrative system within which education operates. Overall, it makes
education a closed system, not easily amenable to change and innovation (OECD,
2011). The same report highlights that, in Greece, central policy making depends on

the passing of laws. This leads to administrative practises that are ill adapted to the
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creation of a dynamic and responsive educational system. The same report blames the
rapidly changing policies of the parties in power for the negative effects on the
changing economic and social environment caused by technological change and
Greece’s participation in the European Union. Unlike other important political issues,
in education there is not a commonly national agreed strategy among the Greek
political parties, as a result, any change in power means the implementation of a new

educational policy, generally in conflict with the previous one (OECD, 2011).

However, Greece has begun to move towards decentralisation through the introduction
of elected prefects. Funds, functions in respect of school buildings, of school
maintenance and the capacity to provide for certain educational and cultural services to
the municipalities are delegated to these prefects. The creation also of district
education committees and school committees are some other significant measures
providing more stable school administration at local level (Reform Law, 1566/1985).
But all these efforts seem to be more like devolution of power to another layer of
elected officials rather than decentralisation, leaving the curriculum a centrally
prescribed, and teachers with no margin for creative interpretation or development but
instead still dependent on centrally prescribed texts (OECD, 2011). Prescribed
curricula, syllabi and textbooks are characterised by a formalistic and theoretical mode
of teaching encouraging memorizing and prohibiting experimental work or
development of individual talent (Persianis, 2003, p.46). However, in 2003 the writing
of new textbooks announced for the primary and secondary schools of the country
with revised syllabus. The traditional teaching methods were replaced by the
interdisciplinary approach which emphasises on students’ holistic learning connecting
the different subjects of the curriculum than learning form each subject solely
(Pedagogical Institute, 2003). Although the introduction of the new textbooks was an
important step of reforming the content of syllabus and the teaching practices, the
evaluation of students’ performance remains a controversial issue. The students’
performance is evaluated exclusively by their teachers. There is no external or
independent examination except the national examination carried out at the end of the
school year for admission to universities. In addition, any effort made for teachers’

self-evaluation, schools’ evaluation or the overall educational system’s evaluation has

failed (Persianis, 2003, p.46).
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Teachers are asked to teach in a strict bureaucratic environment, which allows them
limited flexibility, autonomy and professional accountability. In the same way, head-
teachers are given typical management authority, while they are accountable to school
counsellors who have replaced the school inspectors since 1982. Nowadays, the post
of head-teachers is awarded on a basis of promotion and holds a prestigious and
authority status for those selected to administer the schools (Persianis, 2003, p.46).
However, this authority is been defined by a large set of governmental rules and
regulations even for issues of small importance. The Ministry of Education undertakes
any responsibility of high-level educational planning and policy-making applying
strong central control and bureaucratic practices. For example, the Ministry
departments are responsible to provide any financial resources to schools and decide
on teachers’ appointment at schools. This mean that the role of educational
administrators is diminished limited to bureaucratic duties such as the ‘interpretation’
and ‘implementation’ of the laws and regulations (Menon & Saitis, 2006, p.2). In other
words, school based administrators appointed with the roles of head-teachers and
deputy head-teachers are accountable to solely deliver the decisions of the authorities
and make certain that the implementation of the regulations are according with the
directions of the Government and the Ministry of Education. As a result, school
principals have limited flexibility and freedom in organizing and running the schools
according the real needs and particularities’ of each school. The head-teachers may
hold a prestigious and authority status as administrators and leaders of the schools in
Greece but in reality they lack the autonomy that their colleagues enjoy in other

western countries (Menon & Saitis, 2006).

At this point, issues concerning the hierarchical and administrative structure of the
Greek educational system have been presented. In the following sections matters
associated with leadership in Greek education will be presented with extra mention

made on the primary education leadership.
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2.3 Section 2: Globalization, pedagogy and reform in
primary education

Since the 1990’s education reform has emerged as a top-priority political issue in both
developed and developing countries. Corrales (1999) points out that the quality of

education is increasingly seen as a source of international economic competitiveness:

‘In a global economy, countries compete with one another for markets,
foreign investment, technological development and hosting of
multinationals. A highly educated workforce is deemed to confer an
edge in economic competition’ (p.8).

High quality education is seen as a key factor of economic prosperity and development
(World Bank, 1996) and for this reason there is great pressure for the initiation and
implementation of educational reforms. According to Hargreaves and Goodson (2006),
education reform has gone through three consecutive phases. The first, up to the late
1970s, was the age of optimism and innovation, where student population witnessed
growth along with economic growth. Optimism about individual liberation and
technological enhancement through education also developed. Education reforms were
based on large-scale curriculum reforms, which resulted in increased professional
autonomy of teachers and school-driven improvement through innovations. The
second phase, late 1970s to mid-1990s, was the age of complexity and contradiction.
Any education reforms implemented in this period had as result the increase of
external control of schools, teachers and students by means of inspections, evaluations
and assessments. The consequences of these reforms were the implementation of
increased regulations in schools and a decrease in teachers’ autonomy. However, at
this phase, the movement of neo-liberalism increased the freedom of choice in
education. Student populations became more diverse creating a need for inclusive
approaches and shifting the emphasis to learning for all. The third phase, mid-1990s to
date, is the age of standardization and marketization. Education reforms have been
designed based on centrally prescribed curricular, learning and assessment standards
monitored through intensive assessment and testing and on increased competition
between schools. As a result, teachers are losing their professional autonomy and
learning is being focused on successful performance in standardized tests.
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According to OECD, 2011 the developed countries are forced to reform their
education systems in order to equip their citizens with skills and knowledge which is
necessary to help them participating actively in democratic societies and dynamic
economies. It is obvious that this can be feasible if the nowadays citizens of the
globalising world has adequate knowledge and skills in literacy, numeracy and

information and communication technologies (ICTs).

As a result, many educational systems, nowadays, instead of emphasising on
standardized knowledge and helping students to achieve certain skills, their main aim
is to provide students with flexibility, creativity and problem solving with the use of
modern methods of teaching, such as co-operative and creative learning, and most
importantly helping them with the use of the ICT in teaching. However, there is a huge
gap between educational change intention and successful implementation of education
reforms as many of the ongoing education development efforts have not brought the
improvements expected (Sahlberg, 2006). It has proved that the increasing and
constant pressure putting on teachers and students in order the quality and
effectiveness of education to be improved has not been maintained steady and secure
(Fullan, 2005; Hargreaves & Fink, 2005). Countries such as China, Japan, Singapore
and in the European Union have reacted to the overemphasis on knowledge-based
teaching and learning, demanding by their ministries of education to reform and create
a more flexible form of curriculum with the introduction of authentic forms of
assessment and accountability, and encouraging teachers to work together to find
alternative teaching approaches that promote learning of essential knowledge and

skills required in the societies of knowledge (Sahlberg, 2006).

2.3.1 The global education reform movement

According to Sahlberg (2006) globalization is a cultural paradox which at the same
time unifies and diversifies people and cultures. It unifies national education policies
by integrating them together in a global setting. One of the best examples of this is that
of the European Union which through its educational policies and reforms aim to unify
the educational systems of its countries-members allowing them at the same time to
have a relevant autonomy in their education systems (OECD, 2012, Eurydice, 2011).
From one education system to another, it seems that problems and challenges are

similar as well as solutions and education reform agendas are becoming the same
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similar. Another example is this of the OECD’s Program for International Student
Assessment (PISA) which has mobilized scores of education experts to visit other

countries in order to learn how to redefine their own education policies (PISA, 2009)

One of the positive effects of globalization is the fact that has increased international
collaboration, exchange of ideas and interaction of education policies between the
different education systems (World Bank, 2005, OECD, 2012). It is a common
practice for the ministries of education of countries throughout the world to analyze
global policy developments and education reforms As a result the world’s education
systems without doubt share some key values, functions and structures (Sahlberg,
2006). However, while an increased global interaction among policy-makers and
educators is a fact the question which occurs is if the borrowing and lending
educational policies, has encouraged the application of common approaches to
education reform throughout the world (Riley & Torrance, 2003).

There is no doubt that the improvement of education systems is a global phenomenon.
However, there is no reliable recent comparative analysis of how education reforms in
different countries have been designed and implemented (Sahlberg, 2006).
Nevertheless, there is evidence by the professional literature that the focus on
educational development has change from structural reforms to improving of quality
and relevance of education (Hargreaves & Goodson, 2006; Sahlberg, 2004).
According to the ‘Millennium Development Goals’ and ‘Education for AIl’
movements (United Nations, 2006), emphasis should be played and increased efforts
should be made for achieving universal primary education to all children and
expanding access to secondary education (World Bank, 2005). As a result, education
policies concerning curriculum development, student assessment and teacher
evaluation, integration of information and communication technologies into teaching
and learning and proficiency of basic competences have become common priorities in
education reforms around the world (Hargreaves et al., 2001; Sahlberg, 2006). In
addition, most countries, nowadays, attempt to adjust their education systems to the
challenges arise by the new globalizing economic and social particularities under ‘a

new educational reform orthodoxy’ (Hargreaves et al., 2001).

The today’s knowledge-based economies need more than ever education reforms in

developed countries (Hargreaves, 2003; Sahlberg, 2004). Schools and teachers need to
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reconsider their teaching methods and approaches and at the same time, under the
pressure of globalization demands teachers are asked to do more and differently
(Sahlberg, 2006).

The entrance of Greece into the European Union has resulted in a number of education
reforms, evoked by the pressure put upon the country to achieve European standards in
terms of education productivity and competitiveness. Improving economic
competitiveness requires well educated and trained people, technological and network
literacy and knowledge and skills to work in an innovation-rich world (Sahlberg
2006).

2.3.2 A brief historical review of education reform in Greece

During the 19th century, many reforms in the education field, in relation to the
structure of the system, the national curriculum and the language used in education
have been implemented in Greece. In 1975 the Constitution established the new
paradigm of education legislation that was introduced through the reform of the
education system, one year later, in 1976. The 1976 reform (Law 309/1976)
established a common language for education, reformed the education division
between primary, secondary and tertiary education and emphasized the modernization

of curricula and the improvement of the administration and monitoring of education.

The second period of reforms of the education system began in the mid-nineties and
the third period in early 21 century, between 2004 and 2006. These reforms introduced
important changes, like the creation of the Foundation of the International University
of Greece, the reform of secondary vocational training, the introduction of a new law
for the assessment of education and legislative actions in relation to lifelong learning
area (Law2525/97, Law 3255/2004).

In the Greek Constitution, education is identified as a responsibility of the state (FEK
84A/17.4.2001). The majority of Greek citizens attend public schools, in fact, there are
few private schools that are supervised by the Ministry of Education (Hellenic
Statistical Authority-EL.STAT, 2011). The Minister has a centralized control on state
schools, sets the educational curricula, manages the staff and monitors the funds (Law

1566/1985). At regional level, the Regional Councils for Primary and Secondary
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Education that operate in every prefecture (Law 2986/2002). The tertiary institutions
are almost totally autonomous, even if the Minister is responsible for funding (Law
3549/2007). In accordance with Article 16 of the Greek constitution, education, both
moral, intellectual, occupational and physical, is a basic mission for the state, with the
aim of developing a national and religion conscience and provide adequate training to
the future citizens (FEK 84A/17.4.2001).

The basic legislation Constitution 2001 (Articlel6) concerning important reforms in

the Greek educational system is as follows:
Law 682/1977: “Provision for private primary and secondary schools”.
Law 1566/1985: “Structure and Operation of Primary and Secondary
Education”.
Law 2817/2000: “Regional Directorates of Education”.
Law 2916/2001: “Structure of Higher Education and settlement of issues in the
Technological Sector”.
Law 2986/2002: “Organization of Regional Services of Primary and Secondary
Education, assessment of teaching task and staff, teachers’ in service training
and other stipulations”.
Law 3027/2002: “Regulations concerning the Organization of School
Buildings for Higher Education”.
Ministerial Decisions 210720/I'2/ Official Journal 303 v. B’/13-3-2003 and
21072p/T°2/ Official Journal 304v.B’/13-3-2003, “Cross-Curricular Thematic
Framework and Curricula of Primary and Secondary Education”.
Law 3255/2004: “Regulations for Issues of all Educational Levels”.
Law 3369/2005: “Systematization of Lifelong Learning and other stipulations™.
Law 3467/2005: “Selection of primary and secondary education teachers,
regulations for Administration and Education issues and other stipulations”.
Law 3475/2006: “Organization of secondary vocational education and other
provisions”.
Law 3549/2007: “Reform of the institutional framework concerning the

structure and function of the higher education institutes”.

More recent legislation interventions, in the period 2000-2001, include the following:
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e Improvements have been made to the 1997/98 reform, regarding the access
system to Higher Education and the hiring of educators. In the case of the
access system to Higher Education, one notes a less rigid textbook based
assessment system which exhibits features of analysis, association, critical
thinking etc. in this regard one it can be claimed that attempts are made to
reach congruency between the curriculum and its contents and the assessment
for access to higher education system (Law 2916/2001).

e Legislation regarding the special education, decentralization of education,
training and evaluation of educators has been reformed (Law 2986/2002).

e Technological Education Institutes have been upgraded by being incorporated
in Higher Education which now consists of two parallel sectors namely: the

University and the Technological ones. (Law 2916/2001).

The specific changes introduced into the education system with the Greek Reform of
2007 include (Law 3549/2007):

e The establishment of Unified Upper Secondary School (Eniaio Lykeio) which
is gradually replacing all other existing types of upper secondary school
(Lykeio);

e The procedure for admission to higher education has been changed, with
emphasis on the assessment of pupils in the second and third degree of Lykeio;

e The school hours of kindergartens and primary schools has been extended,;

e Second Chance Schools have been created specifically for teens who have
reached the age of 18 years and have not yet completed the compulsory school;

e The design of a common curriculum for both primary and secondary education

In 1981 Greece entered the European Union as its twelfth member. The governments
that followed the fall of dictatorship in 1974, worked towards the socio-economic
‘modernisation "of Greece (Persianis, 1978:52). Their effort was clearly evident in the
educational reforms that they applied. During the period from 1975 to 1977 Greek
society witnessed the most extensive educational reforms in modern times. The
reforms aimed at covering the “intellectual needs of the people” and were presented as
‘a necessary intellectual and technological preparation of the country joining the
European Economic Community’ (Persianis, 1978:53). At this period, the county’s

educational system needed urgently to be reformed and consequently the 1976 reform
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put emphasis on the expansion of the educational system, the reorganization and
administration of secondary education and especially its Technical-Vocational sector (
Georgiadis, 2007).

The major regulations of the 1976 reform were the increase of school-leaving age
(from 13 to 16 years), the introduction of technical-vocational upper secondary
schools and strict upper secondary school entrance examinations at national level. The
core objectives of the 1976 reform were the adaptation of the educational system to the
new social and economic conditions and the restriction of the number of candidates for
higher education (Kassotakis 1981). According the Law (309/1976) a common and
compulsory education of nine years implemented in 1976 with the extension of ten
years in 2007. The 1976 educational reform emphasised on changes for the country’s
education which aim to increase productivity, economic development and prosperity
(Frangoudakis, 1981, Kazamias, 1995).

The objectives and goals of the 1975-77 reforms have established the base of the
educational system for the last nineteen years. From 1981, when a socialist party, for
the first time in the political history of the country, came into power, reforms focused
more on internal changes to the education system, aiming more on democratisation
than on major structural issues. The OECD report (1997) highlights the most important
changes that were established during the 1980s:

e Automatic movement of students throughout the primary education.

e Abandonment of entrance examinations from the lower secondary to the upper
secondary school.

e Postponement of stream selection to the final year of general lyceum, where
students now had four curricular areas to choose from rather than the two, as it
was previously

e At the upper-secondary level, a new type of comprehensive lyceum was
established in 1984: the experimental Eniaio Polykladiko Lykeio (EPL), or
Integrated Lyceum, which sought to bridge the gap between general and
technical education. The EPL continues today to enrol a relatively small

proportion of student population in spite of social demand and pressure
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e Various measures to increase participation in school decision-making
processes such as the establishment of student councils and the further
development of the responsibilities of the teachers’ councils. It should be
noted, however, that while Law 1566/85 made broad provision for
decentralised decision-making, few of these measures were ever implemented

through accompanying decrees.

During the late 1980s, education departments for pre-school and primary level
teachers were set up in most universities and the Teacher Training Academies were
gradually phased out (Law 1566/1985). This is very important as emphasis was given
to the length and the quality of teachers’ studies with the extension of study from two
to four years. About a decade later, in the late 1990s, another important innovation was
introduced, that of the abolition of ‘epeterida’ (seniority list), that was the legal
provision for the appointment of primary and secondary school teachers from a
waiting list of names of graduates drafted mainly on the criterion of the date of
graduation, irrespective of merit or fitness for the particular job. Since the abolition of
the seniority list, teachers have been recruited after taking examinations through
ASEP® (Law 2834/2000). In addition, in 1984 free reviewed and redesigned text books
were provided to all students at all levels in public schools. It was also the first time
that textbooks were provided to teachers with additional pedagogical support. The
Greek written language was simplified in order the spelling to become easier (Law
1566/1985).

In the same period, new educational policies introduced with the aim inequalities
within the school to be decreased. The high school entrance exams were eliminated
and it is the first time students received extra tutoring and remedial support in the first
two years of the secondary school (Law1304/1982, Article 27). Extra tutoring and
support was provided to students of Greek emigrant parents or political refugee (Law
1404/1983, Article 45). This policy of tutoring and remedial support was extended and
provided to all secondary school students regardless their origin (Law 1824/1988,

Article 4). It was an education measure taken with the aim to reduce illiteracy in

® An official examination system that evaluates teachers’ appropriateness for their appointment to

primary and secondary schools
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accordance with a unanimous decision by the Council of Ministers of Education of the

European Economic Union (EEU) in 1984.

In the period of 1990s, the Greek Ministry of Education realised the need of taking
urgent educational measures to reduce the number of the secondary students who had
failed in their exams and the increasing drop-out rates (Vergidis, 1995a). Following a
number of policies and according a research carried out by the Pedagogical Institute, a
division of the Ministry of Education, the situation was improved with a decrease in
the drop-out rates in the first years of the secondary school (Lariou-Drettaki, 1993;
Vergidis, 1995a; Palaiokrassas et al., 2001; Greece: Ministry of Education and
Religious Affairs, 2006a).

In 1997 a number of significant educational reforms took place in Greece, with the
most important the ‘all-day’ primary school reform, the national curriculum reform,
the introduction of the new approaches to school knowledge. In addition, significant
education changes were introduced concerning the access system to higher education.
All the above reforms were carried out after the recommendations of the European
Union and in an attempt Greece to co-ordinate and conform to the common
educational policies of the European Union states members. The country had to
modernise its educational system as an autonomous European state within the
European Union. This has been proven not an easy task. Unfortunately, there are no
official studies carried out by the Ministry of Education concerning the students
learning. There is an absence of national standards, objective criteria and assessment
tests which could provide a clear evaluation of students’ skills and learning throughout

their academic attendance (Varnava-Skoura, Vergidis, Kassimi, 2012).

The education reforms in Greece in recent decades have been focused mainly on
secondary and higher education. Despite this fact, today the government remains
interested in implementing changes in the pre-primary and primary education as well.
This is only possible if Greece reviews its educational system from the early stages of
education, which are pre-primary and primary schools. One of the most recent reforms

in the pre secondary sector is that of the ‘all day’ school.
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2.3.3 Pedagogical approaches about teaching and learning

2.3.3.1 Pedagogy: Learning and teaching theories

The ‘all-day’ school in Greece intends to fulfil specific pedagogical and social aims, as
they have been presented in Chapter 2. With regards the social aims, the ‘all-day’
school attempts to cover specific needs of the working parents and their children.
Students have the opportunity to stay for longer at school and get involved in extra
creative activities which otherwise could enjoy in the afternoon only if their parents
could afford to pay for them. At the same time, an effort is made by the school to
minimize any kind of educational imparity with the induction of new learning subjects
in order the low-ability students to be more supported. Similarly, regarding the
pedagogical aims, the ‘all-day’ school tries for students to learn more easily and
happily with the enrichment of the curriculum with new subjects and activities and the
application of new teaching methods. Emphasis, also, is paid for students to be able to
finish their homework at school. It is important, in other words, the learning
procedures to start and be completed at school. In the following section, theories
connected to pedagogy, learning and teaching theories will be presented in an effort to

understand better why the ‘all-day’ school emphases on its pedagogical aims.

e Pedagogy
The word comes from the Greek nodaywyd (paidagogo) in which moig — moidi means
‘child’ and dym (ago) means ‘lead’, literally translated ‘to lead the child’ and with the
broader meaning of educating a child. Pedagogy is the science and art of education
which defines the theories an educator — teacher should be informed about in order to
apply them in teaching the learners —students. Pedagogy is the discipline which

connects teaching with learning theories (Hughes, 2011).

e Learning theories

Learning is the process that defines humans from their first years of existence. It can
have a formal and non formal character and can take place in different settings (e.g. in
a school classroom, at home, at work, in the country side, anywhere). Although

learning is closely connected with education provided at school, it can start long
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before going to school and it can continue after school studies have ended. The process
of learning can occur in many different ways and have been described by a number of
researches over the years. Learning can be described as (Pritchard, 2009, p.2):

e A change in behaviour as a result of experience or practice.

e The acquisition of knowledge. Knowledge gained through study.

e To gain knowledge of, or skill in, something through study, teaching,

instruction or experience.

e The process of gaining knowledge.

e A process, by which behaviour is changed, shaped or controlled.

e The individual process of constructing understanding based on experience from

a wide range of sources.

One of the first philosophical elements of learning can be traced back to Ancient
Greece where a question-answer approach had been adopted. Greek philosophers, such
as Socrates and Plato, would ask questions and afterwards teach the answers to their
followers who would then transmit the acquired knowledge similarly (Cahn, 2009). In
modern times the study of learning dates back to the beginning of the twentieth
century. Famous educators of that era such as Montessori, Froebel and Steiner
emphasised children’s learning declaring that failures in learning are not their fault but
other factors should be examined. These factors can be identified as differences
between learners regarding their motivation, self-discipline and individual
development (Hughes, 2011). Learning, nowadays, is viewed as a holistic procedure
being constantly under review. Traditional question-answer learning approaches have
been replaced by stimulating and more innovative learning approaches in an effort to

provide opportunities for all learners to achieve their potential (DoE, 2011).

In 1890, William James, an American philosopher and physician, was the first to
examine learning as a mental and behavioural process. However, the theories and
work of three main psychologists and educationalists, Vygotsky, Piaget and Bruner,
significantly influenced the thinking about children’s learning development at school.
There are countless educational texts and websites referring to their work. More

specifically and briefly:
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Vygotsky: Vygotsky (1978, 1986) examined the role of language and social interaction
in children’s development. He was a strong believer in the influential role of adults in

children’s learning.

Piaget: Piaget (1972) emphasised children’s active role in their own learning and the
significance of mental activity. He tried to alert and make educators notice the
significance of the children interaction with their physical environment. He developed
the age-related stages through which children have specific body and cognitive
progress. According to Piaget, teachers need to facilitate and organise teaching

methods and approaches which are suitable for the students’ age-related stages.

Both Piaget and Vygotsky believed that learners participate actively in constructing
their own knowledge and understanding. Vygotsky emphasised the social interaction
in which a learner participates, whilst Piaget stressed learner’s esoteric motivation to
balance the new knowledge with existing knowledge and understanding. Table 2.3
summarises their main beliefs (Pritchard, 2009, p. 105).

Table 2. 3 A comparison between Vygotsky and Piaget’s theories

Vygotsky Piaget

Social constructivism Cognitive constructivism

Children learn through being active Children learn through being active

Learning is a socially mediated activity Children behave as ‘lone scientists’

Emphasis is played on the role of teacher If a child is shown how to do something rather

than being to discovered it, understanding may be
inhibited

The teacher is the facilitator who provides the | The teacher is the provider of ‘artefacts’ that the

challenges that the children need to achieve more | children need to work with and learn

Development is fostered by collaboration and not | Cognitive progress has a biological, age related,

strictly age related development basis

Children can be taught concepts beyond the level | Children are unable to extend their cognitive

of their development with the appropriate support | capabilities beyond their stage of development
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Bruner: Bruner (1960) examined the relationship between language and thought. He
supported the view that giving children the opportunity to live in a ‘rich’ linguistic
environment can improve their cognitive skills. He emphasised the importance of
using relevant and appropriate vocabulary which could enhance children’s thinking,
talking and exploration of ideas. He invented the term ‘spiral curriculum’ and placed
emphasis on revisiting and re-examining topics at different levels of learning. His
contribution was significant in understanding how a school curriculum could be
designed and applied in a way where the knowledge is acquired stage by stage. He
also stressed the significance of encouraging children to search for understanding .
Bruner and Vygotsky both emphasised the influential role of language and the stance
of an adult in teaching whereby the teacher ‘scaffolds’ children’s learning The guided
reading and writing parts of the Literacy Strategy within UK policy, as well as the
‘thinking aloud’ factor within mathematic lessons is based on Bruner’s ‘scaffolding’

metaphor (Hughes, 2011).

While the contribution of Vygotsky, Piaget and Bruner, in the development of learning
theories is beyond argument, in recent years, other important factors influencing
children’s learning have been identified. Maslow’s (2013) hierarchical pyramid of

human needs present all these factors vividly.

SELF-
ACTUALIZATION
Pursue Inner Talent
Creativity Fulfillment

SELF-ESTEEM
Achievement Mastery
Recognition Respect
BELONGING - LOVE
Friends Family Spouse Lover
SAFETY
Security Stability Freedom from Fear
PHYSIOLOGICAL
Food Water Shelter Warmth

Figure 2. 2 Maslow’s hierarchy of needs

According to Maslow’s pyramid (see Figure 2.2) the most successful learners are those
at the top of the pyramid. It is obvious, that people who need to satisfy basic needs, as

they are illustrated at the base of the pyramid, they will emphasise on thinking only
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how to fulfil their need for food and water, for example. In considering the different
human need, what is important to realise is that basic physical and emotional needs
may be fulfilled in a hierarchical way. The increase of prioritising and satisfying basic
needs of children at school with the provision of lunch time, psychological support,
learning guidance and help shows the changes made in school policies around the
world to address children’s needs more successfully. For example the ‘Social and
Emotional Aspects Programme’ in the UK was designed and applied to help children
to better understand their emotional and physical needs (Hughes, 2011). In the next

sections the main learning theories will be presented briefly:

e Behaviourism

Behaviourism is based on the relationship between stimulus and response. As a
learning theory behaviourism placesemphasis on behaviours which can be observed
and discounts any learning activity (see Skinnerl1978). Learning is deemed the
acquisition of new behaviour. According to behaviourists, this learning method is
called ‘conditioning’. There are two different types of conditioning, the classical
conditioning and the operant conditioning, which demonstrate and explain the way in
which animals and humans alike can learn how to do certain things (Pritchard, 2009).
All the interactions between learners and teachers are behaviours and behaviourism, as
the first major learning theory, explains the different types of stimulus, response and
strengthening in the structuring of learning and teaching activities. Although
behaviourism as a learning theory has contributed a lot to instructional design and
educational technology, it has also received a lot of criticism. It is associated with
animal training and de-humanising .The learner follows the instructions of the teacher
with minimum input in the learning process. The teacher or the curriculum designer is
powerful in deciding and putting into practice the teaching methods (Carlile and
Jordan, 2012).

e Cognitivism
Cognitivism as a learning theory emphasises the significance of mental activity in
human learning. Cognitive science is an expansive area which has its roots in the half
of the twentieth century when academics from different disciplines such as

psychology, philosophy, anthropology, neurology realised that they were all

40



attempting to solve problems concerning the mind and the brain. Cognitive scientists
are interested in studying how people learn, remember, and interact with emphasis
given of the mental processes. Contrasting with behaviourism, cognitivism provides
insights for the learners and teachers regarding the self-regulation of learning. There
are different cognitive learning styles such as shallow encoding, based on repetition
and deep encoding based on connections and patterns. It has been shown that material
not suitable to a learner’s cognitive style can be more difficult to learn. For this reason
teachers should conduct formative assessment of students learning styles and apply
different teaching methods (Carlile and Jordan, 2012).

e Constructivism
Constructivism perceives learning as the result of mental construction. People learn
when they are able to build and add the new information to their existing knowledge,
understanding and skill. Learning is more effective when learners participate actively
in constructing their own knowledge (Hughes, 2011). Constructivism as a learning
theory encourages learners to participate in the learning processes using active
learning methods such as experiments, real world problem solving in order for the new
knowledge to become the product of their own effort. The role of teacher is to consider
the students’ pre-existing knowledge and guide them by using appropriate learning
activities for the acquisition and building of new knowledge. Constructivist teachers
also encourage students to constantly assess the learning activities which are chosen to
help them understanding and learning more easily and effectively. In the constructivist
classroom students are transformed to expert learners becoming gradually able to learn
how to learn. Contrary to the criticism, that constructivism dismisses the active role
and the expertise of the teacher, the truth is that the role of teachers in the learning
process remains vital. The teachers’ role becomes extremely important as they should
enable their students to construct their own knowledge rather than to provide the
knowledge for them. Students in a constructive classroom are transformed from
passive listeners of information to active participants in a collaborative and creative
school environment. Constructivism as a learning theory engages students using their
existing knowledge and real-world experience enabling them to hypothesise and to
taste their theories and draw conclusions from their findings. The following table (see

Table 2.4) illustrates the differences between a traditional classroom and a
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constructive classroom. It is based on a chart comparing traditional and constructive

learning (Educational Broadcasting Corporation, 2004).

Table 2. 4 A comparison between traditional and constructive learning

Traditional classroom

Constructive classroom

Curriculum is formulating on the basis
starting from the parts of the whole
involving basic skills of the learners

Curriculum is emphasising on big
concepts, stimulating students to explore
the parts of the whole

Pre-decided and fixed -curriculum is

highly valued

Flexible curriculum depended on students
learning interests is valued

Specific text-books and work-books are
the source of knowledge

New technologies and a variety of
information sources are provided for
students to discover and build their
knowledge.

Students learn by repeating and | Students learn  with their active

memorising new information participation, acquisition and building of
the new knowledge

Teachers are the main source of | Teachers guide students in discovering

information putting themselves in the
centre of the learning process (teacher-
centred learning)

and constructing the new knowledge and
skills (student-centred learning)

Teachers enjoy a specific degree of
authority

Teachers interact and equally participate
in helping students to discover the
knowledge

Students progress is assessed through
testing correct answers

Students progress is assessed by their
work as a progressive and continuing
development

Knowledge is perceived as a fact

Knowledge is not static

Students work on their own

Students work together in groups

In conclusion it can be said that learning is a process of interaction between what is

known and what is to be learnt; it is a social process; it is situated (culture, values,

beliefs and commonly agreed standards); it is a meta-cognitive process; it depends on

the individual’s preferable learning style; and it depends on certain conditions

concerning the brain.

2.3.3.2 From learning theories to teaching practices
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Students attend school to learn. The teachers’ role is crucial in determining how
students can learn more effectively (Cohen et al, 2004). Having compared how the
role of teachers is perceived in a traditional school environment and in a constructive
one (see Table 2.6) what becomes certain is that teachers should be well informed
about the ways in which learning can be effective at school (Hughes, 2011). In other
words, teachers should constantly update their knowledge about any current
development in learning theories and be able to put these theories into practice.
Teachers need to understand the differences in learning styles and keep themselves
informed about any new neuro-physiological findings relating to effective learning. As
such they are enabled to adopt their teaching according to the needs of the individual

studens.

For many years, the main elements of teaching were considered to be ‘informing,
describing, explaining and demonstrating’ to a student. This was the first stage of the
teaching process. Then it was expected that students should demonstrate to their
teachers what they have learnt and finally teachers should evaluate students progress
and continue with the teaching. These three teaching stages are the basic elements of
the didactic teaching procedure, a teacher-centred teaching. Didactic teaching is very
effective if the students are wholly motivated by a very skilful teacher (Kyriacou,
2012, p.107). However, in didactic teaching the teacher holds a prominent place in the
learning procedure and enjoys the role of expert whilst the student simply listens and
practises what they have learnt. The students’ role in didactic teaching is passive
having to receive and repeat ready-given knowledge (see table...). Despite the negative
aspects of the didactic teaching, there are some academics who consider that using this
kind of teaching skilfully can have the best result for the students (Good and Brophy,
2007).

Nowadays, much discussion surrounds the crucial role of students in participating in
their own learning. Emphasis is placed on the active role of students in discovering the
knowledge with the guidance of their teachers (see table..????.). Teachers encourage
students to take part in stimulating activities and to learn how to learn. Participating in
projects, investigations, small group discussions, collaborative activities supported by
the use of modern technologies (ICT) students can learn differently in a more
enjoyable and effective ways (Kyriacou, 2012). Such teaching methods, student-
centred teaching, according to its supporters can make a huge difference in students’
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learning development. There are recent examples of innovative applications of
student-centred teaching with the use of ICT (Daly and Pachler, 2010) and learning
through dialogue (Mercer and Hodgkinson, 2008) which have significantly developed
teaching approaches and methods at schools (Kyriacou, 2012).

According the OECD (2009) report the teaching style which dominates in most
countries is didactic teaching, particularly amongst the developing countries. In the
West, a mixed teaching models may be applied with characteristics from didactic and
student-centred teaching approaches. Teachers or schools can emphasise and choose
which teaching method they consider may have the best potential for their students.
However, studying different educational systems and classroom practices has shown
that teaching cannot be seen as just an interactive process between teachers and
students. Teaching is also connected with the socio-cultural setting and needs of each
country (Hattie, 2008; Muijs and Reynolds, 2010; Anderson, 2009; Leach and Moon,
2008).

Teaching should be seen at a macro-level within the context of the educational aims as
a whole and at a micro-level in terms of how these aims can be put into practice during
a particular lesson by addressing specific learning outcomes (Kyriacou, 2012). In
addition, all these aims should be fulfilled in a specific social framework where
contradicting expectations and demands may be raised, from students, parents,
teachers, school managers, examinations boards, educationalists and governmental
authorities (Cullingford, 2009; Skinner, 2010). The fulfilment of educational aims can
be assessed by teachers examining to what degree their specific learning outcomes
have been achieved. According to Kyriakou (2012), there are four main types of
learning outcomes that teaching should address: knowledge, understanding, skills and

attitudes.

In conclusion, teaching is a complex procedure. Fortunately, there is a lot of academic
work published that informs our understanding of the main aspects that can transform
teaching into an effective procedure for students (Cullingford, 2009; Skinner, 2010;
Hattie, 2008; Muijs and Reynolds, 2010; Anderson, 2009; Leach and Moon, 2008;
Kyriakou, 2009). What is interesting, however, is the challenges that teachers and
policy-makers are facing in initiating changes to improve learning procedures for
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students. There is need to develop teaching practices which meet the needs of all

students. and enable them to succeed .

2.4 Section 3: The institutionalization of the ‘all-day’ school
2.4.1 International perspective on the ‘all-day’ school

One of the most recent reforms in the Greek primary sector is that of the ‘all-day’
school. The ‘all day’ school was legislated and initiated in the period 1997-2002 in
response to the apparent need for a more highly educated work force. Also, the
growing number of working mothers means children need to be looked after in a safe
environment. Greece is one of the latest European countries that decided at the end of
the 90s to establish the ‘all-day’ school due to social changes in both Greek and
international societies. The reforms promoted in the1990s were affected and inspired
by the European educational reforms and developments. With the Parliamentary Act
2525/97 the Greek government aimed to bridge the gap between the education and the
market (Gouvias, 2007, p. 29). Greece introduced a number of educational reforms in
order to provide students with the skills needed to live and act in an international
setting. There is a clear influence for educational transformation in the Greek
educational system, such as the reform of the ‘all-day’ school in the primary
education. Basic beliefs and decisions relating to educational change introduced and
applied by international organisations such as the European Union, OECD and the
World Bank have clearly affected the decision to focus on educational reform planning

and making in Greece (Kazamias & Roussakis, 2003, p. 27).

The thesaurus Education Systems in Europe recorded the descriptor ‘all-day’ school in
11 languages. In English, for example, the term ‘full-day school’ is used, in French the
term ‘enseignement a temps plein’, in Polish it is called ‘szkola dzienna’ while in
Greek its name is ‘Olonuepo Xyoleio’ (TESE 2009). One important feature of the
‘all-day’ school is the long hours spent by the students at school. However, the exact
number of hours per week a school should operate at in order to be described as an
‘all-day’ school is not explicitly defined in the publications of Eurydice European
countries. In most countries, the total number of hours in primary education is

different to that in lower secondary education. In many countries, the official timetable
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is less intensive at the beginning of primary education (generally for the first two
years), then steadily increases through compulsory education, with a significant
increase in hours at lower secondary level. Taught time is generally spread over five
days a week, except in Italy, where it is six. The amount of time spent by pupils in the
classroom and the length of their lessons also vary according to the country and the
years of education. Other countries have a uniform amount of annual taught time
within each of these levels. In Belgium (French and German-speaking Communities),
Spain, Italy, Cyprus and Portugal, the annual amount is constant throughout primary
and lower secondary education. Nevertheless, the workload does increase from one
level to the next. In Belgium for example, it increases from about 850 hours a year in
primary education to 971 a year in lower secondary education. In Spain, the increase is
from 875 to 1 050 hours a year. Finally, the total annual workload is identical at
primary and lower secondary levels (ISCED 1 and 2) in Belgium (Flemish
Community), Luxembourg and Turkey. In Estonia, the Netherlands, Poland, Sweden
and Norway, the number of hours for all levels of compulsory education is set by the
educational authorities, which are responsible for allocating them to the different
years. (Eurydice, 2009)

Overall, it appears from the available data on the daily structure that the ‘all-day’
school model is common in Western and Eastern Europe, but has many variations.
The range includes different types and mixed-forms of ‘all-day’ school education with
or without lunch at school. Different types of lunch care, homework completion and
extra-curriculum activities are either under the state responsibility and supervision or
are the responsibility of local authorities (Horns 2008; Tomlinson 2008; Lundahl,
2008). The definition of the ‘all-day’ school is not exactly the same internationally as
there are differences in organising and applying the ‘all-day’ school scheme not only
between countries but also within the same country. What can be perceived as
common among countries with ‘all-day’ education is that the school day lasts longer
until late in the afternoon with the addition of extracurricular subjects and activities
which are connected closely with the subjects of the morning zone. Homework is
supposed to be completed at school and emphasis is given on the pedagogical and
social needs of students who are called to live in globalising societies. For example,
the criteria for classification as an ‘all-day’ school as they were defined by the

Standing Conference of the Ministers of Education and Cultural Affairs in the Federal
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Republic of Germany seem to be very similar to those defined by the Greek Ministry
of Education. In Germany ‘all-day’ schools are “primary and secondary schools
which, in addition to timetabled lessons in the morning, offer an ‘all-day’ programme
comprising at least seven hours per day on at least three days per week. Activities
offered in the afternoon are to be organised under the supervision and responsibility
of the head staff and to be carried out in cooperation with the head staff. The activities
are to have a conceptual relationship with the lessons in the morning. ‘All-day’
schools, which are far less common in Germany than the traditional
“Halbtagsschule”, provide a midday meal on the days on which they offer ‘all-day’
supervision” (Secretariat of the Standing Conference of the Ministers of Education and
Cultural Affairs of the Laender in the Federal Republic of Germany, 2008, p. 356). In
Greece the principle idea of the ‘all-day’ school reform is the expansion of school
hours from six hours to eight-ten hours daily. The additional hours are supposed to
complement the student’s normal programme. The expansion of school hours is
considered essential for the operation of the ‘all-day’ school as new activities and
subjects are added to the morning curriculum. Homework is supposed to be completed
at school and a lot of emphasis is given to the development of interpersonal

relationships among students and between students and teachers (Law 2525/97).

In the next paragraphs, the development and expansion of the model of the ‘all-day’
school in Europe initially and worldwide will be presented in order to better
understand the social and educational factors that necessitated the establishment of the

‘all-day’ school in Greece.

2.4.1.1. The development of the ‘all-day’ school in Europe and
worldwide

The institutionalisation of the ‘all-day’ school is not a new phenomenon in education
(Coelen, 2004). Countries such as the United Kingdom, France, Spain, Holland and
Belgium have a long tradition of ‘all-day’ school education while the education system
of Germany, Italy, Denmark, Portugal, Greece and Cyprus is characterized by a ‘half-
day’ school education (Thoidis & Haniotakis, 2007). However, such a division in
countries with ‘all-day’ school education and countries with ‘half-day’ school

education is only a schematic division as in each country the education system has its
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particularities depending on the specific social, economic and cultural structures of the
country. There are variations and differences in the type of education provided not

only between countries but also within them (OECD, 2012).

In most European countries, the educational systems were built and organized during
the nineteen century. In the70s and 80s the expansion of the ‘all-day’ school in
European countries gained ground as a new form of school which aimed to fulfil the
pedagogical and social aims of the students in a rapidly changing world (Eurydice,
1997). France is considered the country with the longest tradition in the ‘all-day’
school education. Since 1882 the students in France attend ‘all-day’ schools without
realizing it as it is the norm in their education (Allemann-Ghionda, 2005, Veil,
2002:29).

The education systems in almost all European countries provide formal and non-
formal education from early morning until late afternoon. ‘Half-day’ school models
are rare in international comparison with the exception of Germany and German-
speaking countries having traditionally almost exclusively half-day schools
(Allemann-Ghionda 2009: 194-196). All Anglo-American countries and also France
have full-time school systems. Since the educational reforms of the 1960s und 1970s,
Scandinavian schools have also been organized as full-time models. In Southern and
Eastern European states, part-time and full-time patterns coexist, so that parents can
choose. Recently, the German education system, alongside the education systems of
Austria, Switzerland, Greece and Finland have started providing ‘all-day’ school
education (Coelen, 2004a). Further, Portugal, Greece and Cyprus are the latest EU
countries to have legislated and initiated education reforms for the establishment of the
‘all-day’ school (OECD, 2012).

2.4.1.2 Countries with a long tradition in ‘all-day’ school education

France: France is the country with the longest tradition in ‘all-day’ school education,
this having been implemented since 1882. The French education system is highly
centralized with a unified hierarchical structure. However, the local authorities play an
important role in appointing teachers. The majority of schools are public with only
14% being private (Alix, 2003; Coelen, 2004:4). Four days a week students attend an
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‘all-day’ school education, one day is free of lessons for sports activities and religious
education. On Saturdays schools operate half-day (Coelen, 2004; Vidon, 1990). The
school day starts at 8.00 — 8.30 am and ends at 4.00 - 5.00 pm with a two-hour lunch
break (OECD, 2013).

England: In the UK, governing bodies have the responsibility to maintain schools in
England and decide on the start and finish of the school day. No legal requirements
exist as to the length of the school day (DfE, 2013). Therefore, each school enjoys a
significant autonomy in management with the freedom to appoint its own teaching
staff and heads. According to the England Regulations 1999, the school day has to be
divided into two half-days with the lessons starting at 9 am and ending between 3 - 4
pm, with an hour’s break at lunchtime. Extra-curricular activities can be provided
(Education Act 2002) outside school hours and for some of them parents pay fees.

Children can arrive at school earlier (at 8 am) and stay up to 6 pm (OECD, 2013).

Finland: Students attend an ‘all-day’ school in Finland. The school day starts between
8.00-10.00 am and finishes at 4.00 pm with a lunch break during which both teachers
and students eat together. In the afternoon zone, extra-curricular activities such as
foreign languages, technology and sports are offered depending on the school funds
available. Homework is completed at school. Recent studies show (PISA) that the

educational system in Finland is one of the best in the world (OECD, 2013).

The Netherlands: Similar to the UK, schools enjoy a great amount of autonomy as
school management is decentralised. Each school decides on the organization of the
school day.The day starts at 8:30 am and ends between 3 - 4 pm with a midday break
at lunchtime for students to eat at school. The school day is longer in secondary
school. The length of the school day is at the moment under debate; government plans
to shorten the summer holidays to six weeks and make imperative the Christmas and
May holidays (OECD, 2013).

Spain: Schools in Spain enjoy a relevant autonomy. The organization of the school
day is decided by the school with the approval of the local community. The state has
the responsibility to ensure that all children have the same rights in education. Schools

operate as ‘all-day’ schools with lessons starting between 9.00-10.00 am and finishing
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at 4.00-5.00 pm with a lunch break. Recently, the main subjects are taught in the
morning zone (e.g., maths, language) and extra-curricular activities take place in the
afternoon (OECD, 2013).

Italy: The Italian education system is decentralized. The Ministry of Education
defines the major educational principles while local authorities determine
organizational and managerial school issues. In primary schools it is possible for
students to have morning and afternoon lessons. The school day begins at 8.30 am and
ends at 4.30 pm with a lunch break. Some schools operate six days a week with shorter
school hours per day (OECD, 2013).

Russia: The model of the ‘all-day’ school operates in Russia. Recruitment of the
teachers is made by the head teacher of each school. The school day starts at 8.00 am
and finishes at 6.00 pm the latest. In the afternoon zone, students have a lunch break
and complete their homework. Between 4.00-6.00 pm creative group activities take
place (OECD, 2013).

Other European countries present a mixed model of ‘all-day’ and ‘half-day school
(OECD, PISA, 2013). For example, the educational system in Germany is centralized
under the control and supervision of the Ministry of Education. Students go to school
five or six days per week with the school day lasting between 7.30 am and 1.30pm. In
2003, the ‘all-day’ school was introduced to the German educational system as a
means to provide better education for all students accommodating the needs of a
globalized society and to allow women to re-enter the workforce. By the end of 20009,
more than 7000 schools adopted the ‘all-day’ school programme (Holtappels, 2004;
Wahler, 2005). Similarly, schools in Denmark operate as ‘half-day’ schools. The
Danish government is taking action to transform the traditional character of its schools
by introducing an ‘all-day’ school scheme which at the moment is optional. Parents’
participation in school life plays an important role as it resulted in the organization of

afternoon school clubs (Coelen, 2004).

In summary, the French and English model of school organization with the form of an
‘all-day’ school education has played a considerably influential role worldwide. It is
known from the available data that a number of national educational systems in
Western Europe have been designed to be provided as compulsory ‘all-day’ school
education (Horns, 2008; Allemann-Ghionda, 2005). Other European countries have
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introduced and established the ‘all-day’ school model in the course of the twentieth
century, for example in Sweden (Allemann-Ghionda 2009: 194-196). However, in
countries such as in Germany, Portugal, Spain, Italy and Greece the ‘all-day’ school
education has been introduced from the 1960s as an optional form of education and
coexists with the ‘half-day’ school model (Dittmann, 2010).

Overall, the debate around the benefits from the implementation of the ‘all-day’ school
is still ongoing. The argument is whether longer school hours or less-extended well-
organised lessons contribute to students’ better performance. There are examples of
countries such as Japan that have extended classroom time with the aim of improving
students’ performance. However, there is no evidence supporting a relationship
between long school hours and better academic outcomes. For example, in Finland,
teaching hours are less compared to Japan suggesting that the key to success is not the
actual time spent on teaching but the different teaching approaches by well-qualified
teachers (Lavy, 2010). Similarly, in America, the ‘all-day’ school is a debatable issue.
President Obama has recently argued that longer school hours could be beneficial for
creating a future workforce of young people who can compete in a constantly
changing globalised market (Barack Obama speech to the U.S. Hispanic Chamber of
Commerce, 2009). The argument is further elaborated to consider for the place of
students’ different educational needs as Vignoles (2009) assumes the less able students
and those from poorer backgrounds are most likely to gain from extended hours. On
the contrary, however, higher achievers seem to be unhappy by spending longer hours

in the classroom without an obvious gain.

2.4.2 The Greek ‘all-day’ school

2.4.2.1 Social changes and establishment of the ‘all-day’ school in
Greece

From 1981 with the entrance of Greece in the European Union a number of socio-
political and economical changes took place in the country. The country had to
overcome new challenges and become an active and competitive member of the
European and international community. The main changes in Greek society are related
to the new family structures with an increasing number of women having entered the

country’s workforce (Ministry of Education, 1985). Thus the traditional nature of the
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Greek family belongs to the past. Such a change led the Ministry of Education with the
Law 1566/85 to recognize and accept the need of reformation of the educational

system prioritizing the needs of working parents.

During the school year 1985-86, according a survey conducted by the Pedagogical
Institute on behalf of the Ministry of Education 34,000 students of 16,094 families
from yearl, year 2 and year 3 stayed at home without any supervision until their
parents come back from their work (Arvaniti, 2006). At the same time, the advantages
of technology, with the media revolution, played a significant role in children’s lonely
lives when staying unsupervised at home. A further concern has been that children are
for the most part unable to interpret and appropriately process the plethora of
information and pictures of the world the media provides (Holtappels, Heinz Giinter,
1994). Under the pressure of new social structures and changes the school has to
redefine its role helping the students to interact creatively with each other and discover
the authentic relationships in their everyday school environment. In addition, the
demand for more specialized knowledge in the modern and hypercompetitive societies
where the students are called to live and progress puts extra pressure on schools to
rethink and reform their traditional role in order to help their students to overcome the
challenges they are going to face in the future. There is an increasing need for the
students to learn more languages than only their native one if they want to become

citizens of a globalized world (Holtappels & Heinz Gilinter, 1994).

At this point, it is worth mentioning that the last ten years the demographic situation in
Greece has rapidly changed with an uncontrolled number of political and illegal
immigrants accumulating in the country. It is a new and problematic situation with
serious consequences for the Greek society (OECD, 2010). Greek society is
characterized by strict traditional norms and presents minimum flexibility and
openness in accepting and coping with immigration issues. The problem becomes even
worse as the country suffers from a lack of immigration policies and shows weakness
in tackling with the problem of the illegal immigration which intensifies the existing
social problems. A study conducted by UNESCO (2001) showed that Greece finds

difficult to accept in the schools children with different ethnic or minority background.

Finally, it is a fact that, nowadays, children, especially in the developed countries, live

in an advanced social and family environment (World Bank, 2010). However, in
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Greece the social inequalities especially after the economic crisis are greater than ever.
There is an increasing and urgent need for school to balance those disparities more
than ever. School needs to take all these measure in order to prevent the
disadvantaging of working —class children providing encouragement and a range of
support including help with homework (OECD, 2010).

2.4.2.2 Creative zone schools

For those reasons and in the same period, 1985-86, the Ministry of Education took the
decision to piloting the operation of 10 ‘all-day’ schools in the periphery of Attica
(Thoidis, Haniotakis, 2007). The initiative was expanded with the parents’
participation in the establishment of the afternoon ‘Creative Zone’ after the completion
of the school programme within the primary schools. The ‘Creative Zone’ was funded
and supported solely by the parents’ board of each school and the local authorities in
the big Greek cities (Pyrgiotakis, 2001). It could be claimed that the operation of the
‘Creative Zone’ received significant criticism as it was deemed a ‘babysitting’ centre
with the only aim to keep the students together in a ‘safe’ environment without any
pedagogical impact (Ministry of Education, F. 1F 13.1/897/1'1/694/2000,
F.12.1/648/104935/T°'1/2005. However, the ‘Creative Zone’ project was the beginning
of a new era in the primary education and it prepared the ground for the establishment
of the ‘all-day’ school.

The next years and during the academic year 1994-95, the ministry of Education
piloted afternoon ‘Creative Zone Programmes’ for the children of working parents.
The students could stay for long hours, until their parents finished work, and got
involved with the completion of their homework or with other activities such as sports,
drama and dance. The Ministry of Education appointed permanent teachers or under
contract in order the students to receive the help they needed (Ministry of Education,
1994). At the same time in almost all the primary schools of the country, especially in
the big cities, the institutionalization of the afternoon zone had begun.

2.4.2.3 Pilot “all-day’ schools

The situation in primary education changed officially after the passing of the Law

2525/97. This was when the reform of the ‘all-day’ school, examined in this research,
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was introduced by the Ministry of Education. The Ministry of Education decided
under the Law 2525/97: a) to introduce and apply the operation of Creative Activities
Classes during the extended afternoon zone, called Creative Zone Programme, in the
open and flexible ‘all-day’ schools and b) to introduce the institutionalisation of the 28
pilot ‘all-day’ school, with a compulsory character and attendance, as a reformed
educational model of school with specific pedagogical and social aims. The reform of
the ‘all-day’ school was organised and supervised at the beginning of its establishment
by the Pedagogical Institute, an advisory body if the Ministry of Education regarding
primary and secondary education (Law 2525/97).

The initial aim and ambition of the Ministry of Education was the expansion of the 28
pilot ‘all-day’ schools with compulsory attendance in primary education. However, in
2002, there was a change in policy making from the Ministry of Education and a lot of
emphasis put only on the expansion and improvement of the open and flexible zone
primary school with the enrichment and enhancement of the curriculum with new
subject and activities (®.50./343/85329/T'1, 31-8-2005). There was not any
anticipation or policy intention for the expansion of the 28 pilot ‘all-day’ schools

(Haniotakis, 2004; Loukeris, 2005).

At this point, and for the purposes of this study, there is a need to clarify the two

different types of ‘all-day’ schools operating in Greece:

a) The Pilot ‘all-day’ schools
e with a compulsory attendance for all students
e with an extended two zone, morning and afternoon, programme until
late in the afternoon
e with the incorporation and connectivity between the two different zones
e with an enhanced curriculum of extra subjects and activities taught by
specialist teachers appointed by the Ministry of Education
e With students’ homework completion at school
b) The open or flexible ‘all-day’ schools (Creative Zone schools)
e with an optional attendance for their students

e with an extended two zone, morning and afternoon, programme until

late in the afternoon

e with the afternoon zone operating independently from the morning zone
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e with an enriched afternoon zone of extra but optional activities of a
creative character
e with the students attending the afternoon zone to be provided with
homework-completion help
For the purposes of this research the institutionalization of the 28 pilot ‘all-day’
schools in Greece is examined. In the following sections the establishment and
operation of the ‘all-day’ school in Greece will be presented according to the official
documents of the Ministry of Education, F.3/655/9930/T'1 /2012 and the integrated

reformed educational program (EAEP- Eviaio Avouoppwuévo Exmoidevtiko

LpSypopya).

2.4.2.4 The ‘all-day’ school in Greece

The primary ‘all-day’ school in Greece operates with an extended timetable of 8-10
hours and it is compulsory for all of its students. The government (under Law
N.2525/97) dictates the ways in which the ‘all-day’ school will operate.

The principle idea of the reform is the expansion of school hours from six hours to
eight-ten hours daily. The additional hours are supposed to complement the student’s
normal programme. The expansion of school hours is considered essential for the
operation of the ‘all-day’ school as new activities and subjects such as foreign
languages, information technology, sports, dance, drama, music, are added to the
morning curriculum. Homework is supposed to be completed at school and a lot of
emphasis to be given to the development of interpersonal relationships among students
and between students and teachers.

One revolutionary possibility offered by the ‘all-day’ school is that it could facilitate
an independent and optional curriculum decided by the teachers’, and parents’ board
of every school. The activities and subjects that are taught during the two or three
additional hours are decided by the policy of the individual school. This is a very
important innovation since the school curriculum in Greece has traditionally been

unified and government controlled.

It is certain that the innovations of the ‘all-day’ school not only affect the students who

might be considered its main priority but it also influences two other groups: the
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teachers and the parents. The ‘all-day’ school has a double role to play, a pedagogical

and a social role, defined by the aims that it has to cover (Law N.2525/97).

The aims of the ‘all-day’ school

The aims of the ‘all-day’ school reform are defined by the official governmental

documents in two official settings:

Firstly, by the Law 2525/97 and the ministerial documents published in the
Government Gazette ®.13.1/767/T'1/884/3-9-1998, which is the most
significant official setting

Secondly, by the updated ministerial documents published in the Government
Gazette ®.E.K. 1471/22.11.2002 and by the official documents of the Ministry
of Education ©.13.1/885/88609/1°'1/3.09.2002 and
®.50/57/26650/1'1/17.03.2003

More specifically, the ‘all day’ school aims:

To contribute in the reinforcement and redefinition of school knowledge and
the upgrading of teaching methods and practices, connecting school learning
with the demands of the modern societies, preparing the today’s’ students for
being ready to cope with the challenges of living and working in the knowledge
society and in a unified European society.

To contribute in the expansion of the social role of the school with the
‘openness of the school to the local society’ and to encourage the participation
of educational, social, scientific, cultural and economic boards in order the

work and mission of the school to be improved and expanded (Law 2525/97)

According the official documents of the Ministry of Education (1998), the enrichment

of the curriculum with Creative Activities integrated in the curriculum of the ‘all-day’

school aim to fulfil the following aims:

e To help the school and the family to fulfil the educational and social needs of

the students providing a safe and creative school environment

e To expand the social horizon of school and to create the circumstances needed

for connecting school with society and culture

e To provide equal opportunities for education to all students
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More specifically the aims of the ‘all-day’ school are epitomized and divided in

pedagogical and social aims (Ministry of Education, 1998):

a) Pedagogical aims of the ‘all-day’ school
e Enrichment of the curriculum with teaching additional learning subjects
and activities with emphasis given to those connected to culture.
e Redefinition of teaching with the renewal of teaching practices in order
teaching methods to become collaborative and explorative.
e Better co-operation between teacher and student.
e Inter-scientific approach of the taught subjects.

e Completion of learning procedure and schooling preparation at school.

b) Social aims of the ‘all-day’ school

e Limitation of ‘para-paideia® and financial relief especially of those of the
working class.

e Limitation of educational imparity with the induction of new learning
subjects in order the low-ability students to be more supported.

e Cover of the need of the working parents.

e Responsible and affective supervision of the students.

e Creation of an essential interaction among students in order to be supported
to accept the variation of others through a better understanding of their
culture differences.

e Fight of inequality and social discrimination.

e Limitation of negative forms of child behaviours.

e Parental and local authorities’ activation in order the school to be the heart
of the local community life.

Table 2. 5 Revised time table of ‘all-day’ school

Hours Duration

07.00-07.15/15° Students’ reception
07.15-08.00 45’ Optional morning zone
08.00 - 08.10/10° Students’ reception

® The term * para-paideia’ is referred to the private tutorial of the taught learning subjects in school that
take place outside school and the students are made to attend them if they want to pass the exams.

57



Hours Duration

08.10 — 09:40/90°

09:40 - 10:00220°

10:00 — 11:30/90°

11:30-11:45 |15’

11:45 - 12:2540°

12:25 - 12:35[10"

12.35-13:15 40°

13:15-13:25 |10°

13:25 -14:00 35°

14:00 — 14:055°

14:05 — 14:4035°

14:40 — 14:50/10°

14:50 — 15:30140°

15:30 — 15:40(10°

15:40 — 16:1535°

1st teaching period (2 hours)

Break

2" teaching period (2hours)

Break

5™ teaching hour

Break

6" teaching hour

Break

7" teaching hour (End of compulsory programme)
Break — end of lessons for compulsory programme
Lunch-resting

Break

8™ teaching hour

Break

I dwaxtikn ®pa (End of the ‘all-day’ school)

Afternoon Optional Zone

16:15 - 16:25/10°

16:25—17:0035"

Break

10th teaching hour

The application of the programme is compulsory for all the students starting at 8.10
and finishing at 2.00pm. However, a revised timetable per each teaching subject has
been announced and sent to the schools defining the exact subjects and teaching hours
per each subject (Ministry of Education, F.12/520/61575/T'1/30-5-2011)

Table 2. 6 Revised timetable: Allocation of time (teaching hours) per each
teaching subject

Classes (Years)
N/A[Lessons 123 4 5 6

1. |Religious Education - - 2 2 2 2
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Classes (Years)

2. |Greek Language 101108 8 77
3. Maths 55 4 4 4 4
4. |History - -2 2 2 2
5. |Study of Environment4 4 3 3
6. |Geography - - - - 2 2
7. |Physics - - - - 3 3
8. |[Citizenship - - - 11
Fine Arts (5)(5)(3) (3) (3)(3)
-Art 2 211 1 11
> -Music 2 21 1 101
-Drama 111 1 11
10. Physical Education 4 4 4 4 2 2
11. [English 2 2 4 4 4 4
12. |Flexible zone 3383 3 11
13. 2nd Foreign Language 2 2
14. ICT 2 2 2 2 2 2
Total 35135135 35 35135

The timetable of the ‘all-day’ schools with a unified and revised education programme
is defined by the Legal acts and official ministerial documents which are the
following: F.12/620/61531/G1/2010 (FEK 804/2010, t. B’) as it has been revised by F.
12/620/61531/G1/2011 (FEK 1327/2011t. B’) ministerial official document under the
title: “Change-redefinition and completion of F.12/773/77094/G1/2006 (FEK 1139, t.
B’) and F.12//620/61531/G1/2010 (FEK 804, t. B’) Time Tables of Primary Schools
with Unified and Revised Educational Programs with EAEP”. According the above
official documents the Ministry of Education decides and concludes that the teaching

subjects in the ‘all-day’ schools will be decided by the teachers association after the
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head-teacher’s proposal, who will co-estimate the needs and capabilities of the
specific school units (students’ interests, students’ learning levels, parents’
preferences, school’s facilities and equipment and extra available school time); The
parents can suggest up to two teaching subjects; Taking in consideration all the above
the teachers’ board concludes and submits the timetable of the ‘all-day’ school
choosing for each day two-hours lessons for each class (in total 10 teaching hours per

week). The extra activities and subjects which are offered are the following:

2.4.2.5 Extra activities and subjects of the ‘all-day’ school

e Homework preparation

For ‘all-day’ schools consisting of five (5) classes, ten (10) teaching hours per week
should be offered in total for homework completion. These hours are spent mainly for
helping the students of year 1 and year 2. If the students of year 1 and year 2 are
studying together then they are offered 5 teaching hours for their homework
preparation and the remaining five hours are given to the rest classes depending on the
needs of the students and after a common decision of the teachers association. For ‘all-
day’ schools consist of five (6) classes, ten (15) teaching hours per week are offered in
total for homework completion. These teaching hours are divided and given to year 1
(five hours), to year 2 (5 hours) and the remaining five hours to the rest classes after

the anonymous decision of the teachers association.
e Sports

From 1 to 5 hours are spent for athletic activities and sports. These teaching hours are
offered mainly to the students of year 4, 5 and 6, since these classes are taught less
hours of physical education compared to the classes of year 1 and 2.

e Theatre Education
The same hours as for sports are spent, from 1 to 5 hours, for theatre education. The
teaching hours for theatre education are offered to students of year 4, 5 and 6

depending on the facilities and capabilities of each ‘all-day’ school.

e ICT
From 1 to 5 hours are added to the school programme and the teachers association

again decides which classes can be taught receiving extra help on new technologies.
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e English

From 1 to 5 hours are recommended for all the classes of the ‘all-day’ school program,

as an extra hour lesson in the English language.

e Music

From 1 to 5 hours are proposed mainly for the students of years 3, 4, 5 and 6.

e Second foreign language

From 1 to 5 hours are recommended only for parts of the day program and for the

students of years 5 and 6.

o Art

From 1 to 5 hours are proposed mainly for parts of the day program and for years 4, 5
and 6.

e Cultural group activities

Creative and cultural activities from 1 to 5 hours are proposed for all the classes. It is
possible these activities to take place with the participation of students of different
classes, mixed groups, in order a creative and cultural interaction to be achieved.
Within these activities the students of all classes can prepare school events such as
choir performances, theater plays and other creative activities with extra emphasis
given on the aesthetic and artistic character of learning and education promoting
elements of culture such as literature, art, photography and music. These activities

require the collaboration of teachers, specialist teachers and local authorities.

The daily program is formed according the ‘all-day’ school’s needs, upon the
recommendation of the head-teacher of each school and in collaboration with the
school directors, who assist and advice in the best possible in the formation and
organization of the school program. However, what is considered revolutionary and
innovatory is the autonomy and choice of decision making, in the formation and
planning of the school programme, given for first time to students and teachers and
parents (F.12/520/61575/T'1/30-5-2011).

The aim of the ‘all-day’ school is to enhance learning and development of both

students and teachers. There was a clear need for the Greek education system to
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redefine school knowledge and upgrade teaching methods and practices, connecting
school learning with the demands of modern society, preparing today’s’ students for
the challenges of living and working in a knowledgeble society and in a unified
European society (Law 2525/97). The ‘all-day’ school encourages engagement and
values opinions from local society and participation from the educational, social,
scientific, cultural and economic boards to enable improvement and expansion of the
school (Law 2525/97).

Some of the critical aims of the ‘all-day’ school are the enrichment of the curriculum
by teaching additional learning subjects and activities; redefining and renewing
teaching methods and practices; seeking a more collaborative and explorative
teaching; aiming for an inter-scientific approach of the taught subjects and completing
learning within school hours. Inevitably all these changes have affected the teacher’s
professional lives (Law 2525/97).

2.4.2.6 Curriculum and ‘all-day’ school

The introduction and establishment of the primary ‘all-day’ school in the Greek
education had promised a revised and a renewed curriculum in order to fulfil the
needs of students having to spend long hours at school. The curriculum of the ‘all-day’
school has been enhanced with new subjects and activities as they presented in details
in the relevant section of the literature review Chapter 2. The curriculum of the ‘all-
day’ school offered for first time the possibility for the teachers to have a relative
flexibility in choosing the subjects or activities, especially in the afternoon zone,
considered as the most important to fulfil their students’ needs in the specific setting of
school each time and having previously asked parents’ opinions (Ministry of
Education, ©.50/492/108832 /T'1/ 22/ 8/2008, FEK 804, Vol. B /09/06/2010). This
initiative is of high importance as the primary and secondary education curricula in
Greece still remains the result of the government’s decision with a predefined content
which is assessed and regulated by the Greek Ministry of Education (Law 1566/ FEK
167, Vol. A/ 30/09/1985).

The form of the Greek school curriculum is national and compulsory with standard
number of teaching hours, content and textbooks dictated by the Ministry of
Education. The involvement of teachers in the formation of the curriculum and the
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writing of textbooks is minimal, since they are solely supervised and constructed by
the Pedagogical Institute, which is the government’s official body responsible for
writing and revision of curricula and textbooks. It seems that the slow and minimal
change in the curriculum over the years does not challenge teachers to assume new
roles or develop new teaching practices. The academic orientation of the primary
school curriculum forces teachers to present themselves as the authority or the expert
in the field, and to apply teacher-centred approaches in teaching, leaving little room
for student active learning (OECD, 2012).

However, since 1981 when the socialist party came to power and until nowadays
under the influence of different governments, significant education changes took place
in an effort to reform the Greek school curriculum. In the following section curriculum
change in Greece will briefly examined trying to identify the factors that have lead to

these changes and any improvements occurred in curriculum development in Greece.

2.4.2.7 Greek curriculum changes and reforms in primary education

The Greek primary school curriculum has been entirely revised since 1981. During the
1980s new subjects (e.g. environmental studies, health education and civil education)
were introduced into the primary school curriculum. New text books were written and,
for the first time, for each subject a teachers’ guide book and an additional exercise
book for each subject were introduced. The Institute of Education had the
responsibility of supervising the academic panel assigned with the task of writing the
new books. Since 1987-88, the teaching of foreign languages has also been available
in a great number of primary schools. In the same year specialist secondary school
teachers of arts and crafts and physical education undertook teaching in primary
schools. The methodology evaluation of teaching changed as well. A numerical
marking system has been supplemented by a descriptive form of evaluation based on
the student’s holistic performance (Flouris & Pasias, 2003). However, these changes
characterised as ‘limited’, ‘fragmented’ and ‘inadequate’ without being accompanied
by a ‘structural’ educational reform at all levels of Greek general education (Flouris &
Pasias, 2003, p. 76). Trying to identify the reasons led to another failed curriculum
reform, centralism, bureaucracy and control as well as disagreement amongst political
parties and mainly the lack of educational policy continuity are some of the main

factors that can be considered (Ifanti, 2007).
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The 1996-2002 educational reform is considered one of the most important with
regards to curriculum reform. This curriculum reform was designed and implemented
into two consecutive periods (1997-2000 and 2000-2002) under the supervision of the
Institute of Education, under different Institute presidents, scientific teams and with
different philosophies, goals and funding (Flouris & Pasias, 2003). The main element
of this curriculum reform was the development of the Single Unified Frame of
Curriculum Studies (EPPS), Eviaio [T oioio Ipoypouudrwv Xrovdwv. The new form
of curriculum was a multidisciplinary curriculum emphasising on a better coordination
between the different levels of compulsory education, introducing new subjects and
identifying more concrete educational goals (Law 2525/1997, article 7). Regarding
the primary education and within the context of the Singe Unified Frame of
Curriculum  Studies Interdisciplinary (DEPPS), Awo@suotiké Eviaio [llaioio
Tpoypouudrwv Zrovomv the ‘flexible zone’ was integrated at the primary school for
enhancing the curriculum interdisciplinary and with creative activities concerning
health education, environmental education, cultural and social education (Alahiotis,
2001, p.5). However, according to Flouris & Pasias (2007), the philosophy and the
character of the flexible zone do not constitute something new in the school
programme. The flexible zone can be seen as an attempt to organize and integrate in

the curriculum all the innovative subjects introduced during the last twenty years.

At the same period and between 1997 and 2002 the ‘all-day’ school reform initiated
and implemented in the primary education. The establishment of the ‘all-day’ school
was very promising emphasized on an enhanced curriculum aiming to enable students
with creative activities and subjects during their long stay at school. The curriculum
changed content should be adapted to the changing needs of the Greek society. The
‘all-day’ school reform was an effort for proving to European partners that Greece is
moving forward aiming to educational modernization, decentralization, openness,
flexibility and quality through an innovative, revised and enhanced curriculum. It was
an ambitious educational piloting project trying to help its students from an early level
of their school studies to face the new challenges occurring with the entrance of
Greece in the European Union. However, after fifteen years of its establishment, the
‘all-day’ school remains a project in process. Whether it is going to be proved another

failed effort of educational reform in Greece or not, it is to be found in the short future.
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In conclusion, Greece has a long tradition of repeated failure of education reforms.
Although a European Union member for the last thirty-two years, Greece has shown
limited progress in introducing the changes in its education system demanded by
economic, political and social pressures which affect almost all the advanced countries
constantly competing each other in a globalizing world (Persianis, 2003). Having
presented the main education reform for curriculum change taken place in the Greek
primary education the last three decades, in the following sections an attempt is made
to study the decision-making process and the political influences and control on the

Greek educational system.

The following section discusses some of the most important studies undertaken on the
‘all-day’ school to date. A thorough search of the published literature conducted in
order to identify academic articles and papers as these appeared on major databases
such as ERIC, EBSCO, ESC related to the ‘all-day’ school published after 1997 (the
year since the establishment of ‘all-day’ school). The majority of the studies evaluate
the effectiveness of the ‘all-day’ school model through the perceptions of teachers, as
teachers play a very important role in the creation and implementation of educational
policies. However, while teachers’ roles are important their quality of teaching is
reflected on student performance and parent satisfaction. Taking into account the
views of all three parameters will help us understand how important the ‘all-day’

school is and how efficient will become in the future.

2.4.3 Major studies on the Greek ‘all-day’ school: Strengths and
limitations

The ‘all-day’ primary school has completed almost fifteen years of its establishment
and operation (1997/2013). However, it is still considered as a project in progress. A
number of studies have attempted to clarify issues concerning the ‘all-day’ school’s
operation, to evaluate its effectiveness, to examine if it fulfills its aim, to analyze the
perceptions, mainly, of teachers and parents about the institutionalization of this new
form of school and its effect on students They conclude that the above issues have not
been studied in depth that a significant number of questions remain unanswered
(INEE/GSEE/ADEDY, 2007).
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One of the first studies conducted by Pashali and Tsiagki (2000) examines 18 open
and flexible ‘all-day’ schools in the city of Ioannina in Western Greece.
Questionnaires were used, as a method and instrument for data collection, and were
distributed to teachers, students and parents. From 391 questionnaires answered by
students, 246 by teachers and 18 by teachers the main findings concern the operation
of the ‘all-day’ school concluding that as an educational innovation in the primary
school received initially the acceptance and approval of the teachers, parents and
students. Other important findings were that the ‘all-day’ school provides students
with a safe environment while their parents are at work, that there is a satisfactory
preparation for the homework but there is a limited possibility for extra help to those
students with learning difficulties Furthermore it was found that a limited number of
activities take place. The study concludes that any failure of the ‘all-day’ school to
fulfill its aims was mainly because of organization problems concerning the schools’

facilities and the shortage of teachers.

In 2003 the Institute of Labour (IN.E-TI".X.EE) conducted a research concerning the
social aspects of the ‘all-day’ school and its potential scope examining the social
characteristics of the parents whose children study in ‘all-day’ schools. The same
study aimed to examine parents’ opinions about the operation of the ‘all-day’ school.
The results of the study show that the majority of parents (93, 9%) have expressed
positively about the role of the ‘all-day’ school and have also expressed their
satisfaction (71, 2%) about its operation. A new aspect of this study was that parents
(40, 9%) believe that the ‘all-day’ school could be improved with the active

involvement of the parents.

Papapetrou and Sousamidou (2004) examined which subjects and activities offered by
the ‘all-day’ school were preferred by teachers, students and parents. The research
showed that students prefer activities and subjects which encourage the creativity,
emotions and movement. In the same research, differences were revealed in students’
preferences concerning the new subjects and activities are depending on their gender.
Girls preferred and chose subject such as Music and Art, while boys were more
motivated by learning computers. The older children expressed the opinion that more
relaxation time is needed during their long-hours stay at school or they ask to have a
say in choosing activities of their preference. In relation to the parents, they expressed

the view that they expected the ‘all-day’ school to help their children with the
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completion of the homework at school, especially for Language and Mathematics.
Parents were also dissatisfied with inappropriate facilities and conditions in the

schools.

Another study ( Mousiou-Mylona, 2004) conducted in northern Greece, Florina,
amongst 17 open and flexible ‘all-day’ schools showed that the ‘all-day’ schools have
inadequate and poor facilities, suffer from organizational problems and inexistent
collaboration between teachers. Another key finding was that parents emphasized the
importance of subjects such as English and Computers and underestimate the

importance of other ‘creative’ activities such as dance, sports and art.

Lamnias and Ntakoumis (2003) undertook research into the social characteristics of
students in the open and flexible ‘all-day’ school in central Greece. The main findings
show that one the most important reason that children attend these schools is because
their mothers are working. The study concludes that the ‘all-day’ school provides

students with a safe environment while their parents work until late in the afternoon.

A study conducted by Arvaniti (2004) among 53 teachers (27 class teachers and 26
specialist teachers) working in ‘all-day’ schools in Thessaloniki, the second biggest
city of Greece, showed that teachers recognized the importance of the role of the ‘all-
day’ school. According to teachers the ‘all-day’ school provides better education for
primary students and helps working parents offer their children a safe place to be
participating at the same time in creative and useful activities. However, at the same
time teachers expressed their dissatisfaction for the poor facilities and other

problematic organizational issues concerning the operation of the ‘all-day’ school.

In the same city, Thessaloniki, a further study was conducted, (Kyrizoglou,
Grigoriadis, 2003), examining how parents, teachers and head-teachers perceived the
operation and role of the ‘all-day’ school. This study took place in 20 schools with the
participation of 405 parents, 40 teachers and 17 head-teachers. The teachers believed
that because of the plethora of activities that students are called to participate in during
the afternoon zone they have limited time for the preparation of their homework.
Head-teachers of the schools claimed that they were not satisfied by the support and
cooperation given by the directors of the educational offices and thus they are loaded
with extra responsibilities. The parents seem to choose the ‘all-day’ school just

because they can feel reassured that their children can stay for longer in a safe
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environment. However, parents have not been persuaded by the pedagogical aims of
the ‘all-day’ school as they have to provide privately the extra activities they believe

necessary for their children progress.

In 2007, a study was conducted in 202 ‘all-day’ schools with the participation of 198
teachers and 2044 parents from the whole country. The aim of the study was to
evaluate the institutionalization and operation of the ‘all-day’ school in Greece. The
study was conducted in collaboration with the Institute of Labour (INE) and the
Institute of Pedagogical Studies of the Teaching Association of Greece I'XEE-
AAEAY). Some of the findings show that the ‘all-day’ school fulfils some of its social
aims, such as the provision of a safe environment for the students having to stay until
late in the afternoon at school because their parents work long hours. However, it fails
to fulfill its pedagogical aims according to parents. Apart from helping students with
the completion of their homework, parents claim that the ‘all-day’ school does not
provide any other pedagogical benefit to their children. Parents’ views are contradicted
by those of teachers who disagree and believe that the ‘all-day’ school helps a lot its
students to meet their social and pedagogical needs. The study concludes that half the

numbers of the teachers ask for reformation of the ‘all-day’ school.

One important factor usually considered in the literature of the ‘all-day’ school is that
it offers a long, but flexible, learning programme which contributes substantially to
students’ overall subject performance. This is due to the teaching of a number of
specialist subjects (music, drama, athletics etc) in addition to the traditional schooling
programme which covers only the compulsory subjects such as History, Mathematics,
Religion Studies etc (Ministry of Education, 2012, 84).

Chaniotakis (2009) in evaluating the ‘all-day’ school through an examination of
teachers’ perceptions argues that the extended teaching programme of the ‘all-day’
school allows students to learn and perform better in class especially in specialist
subjects. Specialist subjects usually offer students the opportunity to work in groups,
experience high levels of enjoyment, and learn and benefit from each other and the
activities. A similar view is put forward by Loukeris et al. (2009, p. 162) in their study
of the effectiveness of the ‘all-day’ school on student performance through extensive
research of teachers’ perceptions. As they argue, one significant indicator that

enhances students’ knowledge and performance is the open-extended and flexible
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curricula promoted by the ‘all-day school’ in which students can prepare their
homework for the next day’s classes and study subjects of social and cultural nature.
The schooling programme offers students the opportunity to study and get involved in
activities that help them learn through practice. As a consequence, the revised and
extended flexible syllabus deems the preparation of homework on school premises as

an important criterion for the effective operation of the all-day school.

Thoidis & Chaniotakis (2008) in their study on parents’ perceptions about homework
in ‘all-day’ schools make an interesting evaluation of the pedagogical impact of
homework and the importance of the extra time allocated to students for preparation.
Homework is one important indicator for the successful functioning of a school

especially when students are involved in different activities.

Effective preparation for homework presupposes the presence of specialized
equipment and learning resources in classrooms often recognized as pivotal to a
successful learning environment. The current literature (Androulakis, 2006;
Konstantinou, 2007; Loukeris et al. 2009) shows that inadequate equipment and
resources, and funding issues have a negative impact on the smooth running of the
‘all-day’ school with increasing student drop-out rates from the school programme and

indications of parental dissatisfaction with the school environment

Another criterion acknowledged in the school effectiveness literature is that the ‘all-
day’ school encourages collaboration between teachers working in different sessions
and develops a more attractive learning environment. (Loukeris et al. 2009, p. 172)
Indeed, teacher collaboration is an important and crucial component for the effective
operation of schools. In this case, the all-day curriculum allows teachers to liaise
regularly with other teachers about classroom resources and the smooth running of the
syllabus, make corrective interventions, when they deem possible, exchange views,
and follow different teaching methods, such as group work and interdisciplinary
learning (Ministry of Education, 2012, 812).

It is interesting to note that the findings of the current literature on the effectiveness of
the ‘all-day’ school are very positive and encouraging for considering a potential
reform of the current functioning of the all day school. However, the main studies
reviewed provide a fragmented view of the ‘all-day’ school by placing more emphasis

on the teachers’ views.
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Although there are a number of studies examining the views and perceptions of
parents and students of the ‘all-day’ school, these studies partially and very generally
examine the overall role of the ‘all-day’ school and how it affects teachers’, students
and parents’ lives. Reviewing the studies concerning the establishment and operation
of the ‘all-day’ school in Greece, a lot of emphasis is given mainly on the teachers’
view. They omit important information pertaining to the perceptions of two additional
parameters: the perceptions of students and parents. Students can play a very important
role when it comes to creating an attractive learning environment in which they can
fulfill their homework commitments. The role of parents is also very crucial as they
are invited to express their views and propose changes through parental associations
which are considered ‘partners’ in school management (Ministry of Education, 2012,

§14).

2.5 Section 4: The stakeholders of the ‘all-day’ school

2.5.1 Teachers’ voices

2.5.1.1 Teachers’ professional lives

According to Merriam-Webster (2002), the term professionalism refers to the conduct,
aims and qualities that characterize a profession or a professional person. In the same
dictionary, emphasis is placed on the positive consequences of being a professional
and the importance of professionalism as an act connected to livelihood. In the
Random House (2001) dictionary professionalism is defined as a term that includes the
character, spirit and methods of the profession.

More specifically, within education teacher professionalism is closely connected with
‘what makes a good teacher and how teaching might be enhanced’ (Gewirtz, Mahony,
Hextall & Cribb, 2009, p.4). Teaching has always been a demanding profession, but
has become increasingly more complex in recent years requiring the highest standards
and skills to best perform and achieve school targets (Goodson, Hargreaves, 2006).
However, it is worth mentioning some of the factors that determine the formation of

teachers’ professional identity.
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2.5.1.2 The process of teachers’ self-building

The development of teachers’ identity is a ‘dynamic’ process occurring through a
continuous interaction with others. It is the result of the interaction between teachers’
personal experiences and the social, cultural and institutional environment in which
they act and perform on a daily basis (Day et al. 2007, p.103). According to Goodson
(2003) the perceptions that we have of ourselves and how we develop as individuals
through our life and experiences affect how we gather and share knowledge within our
working-class communities. Goodson (2003) firmly believes that story telling, for
example, has great influence formulating self-building in the community you live in.
Knowledge acquired through family allows a community to sustain its cultural
commentaries and theories. Our personal experience and the way we receive our
knowledge defines the people we are. Similarly, the knowledge and experiences
teachers gain throughout their lives influences the kind of teachers they become
(Goodson, 2003). Teachers’ personal lives are closely connected with their

professional lives and performances. According to Hargreaves (1993):

“Teachers don’t just have jobs. They have professional and personal
lives as well...Understanding the teacher means understanding the
person the teacher is” (Hargreaves, 1993:8)

In the study of Day et al. (2007) a critical analysis of teachers’ professional life phases
reveals how importantly these phases affect teachers’ work, lives and effectiveness.
Teachers may be grouped into one of the following six professional life/ experience
phases: a) Professional life (phase 0-3) Commitment: support and challenge; b)
Professional life (phase 4-7) Identity and efficacy in classroom; c) Professional life
(phase 8-15) Managing changes in role and identity: Growing tensions and
transitions; d) Professional life (phase 16-23) Work —life tensions and commitment; e)
Professional life (phase 24-30) Challenges to sustaining motivation; f) Professional
life (phase 31+) Sustaining/ declining motivation ability to cope with change, looking
to retire. According to Day et al. (2007), in each phase teachers have similar concerns,
influences and positive or negative paths of effective professional development.
However, chronological age alone does not sufficiently explain teachers’ development
and the possible influences on their professional development. The key elements that
influence teachers’ professional development during the different professional phases

in their career are: a) their personal life experiences/events; b) the school (roles,
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responsibilities, classroom settings, leadership and colleagues); c) the pupils
(relationships and behaviour); and d) their professional values and policies. Finally,
there is a distinctive difference between ‘career’ and ‘professional life’ phase. The
term ‘career’ refers to out of classroom responsibilities and promotion while
‘professional life’ refers to professional characteristics, concerns and needs (Day et al.
2007, p.122).

Teachers’ work today has intensified and significantly restructured with roles
broadened to include school management, career progression, prescribed curricula,
policy and resources. As a result teachers’ work has affected their professionalism
moving from a culture of classroom autonomy, individualism and expertise to a
culture of goals, standardized criteria and accountability (Hargreaves & Goodson,
2004). Moreover, teachers and school leaders are called to transform educational
outcomes under difficult conditions. They have been assigned with the hard task of
providing students with those skills needed to become competitive and active citizens
and workers in the 21% century. At the same time, there is a need for teachers to
enhance students’ ability to succeed into classrooms with cultural heterogeneity and
diversity by differentiating their teaching styles, methods and approaches. Finally,
teachers need to keep themselves constantly informed about curricula and pedagogic
innovations as well as about new developments in digital resources (OECD, 2011). In
considering the significance of teachers’ new roles in new societies of our century, it is
understandable why in many high-performing education systems teachers have a
double role to play: to improve educational outcomes and to improve themselves
(OECD, 2011). According to OECD’s Teaching and Learning International Survey
(TALIS)’, the large majority of teachers declare to be satisfied with their jobs and
believe that they make a real difference in education. They also make significant
investments in their professional development, both in terms of their time and often

also in terms of money, an investment that goes hand-in-hand with teachers’ reporting

" OECD ’s Teaching and Learning International Survey (TALIS ) surveyed around 90,00 teachers in
2008 based on random samples in Australia, Austria, Belgium (Flemish Community), Brazil, Bulgaria,
Denmark, Estonia, Hungary, Iceland, Ireland, Italy, Korea, Lithuania, Malaysia, Malta, Mexico,
Norway, Poland, Portugal, the Slovak Republic, Slovenia, Spain and Turkey. The results derived from
TALIS are based on self-reports from teachers and principals and therefore represent their views,
perceptions, beliefs and accounts of their activities. T his is important information, as it gives insight
into how teachers perceive the learning environments in which they work, what motivates them, and
how policies and practices that are put in place are carried out in practice (OECD, 2011).
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that they use a wider range of pedagogic strategies in the classroom. The TALIS
survey highlights the importance of teachers’ role in educational changes. In
successful countries with high-performing education systems, teaching profession
which characterized of responsibility and it is well rewarded can attract some of the
best graduates into teaching career. In the same report (TALIS) it is recognized that
an increase into the quality and prestige of a country’s teaching personnel is not an
easy task. However, some measures to achieve this ambitious aim are reported which
mainly relate to the recruitment stage and more importantly to transforming the
teaching profession from within. The report also highlights that professional
development can be only effectively achieved with teachers’ individual career
improvement and school change. At the same time, collaboration between teachers
sharing teaching practices, methods and ideas is essential for reforming teachers’
professional identities. Strong professional relationships between teachers enhance
school improvement (Southworth et al, 2000). These relationships can be sustained by
continuous formal and informal interaction, social peace and professional discourse
(Southworth 2000, p.281). Finally, educational reform most of the time is derived by
political motives and considerations, so it is essential for teachers to be part of the
education reform with a significant say and sharing the same goals with politicians and
administrators. Nowadays collaborative forms of educational reform have been proved
highly effective (OECD, 2011).

While it is obvious that around the world a lot of emphasis is played on teachers’
professional development in changing educational settings, in the following section the
focus will be narrowed to teachers’ professional development in Greek primary

education.

2.5.1.3 Teachers’ professional lives in Greek primary education

In the case of Greece and according to the OECD (2012) report there was a need for
fundamental changes in the knowledge, skills and competencies at every level of the
education system. These changes should be linked with an all-inclusive professional
development programme for school directors, teachers and other educational
administrators. Unfortunately and according to the same report these initiatives were
not implemented and the process of change is very slow (OECD, 2012). The

professional development of teachers in Greece has for years been governed and
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directed by a highly centralised educational system. For instance the Primary
Education curricula and timetables are drawn up by the Pedagogical Institute which, in
turn, submits them to the Ministry of Education for approval. They are implemented in
all schools country-wide and teachers have to adhere strictly to predefined curriculum.
Teachers have limited input on the curricula which imposes restrictions on any
autonomous development. However the current Primary Education Curricula fall
under the integrated philosophy of the Interdisciplinary Single Curriculum Framework
for Compulsory Education. Interdisciplinary approaches define the structure of
autonomous subjects’ teaching on the basis of a balanced horizontal and vertical
distribution of the teaching material and promotes interconnection between subjects as
well as a broadened approach. In addition, the innovative ‘Flexible Zone of
Interdisciplinary and Creative Activities’ is also part of an improved curriculum.
Curricula specify the aims of each subject, the thematic units, and recommend
interdisciplinary ~ projects to be applied (Ministry of  Education,
FEK.12.1/545/858112/G1 FEK 1280, B 09/13/2005).

According to the official documents of the Ministry of Education and the integrated
reformed educational program (EAEIT - Eviaio Avopopeouévo Exkmaidevtikd
[Ipdypappa), the ‘all-day’ school enhances the role of teachers allowing them for the
first time flexibility to decide on curriculum issues and the formation of the school
timetable. The ‘all-day’ school is expected to operate within a reformed, flexible
timetable, adjustable to student needs enabling a longer school day. It aims to fulfill
the pedagogical and social needs of the students and the needs of the Greek families
and Greek society as a whole. The same official documents emphasize the
enhancement of the curriculum with new subjects and activities, with the use of new
interdisciplinary teaching methods and approaches which aim to improve the school
life of its participants. The same documents highlight the duty of the educational
community (educationalist and teachers) to encourage and persistently improve the
‘all-day’ school (Ministry of Education, ®. 50/376/99825/1'1/2011).

As a result, the ‘all-day’ school reform, as any education reform, has dramatically
affected teachers’ professional lives. Teachers for the first time face new challenges
experiencing a degree of flexibility in practicing their profession. Consequently
teachers have to work together and cooperate with specialist teachers to deliver the

enhanced curriculum of the ‘all-day’ school with its new subjects and activities (Law
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2525/97). The ‘all-day’ school, therefore, forms a setting where the professional lives

of teachers are truly tested with its new challenges.

Greek teachers have, for the first time, been given the opportunity to form and apply
the curriculum of the afternoon school in a more flexible way prioritizing the needs of
their students in relation with the needs of their parents and the teachers themselves
(Ministry of Education and Culture of Greece, 2003). It is the first time that teachers
have seen themselves moving from traditionalism and centralism to a kind of personal
and professional autonomy and freedom having the chance to affect the curriculum
implementation (Pyrgiotakis, 2001). In the Greek primary ‘all-day’ school, teachers
seem to enjoy the relevant freedom and autonomy that the new curriculum of the ‘all-
day’ school is supposed to offer them. It could, however, be argued that Greek
teachers because they were not used to such freedom, as they had always to follow a
centralised designing and deciding curriculum, could run the risk of acting arbitrarily

when implementing the curriculum.

The ‘all-day’ school reform seems to affect teachers’ professional lives without,
however, teachers themselves having the chance to be prepared for such a change.
This is not a new phenomenon relating to teachers’ professional development in
Greece. Any initiative aiming in their professional development is characterized by
inconsistency and lack of well designed action by the Greek Ministry of Education
(OECD, 2012). The initiation of training programmes aiming at teachers’ professional
development is inconsistent with the actual needs of teachers. Another problem is that
teachers’ participation in these programmes is voluntary and not broadly attended by
all teachers. In addition, the content of the programmes is randomly selected, instead
of looking systematically at teachers’ needs. As a result they cannot have a positive
impact on teaching practices and help teachers improve their professional lives.
Finally, there is not available to Greek teachers a continuous professional development
scheme enabling them to improve their professional status. Any training provision
offered to them is decided and carried out through conventional practices without any

form of flexibility (Papastamatis et al, 2009).

In the next section, issues around the curriculum development of the ‘all-day’ school

will be presented.
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2.5.1.4 Leadership in Greek primary education

The term ‘leadership’ has received significant attention by scholars and practitioners
trying to understand and define the factors that make a good leader. For some,
leadership is the ‘ability’ needed to inspire a group to achieve their goals (Robbins,
2003). For others leadership is the ‘process’ of inspiring people’s activities achieving
predefined goals by an organisation (Mosley et al., 2001). There is an interesting
debate around leadership especially between supporters of’ trait’ and ‘behaviour’
theories. ‘Trait’ theories of leadership emphasise the personal qualities and
characteristics which define a good leader. On the other hand, ‘behaviour’ theories of
leadership highlight the importance of adopting specific behaviour tactics in order to

become a good leader (Brinia, 2012).

More specifically, research on school effectiveness has shown that school leadership and
school effectiveness are closely associated. The effectiveness of schools and more
specifically, the improvement of pupils’ school lives has been an issue of international
concern, as evidenced by a combination of established political, social, cultural and
economic imperatives in different parts of the world. For many years, research on school
effectiveness aimed at identifying those school characteristics that can make a difference
in pupils’ lives irrespective of their background (Muijs, 2006). Although the family,
community and cultural perspectives of school effectiveness and pupil achievement vary
from country to country, what is commonplace in many parts of the world is the
recognition of the importance of continuously improving teaching and learning and the
improvement of the quality of leadership and management in schools (Rhodes and
Bisschoff in Arthur and Peterson, 2012). The importance of school leadership has been
repeatedly recognized as a key element in school improvement and change. It is
impossible to find a school completely effective in all of its effort. However, what has
been established by a significant number of studies is that good leadership has a great
impact on school effectiveness (Teddie & Reynolds, 2000; Hallinger & Snidvongs, 2005).

Recent research has shown that good school leaders can really make the difference and
effectively transform a school (Hargreaves, 2009; Hargreaves and Fink, 2008;
Leithwood et al., 2004; Middlewood, 2010). It is the quality of leadership which can
help a school to achieve its targets, to inspire teachers’ work, to encourage their

performance and to manage building a harmonious school environment where
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teachers, students and parents work together sharing common goals and values.
Realising the importance of the school leader’s role in improving school effectiveness,
emphasis should be placed on each country’s educational policy on school leaders’
recruitment and selection. The appointment of a school leader can be considered one
of the most significant events in the life of a school as it may help school improvement
and sustain a successful future for the school (Hargreaves and Fink, 2006). However,
this is not an easy task since the role of today’s school leader becomes increasingly
demanding and complex due to greater responsibilities (Harris, 2010; Hargreaves,
2009; Hargreaves and Fink, 2006). There is an increasing concern around the world
that the role of school principals is not compatible with the complex challenges that
schools are trying to prepare children for (OECD, 2009). The expectations of what
school leaders should achieve, change as rapidly as the definition and distribution of
school leadership roles. Researchers emphasise that successful school principals ought
to be equipped with personal qualities and skills such as effective communication,
motivation, innovation and creativity alongside the charisma involved in promoting
school vision and values (Bush, 2008; Harris, 2005). At the same time, appropriate and
continuous training should be provided to school leaders by the school in order to be
inspired by strong commitment and to be able to adjust to the complex and highly
demanding school environments of modern societies (Harris, 2005; Leithwood et al.
2004; Southworth, 2002). There is a considerable international interest in the
professional development of school staff and in the development of school leaders
(Bush, 2008). As Crow (2006) points out, in the US, much emphasis is placed on the
good preparation of school leaders since it is widely acknowledged that the better
equipped they are to lead their school improvement journey, the better they can

identify and serve the needs of their students.

2.5.1.5 The recruitment of school leaders

Nowadays, the recruitment and appointment of quality school leaders is a major
challenge concerning most of the developed countries. There are reports of school
leader shortages in different parts of the world such as in Australia (Barty et al, 2005),
Canada (Williams, 2003) and the United States (Thompson et al, 2003). In the UK also
an inadequate supply of school leaders is often reported in the educational press
(Ward, 2006; Shaw, 2006) and by the National College for School Leadership
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(NCSL), 2007). Moreover, in the UK a number of studies have shown that high
workload levels and bureaucracy prevent individuals from applying for leadership
posts (Bedford, 2006; Hargraves & Fink, 2006; Fink and Brayman, 2006; Hargraves &
Goodson, 2006). On the contrary, such a leadership shortage is not evident in most of
Asia-Pacific countries as there is a leadership succession planning with an early
identification of those with leadership talents and a continuous effort on their

systematic leadership development (MacBeath, 2006a).

In Greece, school leaders’ recruitment in primary and Secondary education is the
state’s responsibility. Law 3467/2006 defines the criteria used in the candidates’
assessment. These are used as a basis to award applicants with a mark out of 100. The
basic criteria are: a) the service experience; b) the scientific and pedagogical
knowledge; c) the candidate’s personality and d) educational work. According to the
most recent law, 3848/2010 (article 16, paragraph 2) concerning school leaders
recruitment, selection criteria remain the same with the only difference being that
candidates are awarded with a mark out of 65 instead of out of 100. More specifically,
the head-teachers are selected from the Periphery Service Councils (ITepipepetoxd
Ymnpeowkd Xvppodio, I1.Y.Z.ILE.), consisted of a school counsellor and a head-
teacher of the same educational periphery. These members are decided upon and
selected by a Ministerial Decision of the Ministry of Education. The selection criteria
of the primary school head-teachers are defined by Article 11, paragraph 4 of the Law
3848/10. The candidates should have an eight years educational experience from
which at least five years in teaching and three years in primary schools. According
Article 21, Law 3848/10, the final selection of the primary school head-teachers is
based upon the candidates’ qualifications and degrees, years of service, management
and administrative experience. Emphasis is placed also on the candidates’
personalities. They are required to demonstrate to a selection panel their ability to take
initiative, to solve administrative problems, to encourage and create the circumstances
of a cooperative and harmonious school environment where teachers and students are
enabled to work effectively. Moreover, in the final assessment the candidates’

seniority regarding their years of service in public education is highly considered.

There is significant controversy relating to the selection of school leaders in Greece.
Emphasis is mainly placed on candidates’ seniority rather than considering the

important skills necessary for high quality leadership such as innovation and creativity
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(Saitis & Menon, 2004; Saiti, 2012). While teaching experience may be an important
element in the selection of school leaders, it should not be considered the most
significant criterion in determining successful leadership. Research conducted by
Bright and Ware (2003) showed that primary and secondary head teachers had
admitted that previous teaching practices and experience do not help and do not

provide school leaders with the abilities necessary for their new role.

Critics in recent literature point out that in the selection procedures of school leaders in
Greece, there is undue emphasis placed on candidates’ typical qualifications, mainly
based on their seniority, and little attention to the traits necessary for quality of
leadership (Eliophotou-Menon and Saitis, 2006; Fintzou, 2005; Pyrgiotakis et al.,
2001; Saitis & Menon, 2004; Saitis & Gournaropoulos, 2001; Saitis, 2008; Saiti,
2012). However, in addition to the problematic selection procedure of school leaders
in Greece, their training and development is equally problematic. There is no
systematic policy and planning of school leaders’ training except of some optional
programmes with limited impact on their professional development and school’s

effectiveness (Saiti, 2012).

By contrast, in other countries such as in the UK, emphasis is placed on teachers and
leadership training as ‘the quality of teachers and leaders is the most important factor
in improving educational standards’ (DoE, 2013, p.1). Another important initiative is
the freedom and flexibility given to the British schools by the government to take
control of their own recruitment and training of teachers through the Schools Direct
agency. With the establishment of the National College for Teaching and Leadership
(NCTL) a new government agency was created to enable and support the development
of a self-improving, school-led system. The agency was formed from the merger, on 2
April 2013, of the National College for School Leadership and the Teaching Agency.
The aims of this agency are, firstly, to improve the quality of the education workforce
and, secondly, to support schools to help each other to improve. Government and local
authorities are working together in order for schools to develop a 0-18 education
system, which means teacher and leadership training and CPD and school-to-school
support are delivered locally by partnerships led by the best head-teachers. In order to

improve the quality of the workforce the NCTL agency promises:
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e to make this process as simple as possible in response to feedback from

schools.

e their regional team to work with schools to set up partnerships, help schools in
their negotiations with teacher training providers over the cost and content of

training, and spread examples of successful practice

e where schools wish to go further and become accredited providers of teacher

training, to help them through this process

e to work with schools to help them embrace the recruitment of early years
teachers (0-5)

e to support school-led licensed providers of leadership development to ensure
that this approach is effective in spotting, training and promoting a new

generation of outstanding school leaders for the 0-18 education system

e to develop and license provision for school business managers, serving heads
and system leaders, ensuring that this draws on the best expertise from

education and beyond

e to work with licensees to ensure the model meets the needs of schools,

addresses the 0-18 agenda, and is increasingly driven by schools themselves

(DoE, 2013, p.1)

In all, while in other countries, much emphasis is placed on school leaders’
recruitment, and training, leadership in Greek schools is an issue of high concern in
recent literature. It is necessary for the state to adopt strategic models of leadership
which are based on coordinating distribution action (Hargreaves & Fink, 2006; Harris
2004), motivation, commitment, a shared vision (Grant, 2006) and collaboration
(Leithwood et al. 2004).

2.5.1.6 Quality assurance procedures

At the same time, another issue of high concern in the Greek education relating to the
leadership and staff appointment is the lack of any quality assurance procedures as
there is no inspection or monitoring of head-teachers after their appointment. Head-
teachers after their appointment can hold their post for two years without any

inspection or monitoring of their work and their appointment may be extended for
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other two years without any valuation of their work. Again in other education systems,
emphasis is placed on quality assurance procedures, inspection and monitoring of
keeping the school standards high. In the UK, for example, robust planning,
monitoring and evaluation by leaders were consistent features of the National Support
Schools agency. School managers analysed a range of performance data, carefully
tracked the progress that pupils made, conducted lesson observations systematically,
and routinely scrutinised pupils’ work to identify strengths and areas for further
development. Staff at all levels were involved in professional dialogue and were
therefore very clear about the expectations of them and the pupils (Ofsted, 2010, p.
11). By involving all staff systematically in monitoring and evaluation, leaders were
able to demonstrate through their own practice how to use a range of leadership skills
effectively. They were also able to identify potential leaders by spotting staff that
already had some or all of these skills and those who needed further development. The
skills included the ability to evaluate the quality of a lesson accurately, to provide
straight feedback and give hard messages, to identify areas of development for the
individuals and school, to analyse a range of data, to synthesise information to identify
priorities, to triangulate information from a range of sources to evaluate the impact of
actions, to present information to a range of audience and to set deadlines and use time

effectively to ensure that they were met (Ofsted, 2010, p.12).

Recent research argues that school leaders should be able to collaborate effectively
with a wide range of agencies and to integrate their work into the work of school
(Rhodes &Bisschoff in Arthur & Peterson, 2012). The emergence of ‘Federations’,
that is, a group of schools in the UK which have formally agreed to work together in
order to improve pupil inclusion and to raise achievement is probably an excellent
example of addressing school improvement via collaboration and knowledge sharing.
‘Federations’ are interested not only in sharing ideas but also resources, staff
development opportunities, leadership and management (Rhodes & Bisschoff in
Arthur & Peterson, 2012). As Chapman et al (2010) points out, the quality of
leadership that head teachers exhibit, can be highly influential in the successful

collaboration within ‘federations’ and can better serve the needs of pupils.

Having discussed important issues concerning school leadership and effective schools,
we conclude with the need for Greek schools to improve their school management and
leadership. It becomes clear, that regarding the establishment and operation of the ‘all-
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day’ primary school, the leadership of this new form of school is a real challenge.
When listening to the voices of teachers, students and parents who express their views
on the effect of the ‘all-day’ school on their lives, it is important also to try to
understand whether the leadership of the ‘all-day’ school plays an important role in the

school’s effectiveness according to their views.

2.5.1.7 Teachers’ voices

Over the years, the role of teachers in education and society has been given the
recognition that it deserves. The importance of the teachers’ role is epitomised in the

following words:

‘Teachers matter. They matter to education and achievement of their students
and, more and more, to their personal and social well-being. No educational
reform has achieved success without teachers committing themselves to it, no
school has improved without the commitment of teachers; and although some
students learn despite their teachers, most learn because of them-not just
because of what and how they teach, but because of who they are as people.’

(Day, Christopher, ACP, 2007)
The importance of the teachers’ role is recognising broadly in the education process.
However, education cannot be improved without teachers’ participation in dialogue and
decision making, without giving them the chance to voice their experience and views
(Cohn and Kottkamp, 1993).

Nowadays, it is commonly accepted by teachers, parents, politicians and educators that
teachers should have a say on issues related to school processes. This is a result of the
teachers empowerment movement which started in the mid 1980s and continues today.
According to Allen (2004), schools have given teachers an important role in leadership
within the school but their voices are still absent from renewal efforts which aim to
improve the educational system. The real empowerment of teachers in a democratic
school environment is closely connected with providing teachers with a significant role in
decision making (Short and Greer, 2002). One of the key factors for a school
environment to become a democratic learning community is to honour its teachers’
voices. Four basic types of voice have been identified by Allen (2004): The voting voice,
the advisory voice, the delegated voice and the dialogical voice. Expressing a voting voice
requires the minimum time, responsibility and risk and has the minimum effect on
teachers’ beliefs, understanding or thinking about teaching and learning. This type of

voice does not allow teachers to improve their professional status sufficiently. Expressing
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an advisory voice allows teachers to take more but not enough time to publicly state their
opinions. It is more satisfactory as a process than expressing a voting voice but again
teachers have little chance to affect and change attitudes, opinions, feeling and actions. In
the case where a school allows teachers to express a delegated voice, they are empowered,
with their representatives participating amongst the leadership team in making decisions,
sharing their thoughts publicly and taking responsibility for final decisions. In cases where
teachers express a delegated voice, although this affects the school climate positively and
empowers teachers’ feelings of ownership towards the school work, it still does not have a
transformational power of teachers’ beliefs and behaviour. Finally, in schools where
teachers have the privilege of expressing a dialogical voice, they have a significant say in
decision-making with the acceptance of a high level of commitment and risk. Irrespective
of the level of democracy within each school established, where teachers can express all
four types of voices, it is important that other stakeholders, including students and parents,
should not be excluded from participating in dialogue and decision making. They should

have the same opportunities to express the same types of voices.

2.5.2 Students’ voices

Students, along with their teachers, play an interactive role in the education process.
They are a significant social group, whose perceptions are valuable to school practices
because they originate from authentic sources and first hand experiences in
classrooms. The notion of listening to students has mostly been overlooked especially
in those cases when changes and strategies have been introduced. According to
American researcher So00-Hoo (1993) students’ feedback from their school
experiences can be vital in evaluating and monitoring renewal efforts. However, what
very often happens is children are excluded from the processes of educational
decision-making (Franklin 1986; John 2003). Researchers have stressed that student
voices have been ignored in policy making, although broadly accepted that their
perspectives are decisive to learning and teaching improvement (Cooper and Mclntyre,
1996; Rudduck, Chaplain and Wallace, 1996). Findings by Fielding and Bragg (2003)
indicate that students can become active and important contributors to school change
and not merely be sources of information. In 1989 the United Nations (UN) with the
declaration of Convention on the Rights of the Child legitimated internationally the

children’s right to voice their views and experience. In Britain implementation and
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legislation of students’ right to voice their perceptions and thoughts was slower but it
was always an issue of concern for the educationalists (Rudduck and Mcintyre, 2007).
The ‘Every Child Matters’ movements (Her Majesty’s Treasury, 2003) emphasizes the
right that children should have to an active say in their development (p.11). However,
in the UK emphasis has been placed on children rights to express their views and
opinions on matters related to social and public policy in recent years (Willow 2002;
Stafford et al. 2003 cited in Hopkins 2008). Internationally there are many examples
of the importance of students’ voices in terms of listening and implementation in
schools. For instance, in Denmark the government has emphasized student voice as a
vehicle for creating democratic schools Flutter, (2007). In the US emphasis has been
placed on the power of student voice to promote diversity and break down racial and
class barriers (Mitra, 2004). In New Zealand students’ voice has been used as a
strategy to encourage active and broad participation of students within schools and
communities (Ministry of Youth Affairs, 2003).

By contrast in Greece students’ voices are not valued although the New School policy
of the Ministry of Education places the student first as the main and most important
factor of the school process (Ministry of Education, 2010, p.2). With students
participating in decision making, students empower their position in the school process
and play an important role in affecting their own learning with extra choices and
responsibilities. Schools can be improved where students alongside teachers are
encouraged and supported in expressing their perceptions of learning and teaching
(Fullan, 2002).

2.5.3 Parents’ voices

Parents’ involvement in school processes is of the same importance as teachers’ and
students. They hold a key role as educational stakeholders. Parents’ involvement in
schooling as advisors, advocators, supporters, tutors or audiences is crucial. Parental
participation is translated as parental involvement in decision making in their
children’s education programs, administration or school management. For instance,
the Australian Family- School Partnerships Framework (DEEWR, 2008) defines this

partnership between parents and school as:

‘Collaborative relationships and activities involving school staff, parents and
other family members of students at a school. Effective partnerships are based
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on mutual trust and respect, and shared responsibility for the education of the
children and young people at the school.” (p. 2)

However, over the last four decades educators have shown an increasing concern
about the degree of parents’ involvement in their children’s education (Ferrara, 2009;
Gibson & Jefferson, 2006; Mapp, Johnson, Strickland, & Meza, 2008). Some hold that
the main reasons behind the obvious decline of parental involvement in their
children’s education are the constantly increasing number of parents in the work force,
the declining role of family and the rapid changes occurred by the turn of the
traditional societies to the modern ones (Jeynes, 2006, 2010; Mapp et al., 2008).
Researchers also argue that the new realities of the today’s modern societies have
affected the children of the urban areas more than any other social group (Jasis &
Ordonez-Jasis, 2012; Lightfoot, 2007; Mapp et al., 2008).

e Parent involvement in diverse educational systems
Despite the fact that parents should have the same opportunities as teachers and
students to voice their views and experience from their participation in the school life,
the review of different educational systems reveals that their role is not equally
perceived in diverse educational contexts. In the United States parental involvement is
defined by the United Code of Law as ‘parents’ participation in regular, two-way, and
meaningful communication, involving student learning and other school activities’
(USCS 7801, p.32). The school encourages parents’ involvement in school-sponsored
programmes designed to enhance students’ academic achievement (Jeynes, 2012).
Parents’ involvement can take the form of parenting, communicating, volunteering,
learning at home, decision making and collaborating with the community (Epstein,
2001). Regardless of the form of parents’ involvement in their children education the
main purpose of this involvement is for their children to do well in school (Ferrara,
2009; Gibson & Jefferson, 2006; Mapp et al. 2008). Recent research has shown that

parental involvement enhances student educational outcomes (Jeynes, 2012).

In the United Kingdom, a country where parents play a crucial role in school life,
school governors shape one of the largest volunteer groups in the country with active
and influential involvement in the English schools (Ofsted, 2011). Specifically, every
school’s governing body is comprised of various groups of governors such as parent

governors, school staff governors, authority governors and community governors with
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the responsibility of raising schools standards. The number of the different categories
of governors depends on the form and size of the school. According to an Ofsted
(2011) report, since 1988, school governing boards have been given more
responsibilities and their role has become more important than ever before with the
increasing autonomy gained by the schools. Amongst these responsibilities, the
enhancement of school leadership by providing support and ensuring the statutory
duties are met alongside with the appointment of the head-teacher are considered the
most important for school governing bodies (Ofsted, 2011).

Her Majesty’s Chief Inspector’s Annual Report for 2009/10 identifies that:

‘Governors are most effective when they are fully involved in the school’s self-
evaluation and use the knowledge gained to challenge the school, understand
its strengths and weaknesses and contribute to shaping its strategic direction. In
contrast, weak governance is likely to fail to ensure statutory requirements are
met, for example those related to safeguarding. In addition, where governance
is weak the involvement of governors in monitoring the quality of provision is

not well enough defined or sufficiently rigorous and challenging.” (Ofsted,
2011, p. 4)

According to the Children’s Plan published by the Department for Children, Schools
and Families (DCSF) in 2007 parental involvement in children’s education from an
early age and throughout school make a positive difference to pupils’ achievement.
The partnership between parents and school in order to support children in their
learning is highlighted by the DCSE report with emphasis placed on the importance of
schools to encourage parents to participate in their children education (DCSF, 2007).
Parents as educational stakeholders provide schools with valuable help. Their
involvement and cooperation with the school can enhance student achievement
(Koshy, Brown, Jones &Portman - Smith, 2012). Research has shown that effective
parental involvement in school leads to considerable benefits for students across all
years and it is seen as important in supporting student achievement (Baker & Soden,
2005; World Bank, 2008).

In Greece parents’ involvement is less critical compared to other educational systems
around the world. In Greece, each school forms its own parents’ committee according
to the Law 2621/98. Parents’ participation takes place with representatives to
educational councils and committees and gives them the opportunity to associate with

their children’ school and teachers. Parents’ responsibilities start with their children’s
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enrolment at the age of 6 years in the school district of their permanent address.
Parents have to ensure their children’s regular attendance at school during the nine
years of their compulsory education. They also have to meet their children’s teachers
at the end of each school term to get informed about their progress. Sometimes parents
ask to meet teachers without any appointment if they feel that they need to
communicate about any issue concerning their children. Many schools have fixed days
for parents- teachers meetings, which can be once a month. In some schools the
teachers association decides and organizes meetings with parents to discuss special
educational issues, while, in some others, the parents’ association organizes meetings
with the teachers. Compared to the UK, the United States and Australia, Greek
parents’ contribution to school processes is limited and they have no impact on the
school function, process of staff selection, curriculum development or student

achievement.

Overall, research has clearly shown that strong parent—teacher relationships lead to
increased parental involvement in school with an important and lifelong impact on
children’s academic achievement (Lawson, 2003; Mann, 2006). According to Cotton
and Wikelund (2001), parents’ involvement in their children's educational process by
attending school functions, participating in the decision making process, encouraging
students to manage their social and academic time wisely, and modelling desirable
behaviour for their children, represent a valuable resource for schools. Students also
benefit from their parents’ interaction with teachers and their participation in the

school life.

e Parents’ role in students’ homework
It is parents’ belief that parents should be involved in student homework as their
involvement can have a positive impact on their children’s school performance and
most importantly because they perceive that teachers want their involvement in student
homework. Parents’ support takes the form of ‘establishing structures for homework
performance to teaching for understanding and developing student learning strategies
(Hoover-Dempsey, Battiato, Walker, Reed, DeJong & Jones, 2001, p. 195).The
Effective Provision of Pre-School Education (EPPE) project, a large-scale study
carried out in 2007 in the UK with the participation of 3,000 children, whose progress
was monitored from the age of three, revealed that parental involvement in a range of

homework activities was linked with positive student outcomes. However, there is
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mixed evidence on whether or not parental involvement in homework affects pupils’
achievement (Goldman, 2005; Desforges & Abouchaar, 2003; Peters, Seeds, Goldstein
& Coleman, 2008; Duckworth, 2008; Flouri &Buchanan, 2004). A study from the
United States reveals that different forms of parent involvement in homework (e.g.
support for children’s autonomy) may be linked with high test scores, while others
(e.g. direct involvement) are linked with lower test scores (Sharp, Keys, & Benefield,
2001). From the students’ perspective, parental involvement in homework is perceived

as a positive experience which can help them to do well in tests at school.

All the above studies focus on the importance of parental involvement in pupils’
homework mainly completed at home. However, in contemporary societies a number
of challenges such as work commitments for both parents, single parents, childcare
issues of other children, lack of time and difficulties with literacy and numeracy
prevent parents from providing their children with their homework support needed
(Farrell, 2003; Bynner & Parsons, 2006). In such cases, the school is called to provide
parents with the chance for their children to complete their homework at school, and
this was one of the aims of the ‘all-day’ school in Greece (Ministry of Education,
1998). Whether or not this aim has been achieved, it is a matter for the parents to
voice their experience throughout their interactions with their children and their
school. Overall, international studies reveal that parents should have their own voice
expressing any views and opinions concerning their children’s education (Epstein,
2001; Epstein and Sanders, 2002; Henderson and Mapp, 2002; Hill and Taylor, 2004;
Bacete and Rodriguez, 2004; Hogue et al., 2002; Jeynes, 2005; Sheldon and Epstein,
2005). Their voices are important for a democratic school environment and can be

crucial in school renewal efforts.

Overall, in this research, teachers, students and parents are called to express their
voices about the operation of the ‘all-day’ school and the effect of this new form of
school on their lives. As Armstrong (2008) has stressed it is important for all members
of a school community to be given the respect and recognition needed for the best

school practices to be developed
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2.6 Conclusion and summary

The following graph (see Figure 2.3) illustrates how the review of the literature
influenced the formation of research questions and the methodological design of this
study. Specifically, global social changes such as the increasing number of women in
the workforce as well as the entrance of Greece in the European Union, existing
theories on learning and teaching, and the establishment and operation of the ‘all-day’
school in other countries explain the need for reforming primary education and
implementing the ‘all-day’ school in Greece. In order to examine the impact of the
institutionalization of the ‘all-day’ school in Greece, the pedagogical and social aims
of the ‘all-day’ school will be examined to identify whether they have been put into
practice. The voices of teachers, students and parents involved in the ‘all-day’ school
will be analyzed by adopting a phenomenological approach and by using, as methods

of data collection, interviews and questionnaires.
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This thesis gives voice for first time to teachers, students and parents to express their
views, beliefs and experience resulting from their participation in the pilot ‘all-day’
schools which are the most organised and well functioned ‘all-day’ schools in Greece.
Reviewing the previous studies concerning the institutionalization of the ‘all-day’
school, it is obvious that there is no clear differentiation between different types of
schools and this causes confusion as to which type of ‘all-day’ school they are
referring to. The review of studies conducted in order to examine the effect of the
phenomenon of the ‘all-day’ reform in primary education in Greece have shown many

limitations and weaknesses which the present study aspires to overcome.

In light of the foregoing issues coupled with the scarcity of research on the pilot ‘all-
day’ primary education in Greece, there is a need to carry out research in this context
with a specific focus on the effect of the pilot primary ‘all-day’ schools, with
compulsory school attendance for all students. Therefore, the need to investigate the
effect of the specific ‘all-day’ school reform on teachers, students and parents is a

worthwhile undertaking.

This research is designed to understand how the ‘all-day’ schools are operating in the
context of the primary education in Greece. More importantly, this focus was explored
by investigating the perceptions of the three main stakeholder groups participating and
directly affected by the operation of the ‘all-day’ school: Teachers, parents and pupils
are going to voice their experiences and give their accounts about the importance and
consequences of this educational reform on their lives. This research seeks to unpack
the tensions and dilemmas which existed. The next chapter will explain how this

important research was undertaken and how challenges were handled.
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Chapter 3 - Methodology

3.1 Introduction

In Chapter Two the relevant literature related to the research question was explored in
appropriate detail. In this chapter the methodology and methods used in this research
project are presented and discussed in detail, the research paradigm employed for this
thesis is discussed, alongside with an overview of the phenomenological approach and
how it applies to this research. The methods used for data collection are discussed in
detail, justifying the decision of using them under the criterion that they provide
evidence appropriate to elucidation of the research questions. At the same time, any
inherent limitations of these methods are also discussed as each research method has
its weaknesses and strengths. Ethical considerations alongside the measures taken for
verification and authenticity of the data will be explained and critically analyzed.

3.2 Problem identification

Greece has a long history of educational reforms despite its strong and very influential,
cultural and social structures which have sustained a traditional and strictly centralized
educational system for years. A review of the major educational reforms have been
presented in the Literature Chapter trying to illustrate the changes took place in Greek
Education. The focus of this research is the reform of the ‘all-day’ school legislated
and initiated in the period 1997-2002 in response to the apparent need for an increased
work force. In addition, the growing number of working mothers meant that children
needed to be looked after in a safe environment beyond mainstream school hours.
Since then the ‘all-day’ school remains a project in progress facing a lot of obstacles

with the most recent being the economic crisis in Greece which has badly affected all
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the sectors, private and public, of the country, and consequently the public schools of
all levels. A limited number of studies have been undertaken examining separately the
effect of ‘all-day’ school on teachers’, students’ and parents’ lives. However, it is the
first time that the three groups of the key stakeholders can voice their experience and
opinions about the effect of the ‘all-day’ school on their lives. This is worthy of

research efforts.

3.3 Research aims and objectives - Research questions

The aim of this research is to provide the data on the perceptions and feelings of the
three key groups of participants, teachers, parents and students, who are playing an
important role in the operation and expansion of the ‘all-day’ school and this is the
main concern of this dissertation. In this research, teachers, students and parents are
called to express their voices about the operation of the ‘all-day’ school and the effect
of this new form of school on their lives. Armstrong (2008) has stressed that all
members of a school community should be given the respect and recognition needed

for the best school practices to be developed.

More specifically, the research question “What is the impact of the institutionalization
of the ‘all-day’ school in Greece on teachers’, students’ and parents’ lives” has been

broken down into the sub-questions:

e To what extent have the theoretical aims of the ‘all-day’ school been put into
practice? Have the social and pedagogical aims of the ‘all-day’ school been
met into practice?

e How do teachers believe the ‘all-day’ school affects their professional lives?
What are their perceptions about the effect of the ‘all-day’ school on teachers’
relationships? What the influence of the ‘all-day’ school’s curriculum on their
teaching practices and its effect on students learning?

e How do parents believe the ‘all-day’ school affects their lives? What are their
perceptions about the effect of the ‘all-day’ school on their children learning?
What are their opinions about the effect of the ‘all-day’ school on their children
relationships with their teachers?
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e How do students believe that the ‘all-day’ school affects their learning? What
are their perceptions and feelings about the effect of the ‘all-day’ school on

their relationships with their teachers?

3.4 Theoretical perspectives

When research is undertaken, it is important to consider different research paradigms
and matters of ontology and epistemology. Ontology (from the Greek words ov +
Aoyoc) means the science or study of being (Blaikie, 1993). Ontology is referring to the
claims and assumptions that a particular approach to social enquiry makes about the
nature of the social reality. It claims about what exists, what it looks like, what units

make it up and how these units interact with each other (Blaikie, 1993).

Epistemology (from the Greek words emiotnun + Aoyoc) is the theory or science of the
method or grounds of knowledge. Epistemology is referring to the claims or
assumptions made about the ways in which it is possible to gain knowledge of the
reality, whatever it is understood to be. An epistemology is a theory of knowledge. It
presents a view and justification for what can be regarded as knowledge, what can be
known and what criteria such knowledge must satisfy in order to be called knowledge
rather than beliefs (Blaikie, 1993).

Epistemology considers views about the most appropriate ways of enquiring into the
nature of the world (Easterby-Smith, Thorpe and Jackson, 2008) and ‘what is
knowledge and what are the sources and limits of knowledge (Eriksson and
Kovalainen, 2008). Ontology considers what constitutes reality. Hach and Cunliffe
(2006) summarize epistemology as ‘knowing how you can know’ and are asking how
knowledge is generated, what criteria discriminate good knowledge from bad
knowledge, and how should reality be represented or described. They conclude that
there is an inter-dependent relationship between epistemology and ontology and how,

one both informs, and depends upon, the other.

The strong link between epistemology and ontology helps to understand the position
of the researcher. Thinking that we all have inherent preferences that are likely to

shape our research design (James and Vinnicombe, 2002), these aspects are described
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by Blaikie (2000) as part of a series of choices that the researcher should consider and
must connect them back to the original research problem. If this is not achieved, then
methods which are incompatible with the researcher’s stance may be adopted and as a

result the final work will be undermined through lack of coherence.

To conclude, basic ontological and related epistemological positions shape the
‘research philosophy’ (Saunders, Lewis and Thornhill, 2007) what in other words
Blaikie (2000) describes as ‘research paradigm’. Denzin and Lincoln (2003) describe a
research paradigm as ‘an interpretive framework’ and in the words of Guba as ‘a basic

set of beliefs that guides action’.

3.5 Research paradigm and approach

In educational and social research, several major paradigms may be considered, each
with their particular philosophical presuppositions and methods which the researcher
considers regarding the particular research questions under investigation. In this study,
a significant usage and respectability of qualitative research has been employed (Dam
and Volman, 2001). Mainly, the qualitative research approach deemed as the most
suitable to the research question, aims and objectives of the research context.
Moreover, an emergent research design proved valuable in this research context as it
provided flexibility to the research process and changes could be made if any needed
(Maykut and Morehouse, 1994), Merriam, 1998). The pilot ‘all-day’ primary school in

Greece is being treated as an educational phenomenon, in this research.

Several critical beliefs dominate in qualitative research. Their main focus is on the
experience and processes of self-understanding and that of others. Meaning derivation
is also the main element of this research type (Keller and Mohammed, 2003).
Quialitative research is closely connected with the effort made by an individual to
understand their world by interpreting the human experience in a subjective way,
according to Cohen et al (2007). The emphasis is on ‘Verstehen’ (understanding), a
term attributed to Weber (Crotty, 1998). The interpretive researcher accepts that the
observer makes a difference to the observed and that reality is a human construct
(Wellington, 2000), therefore research conducted within the interpretive paradigm

cannot be separated from the values of the researcher (Mertens, 1998). Interpretivism,
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which focuses on the meanings people bring to situations, is associated with

qualitative methods (Punch, 2009) of data collection.

In the social world it is argued that individuals and groups make sense of situations
based upon their experience, memories and expectations. Meaning, therefore, is
constructing and reconstructing constantly through experience and resulting in
different interpretations. These multiple interpretations create a social reality in which
people act. According to Saunders, Lewis and Thornhill (2007) the focus of the
researcher should be on understanding the meaning and interpretations of ‘social
actors’ and to understand their world from their point of view. Therefore,
understanding what people are thinking, feeling and how they communicate verbally
and non-verbally is considered very important (Easterby-Smith, Thorpe and Jackson,
2008). Given also the subjective nature of this paradigm and the emphasis on the
language, qualitative approaches of data gathering are associated with this paradigm
(Eriksson and Kovalainen, 2008). Concluding and according to Miles and Huberman
(1994) the researcher can be seen as the main measurement device of the study in an
interpretivist paradigm. However, the close nature of the researcher and the researched
in this paradigm and the risk that any interpretation is framed within the mind of the

researcher means that it is necessary careful steps to be followed to avoid bias.

According to O“Donoghue (2007) educational research can be informed by one of
four important theories, positivism, interpretivism, postmodernism and critical theory,
as they are described by Walcott; each of which can be further subdivided into several
theoretical perspectives. The specific paradigm being employed in this research is

interpretivism.

3.6 Approach of this study

This research study adopts the interpretivist paradigm. The main aim of this study is to
explore the thoughts, feelings and perspectives of the teachers, the students and the
parents about the establishment and the operation of the ‘all-day’ school in Greece.
The study does not set to examine pre-existing theories but relies instead on qualitative
data, collected from policy documents as well as questionnaires and semi-structured
interviews with the ‘actors’ of this study, teachers, students and parents of eight ‘all-

day’ schools.
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Two methods of data collection have been utilized in this research. Questionnaires and
interviews have been simultaneously conducted in order teachers, students and parents
to voice their thoughts and experiences from their every day involvement, in this
operation of the ‘all-day’ school.

The study tries to discover and understand the individual and shared sense of meaning
regarding the ‘all-day’ school policy. Interpretivism gives emphasis to the meaning
people bring to situations and it is more likely to be associated with qualitative
methods of data collection (Punch, 2009). The study is also interested in the factors
that affect the different interpretations gathered from the informants with emphasis on
understanding the individual and shared meaning rather than explaining underlying
mechanisms or identifying casual effects. This study is inductive rather than deductive
and theory building rather than theory testing (Hartas, 2010). Inductive methods are
exploratory, trying to build accounts from what is emerged from the data collection. In
this research, qualitative data revealed the teachers’, students’ and parents’ own words,
meanings and reality (Punch, 2009). This study gave them the opportunity to describe

their own situations, from their own perspectives, it gave them voice.

Examples of theoretical positions within interpretivism are ethnomethodology,
hermeneutics, phenomenology and symbolic interactionism (O“Donoghue, 2007).
Phenomenology has chosen for this research as the most appropriate qualitative
approach and it will be examined in the following section.

3.6.1 Phenomenological approach

Phenomenology (from Greek phainomenon ‘that which appears’ and 10gos ‘study’)
means ‘the description or study of appearances’. As a philosophical term
phenomenology can be traced back as early as 1765 in the work of Kant (Moustakas,
1994) and in the writings of Mach, the philosophical positivist (Spiegelberg and
Schuhmann, 1994). However, the mathematician Edmund Husserl (1859-1938) is
regarding ‘the fountainhead of phenomenology in the 20" century’ (Vandenberg,
1997:11). He was highly interested in discovering the meanings and essences of
knowledge claiming “Zu den Sachen’ which is translated as ‘back to the things
themselves’ (Moustakas, 1994:26; Crotty, 1998:78; Cohen et al., 2000:24). To achieve

this it is significant to return to the self to discover the meaning and nature of objects
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as they appear in their essence (Crotty, 1998). Phenomena should be experienced first-
hand ignoring any prejudgments - understandings, judgments and knowing- what
Husserl calls ‘epoche’ (Moustakas, 1994:33).

Phenomenology is an in depth analysis of a phenomenon, a thing known to us through
our senses. It deals with the view of a phenomenon (Peim, 2001). It is the research
approach focused on how life is experienced from the perspective of an individual. It
is concerned with the nature of ‘being in the world’ (Heidegger, 1962) and the lived
experience of human beings within the ‘life-world’ (Husserl, 1970). This practically is
extended and associated with the way people are experienced their lives and how they
manage to do the every-day things on which the social life depends (Moustakas,
1992). It is experienced directly rather than conceived in the mind as an abstract
concept or theory. Phenomenology aims to picture the ‘things themselves’ as these are
experienced by individuals rather than categorizing and measuring them (Denscombe,
2007).

Within phenomenology, people are creative interpreters of events who, through their
actions and interpretations, make sense of their world. The processes of interpreting
sights and sounds into meaningful events are not unique to each individual. They must
be shared with others who live in the group of community (Berger and Luckmann,
1967). By sharing their interpretations of their experiences with others they interact,
communicate and understand the intentions of others. This is how social life is

constructed by those participate in it.

The task of a phenomenologist is to present the experience in a way that is faithful to
the original. This enables the researcher to consider and listen to the voices of others,
to understand things in the way they are understood by them and to adequately
describe these things as the group in question experiences the situation. Through the
phenomenological approach the researcher is encouraged to provide a detailed
description of experiences with the minimum reliance on the researcher’s beliefs,
expectations and predispositions about the phenomena under investigation. For this
purpose and for phenomenologists, to be able to provide a ‘pure’ description, they
should approach things without predispositions based on events in the past, without

suppositions drawn from existing theories about the phenomenon under investigation
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and without using their every day common sense assumptions. This is feasible for the
researcher by ‘bracketing off” all the predispositions by adopting the stance of ‘the
stranger’ (Schutz 1962).

Summarizing and taking into consideration that the ‘all-day’ school is a complex
phenomenon and there was the need for authentic accounts to be gathered from
teachers, students and parents, the ‘actors’ of this study, phenomenology research was
chosen as the most suitable for this study. The phenomenological approach also treats
people in a humanistic way interested in investigating closely the lived experiences of
people. In the case of this study, the experiences of teachers, students and parents
were examined drawing from their active and everyday living in the ‘all-day’ school.
This study was a small scale research which deployed qualitative methods of data
collection, a research design which employs phenomenology. Finally, phenomenology
provides an inherent potential for describing experiences which are immediately
accessible and interesting to a wide range of readers. In the case of the ‘all-day’
school, the perspectives of students, teachers and parents in relation to the ‘all-day’
school are detailed thus illuminating their lived experiences. This thorough account is
expected to attract the interest of education policy-makers and educators in order to

consider possible improvements of this institutionalization.

3.7 Participants’ voice in research

According to Denzin and Lincoln, (2005) traditional research limited the role and
autonomy of its participants, denying them ownership of the research process, results
and outcomes leaving the participants in a less powerful position comparing to the
researcher. In the recent years this positioning has been challenged recognizing a more
equal relationship between researcher and participant, which gives the extra validity to
the voice of the participants. More importantly, there has been a particular interest in
the representation of voices of research participants whose voices are often not heard,
such as the young, the old, ethnic minority groups, and vulnerable people (Clough and
Nutbrown, 2007). The reasons for this interest could be political and economic reasons
for this interest, as these groups can be viewed as consumers or users of certain
provisions; for instance children can be seen consumers of educational provision

(Tangen, 2008). In qualitative research the use of voice has been valued because it
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has been received as the voice which speaks the truth (Jackson and Mazzei, 2009).
Moreover, an extra emphasis is giving on allowing readers to hear the words of the
informers (Guba and Lincoln, 2005). The aim of this research is to give teachers,
students and parents a voice to express their thoughts and feelings concerning the ‘all-

day’ school reform.

3.8 Research sample and sampling strategy

Having discussed the research theory, and the importance of considering in research
the participants voices, in this section the process of sampling and sample’s
characteristics will be analyzed and presented. Considering the aims of the present
study, parents, teachers and students constitute the population under examination. In
order to identify study’s sample, eight (8) amongst 16 ‘all-day’ Greek schools in the
District of Athens were contacted (see table 1). The Greek Ministry of Education has a
directory of all the public educational institutions in operation (www.minedu.gr); this
was used as the primary sampling frame. In order to identify the population directed
by the Research Question, the primary sampling frame used to create a secondary
sampling frame listing all 28 pilot ‘all-day’ primary schools operating in Greece. In
total, a purposive sample of 8 pilot ‘all-day’ primary schools took part in this research.
More specifically, information about the number of schools, related contact details as
well as permission to carry out the research (see permission request Appendix x) were
derived from the Pedagogical Institute of the Ministry of Education of Greece. The
Pedagogical Institute informed in writing the head teachers of the eight chosen schools
about their participation in the research process. In this way, the researcher gained

official access to their premises (see Appendix 2).
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Table 3. 1The eight (8) all-day’ schools in Athens chosen for this research

No of schools Educational Peripheries in Athens Name of school
1 Office of Primary Education of A" Athens 50" School of Athens
2 Office of Primary Education of A" Athens 89™ School of Athens

Office of Primary Education of I'" Athens 4" School of Agion Anarguron
3 - Athens
4 Office of Primary Education of A" Athens 30™ School of Athens

Office of Primary Education of A" Athens 5" School of Galatsiou-
5 Athens
6 Office of Primary Education of A" Athens 138" School of Athens

Office of Primary Education of Piraeus 1" School of Peramatos-
7 Piraeus

Office of Primary Education of B” Athens 2" School of Mellision-
8 Athens

All of the eight ‘all-day’ schools would be regarded as large schools with around 200-
300 pupils. These schools are 1-2 form entry schools with students from year 1 to year
6 and they were chosen to operate as pilot ‘all-day’ schools from the academic year

1999-2000.

3.9 ‘All-day’ school sampling

As Denscombe (2007) states while undertaking research it is impossible to access
every “element” within a given population. Purposive sampling (Punch, 2009:162)
was the method deployed for selecting the eight ‘all-day’ schools. Even though this
sampling technique is considered to be selective and non-representative of the wider
population (Cohen et al., 2000), it was however deployed, since the focus of the study

was not the generalization of findings beyond the sample in question. Instead the study
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aimed at acquiring qualitative information about the views, experiences and thoughts
of the stakeholders involved in the operation of the ‘all-day’ school. The number of
chosen ‘all-day’ schools (8) was determined by the researcher’s aim to gain
information by visiting at least one school from each of the educational peripheries of
Athens. In the periphery of Attica (Athens) 16 pilot ‘all-day’ schools are operating in

total.

3. 10 Research design and phases

The methodological design of this study has affected by theoretical orientation and
practical issues (McDonnell et al, 2000). The research design and research timeline are

reflected in Figures 3.1 and Table 3.2 respectively.

Figure 3. 1 Research design
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Table 3. 2 Timeline of data collection

Research Timeline (years)

2007-2008 Planning Phase

Identify research questions

Devise guestionnaires and interviews
Ethical clearance

Pilot study

2008-2009 Action Phase

e Send questionnaires
e Conduct interviews

2009-2011 Reflection Phase
e Data analysis (NB informal analysis begins as soon as data
is received)
2010-2013 Writing up Phase

3. 11 Research methods

One of the main concerns while conducting research is to make the right decisions in
choosing the most appropriate research methods for the collection of data. As
mentioned in the previous sections the chosen methodology affects significantly the
final decision of the research methods. Research methods should be closely connected
with the research ideology and methodology. In addition the appropriateness of
research methods depend on the research question and the purpose of the research
(Seidman, 2006). This section will discuss and justify the methods used in this
research. The data collection encompassed two methods: Questionnaires and

interviews.

3.11.1 Questionnaires

The first method for data collection was the use of questionnaires distributed to the
teachers and parents of the °‘all-day’ schools. Questionnaires are a valid and
substantial type of data collection method that is frequently used within educational
research. They allow for investigating in percentages (%) opinions, perceptions and
views across a larger number of individuals and within groups (Oppenhein, 1992).
They can be used for collecting information quickly and relatively inexpensively (Bell,

2010). However, the term ‘quickly’ is highly arguable as the production and
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administration of an effective questionnaire requires extra skills especially in the case

of its piloting and redrafting phases (Munn and Drever, 1999).

e Strengths and limitations of questionnaires
Questionnaires, however, as any method of data collection have both advantages and
disadvantages. In summary, the advantages of questionnaires are the following: They
are the only way of retrieving information from a large set of people; they are
considerably more efficient in both time and money costs; it is easy to resend them
back to research participants if required (Denscombe, 2007). The disadvantages of the
questionnaires are that the sample may not be representative; participants may
misunderstand the questionnaires or their answers might be ambiguous; this can lead
to answers which are irrelevant or confusing for the researcher and as a result make
analysis difficult, which can affect the reliability (Cohen, Manion & Morrison, 2007);
respondents may ask for help to answer questions so the responses might not represent
their knowledge, experience and personalities; the answers may be incomplete or
poorly completed (Robson, 2002; Denscombe, 2007).

e Construction and piloting of questionnaires
Self-completion structured questionnaires were used to examine the experiences, the
perceptions, beliefs and thoughts of teachers and parents. These questionnaires were
designed for collecting data about participants’ opinions regarding the aims of the
‘all-day’ school; their perceptions on the effect of the ‘all-day’ school on teachers,
students and parents; their experiences about the relationships (teachers relationships,
teachers-parents relationships, teachers-students relationships, students relationships);
their opinions about the curriculum of the ‘all-day’ school; and their perceptions about
whether or not the ‘all-day’ school needs to be expanded or reformed. The formation
of the questionnaire was based on the theoretical aims of the ‘all-day’ school, as

defined by the government gazette (law N.2525/97).

The questionnaire schedules were piloted with a small number of head-teachers, class
and specialist teachers, parents and students identified in the close environment of the
researcher. Piloting is essential when constructing questionnaires since it provides
insights to ways of improving the instruments (De Vaus, 2001). It is a critical process

in developing the suitable questions (Cohen, Manion & Morrison, 2007; Denscombe,
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2007). The results of the piloting of the instruments improved the formation and
clarity of the questions, modified the layout of the questionnaire and enhanced the
design of the questionnaire. Appropriate adjustments were made, such as rephrasing
questions, replacing unfamiliar terminologies with simpler and clearer phrases and

reordering questions.

3.11.2 Questionnaire content

e Parents’ questionnaires (see Appendix 9/10)
The questionnaire for the parents consisted of twenty six questions; involving five
multiple choice questions about the pedagogical aims of the ‘all-day’ school (i.e. The
‘all-day’ school has enabled my child to feel happier about his/her learning), nine
questions about the social aims of the ‘all-day’ school (i.e. The ‘all-day’ school helps
my child to co-operate better with their teachers), four questions about the role of the
different teachers working in ‘all-day’ school, five questions about the effect of the
‘all-day’ school on parents’ lives and three questions asking parents whether they
believe the ‘all-day’ school is necessary for the elementary education and if it needs to

be reformed.

e Teachers’ questionnaires (see Appendix 7/8)
The questionnaire for the teachers consisted of twenty eight questions; the aim of the
first four questions was to collect demographic data from the participants (i.e. age,
years of working experience); six questions were related to pedagogical aims of the
‘all-day’ school (i.e. The ‘all-day’ school provides for enrichment of the curriculum by
teaching additional academic subjects and activities); there were eight questions
concerning the social aims of the ‘all-day’ school (i.e. The ‘all-day’ school provides a
reduction in ‘para-paideia’ and financial relief especially of those of the lower class);
five more questions concerning the curriculum of the ‘all-day’ school were included
(i.e. To what extent do you think the ‘all-day’ school has affected the morning and
afternoon school); three questions were about the relationship between parents,
teachers and students; finally, two questions were included on the necessity of the

‘all-day’ school for elementary education and if it needs to be reformed.
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3.11.3 Administration of questionnaires

It is of common practice the use of self-administered questionnaires in conducting
school research (Leeuw and Hox, 2008). While distributing and asking from the
participants to complete a self-administered questionnaire there is not any interference
of the researcher to oversee the survey, ask questions or record answers. For the
purposes of this research, the researcher arranged with the head teacher of each ‘all-

day’ school a day and time for allocating the questionnaires.

e Parents’ questionnaires
Parents’ questionnaires were given to all students of each school along with a cover
letter describing the aims of the study and requesting parents’ cooperation. Students
were requested to forward the questionnaires to their parents. Completed
questionnaires were returned to school by students. The collected questionnaires were
counted and numbered. E-mails were sent to those participants who had provided

email addresses to thank them for completing the questionnaires.

e Teachers’ questionnaires
Teachers’ questionnaires were allocated to the teachers of each school the day the
researcher visited the school to conduct the research. All teachers present at school on
the arranged day of allocation completed the questionnaire. The teachers spent
approximately 15 minutes completing the questionnaires. At the end of the process,
they handed them to the researcher. The number of questionnaires received from
teachers was 60, response rate 56% while the number of questionnaires received from

parents was 315, response rate 39% (see table 2)
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Table 3. 3 Questionnaire response rate

No | Name of school | Participating No. of Participating No. of
teachers responses parents responses
received received
% %

1 50" School of | 16 10 62 | 102 34 33
Athens

2 89™ School of | 12 8 67 | 98 49 50
Athens

3 | 4™ School of |15 9 60 | 113 66 58
Agion-
Anargyron -
Athens

4 | 30" School of |15 10 67 | 96 21 21
Athens

5 |5™ School of |10 7 70 | 105 48 45
Galatsiou-
Athens

6 138™ School of | 12 6 50 | 89 29 33
Athens

7 1% School of | 13 5 38 | 109 42 38
Peramatos-
Piraeus

8 | 2" School of |14 5 36 | 103 26 25
Mellision-
Athens

Total number  of | 107 60 815 315

responses

Response rate 56 % 39 %
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As a means to increase the response rate of teachers’ and parents’ participation in the
study, a) the researcher ensured the head-teachers’ and teachers’ support and
cooperation by emphasizing the importance of the study, b) the distribution of
questionnaires took place the second school term during which the ‘all-day’ school, as
reported by teachers, operates smoothly in terms of human resources, c) the
questionnaire was carefully designed and piloted to improve understanding and attract
the participants’ interest, and d) the researcher travelled to the schools as many times

as needed to collect the questionnaires.

3.11.4 Questionnaire analysis

The questionnaires were manually analyzed using the SPSS software package. The
demographic data concerning the participant groups, teachers and parents was
analyzed and presented in graphs. The data was entered into an Excel spread sheet
under identified headings. Response table is double checked for accuracy to maintain
high integrity data output. After this phase the responses were calculated. At this stage
duplications and faulty categorisation of headings were checked again and finally the

necessary adjustments made.

3.11.5 Interviews

The use of semi-structured interviews with the teachers, the parents and the students of
the eight ‘all-day’ schools has been employed as the second method for this research.
Through interviews participants are given a voice to discuss their interpretations of the
world in which they live and to express how they regard situations from their own
point of view (Cohen et al., 2000: 267). These interpretations of the ‘all-day’ school’s
main stakeholders, teachers, students and parents were what this study aimed to

explore, examining the phenomenon of ‘all-day’ school reform.

Interviewing is an intentional conversion which informs and helps the researcher to
understand how participants make meaning based on their experiences. An interview
is mainly suited for studying people’s understanding of the meanings of their lived
world, describing their experiences and clarifying their own perspectives on their lived
world which is particularly important within this research project (Kvale, 1996, p.105).
Cohen et al (2007) support this view arguing that interview is not just a method of

gathering information about life; it is rather a fragment of life itself. Moreover,
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interviews in comparison with other methods, for example with questionnaires, allow
for the opportunity to clarify responses which are unclear and cause confusion to
interviewee. They facilitate a considerably deeper understanding and knowledge of the
individuals meaning in their responses (Kvale and Brinkmann, 2008).

e Strengths and limitations of interviews
Interviews, as a data collection method, have advantages and disadvantages. One
important advantage of the interview is that it allows for greater depth than in the case
of other methods of data collection, such as questionnaires for example (Cohen,
Manion and Morrison 2007). This is achievable because the gathering of information
comes directly from the research objectives. An interview provides access to what it is
supposed to be ‘inside a person’s head’, what a person knows (knowledge or
information), what a person likes or dislikes (values and preferences) and what a
person thinks (attitudes and beliefs) (Tuckaman in Cohen, Manion and Morrison,
2007).Secondly, this method could be used to test hypotheses or to suggest new ones;
or as an explanatory device to help identify variables and relationships. Thirdly, the
interview could be used in connection with other methods in a research undertaking
(Cohen and Manion and Morrison, 2007). This connection is needed in the case of
unexpected results, or to validate other methods, or to go deeper into the motivations

of respondents and their reasons for responding as they do.

Despite the frequent use of interviews in research, limitations have been identified in
their use as a research method. One of the most controversial issues concerning the use
of interviews is this of the stability of interviewees’ perspectives. The question in
debate is if they can be treated as reliable informants about situations (Hammersley,
2008; Schrank, 2006). However, the answer to this is that researchers conducting of
qualitative research are interesting in knowing the reality as alleged by the
participants. As a result, participants’ accounts are considered as reliable and valuable
as the outcome of their truths. Another disadvantage is that it can be prone to
subjectivity and bias on the part of the interviewer. In the case of my study, the use of
interviews in connection with the use of questionnaire aimed to confine this kind of

disadvantages to minimum.
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e Semi-structured interviews
Taking into consideration the advantages and disadvantages of interviews and the
different types of interviews, a semi-structured interview with open-ended questions
was decided. Semi-structured interviews could allow for follow-up questions for
clarification, to encourage interviewees to provide more information and examples in
order to achieve depth and complexity of data. Semi-structured interviews were
considered to be the most suitable type of interview due to context sensitivity. They
allow expansion during interviewing, new themes to be included and generally further
exploration based on the interviewees’ responses (Cohen et al., 2000). Whilst it is
possible to ask open-ended questions within a questionnaire, this can give rise to
answers which are irrelevant or confusing for the researcher and subsequently make
analysis difficult, potentially compromising the reliability (Cohen, Manion &
Morrison, 2007). In contrast, an interview allows for the opportunity to clarify
responses which are unclear to the interviewer and likewise, the ability to further
explain questions to the interviewee should any doubt or confusion exists. This
facilitates a considerably deeper understanding and knowledge of the individuals

meaning in their responses (Kvale, 1996).

Alongside this, the questions and theories underpinning the interview questions were
personal and specific to an individual’s learning (Watts & Ebbutt, 1987). More
specifically, the interviews with the teachers and parents of the ‘all-day’ schools
chosen to participate in this research were conducted individually, while the students

have been interviewed in groups because of the vast number of them.

e Focus group interviews
The criterion of grouping the students was their school year, as such, they were
interviewed in classes. By interviewing more than one student at the time, the
researcher was able to increase considerably the number and range of students
participating in the research and most significantly to encourage them discussing and
interacting with each other. This kind of interaction is of high importance for the
researcher as it helps to understand the reasoning behind the opinions and views
expressed by the participants. According to Morgan (2006) interviewing focus group
members gives the researcher the opportunity to listen to their thoughts as they

describe and share their experiences. Moreover, the focus groups not only provide data
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on what the participants think but also why they think the way they do. Increasing the
number of the participants, in the case of this research, the number of students had
benefits considering the representativeness of the data. The group discussion can lead
to some consensus with the members of the group agreeing and sharing common
views on a specific topic. The research can be provided with a kind of collective
opinion data. A group discussion can expose important different opinions and feelings

amongst the group members (Denscombe, 2007).

Group interviews were used for gathering information from students for a number of
reasons. One of the advantages of the focus group method is the fact that data can be
provided quickly compared to face to face interviews. In the case of this particular
study, students of each year with different backgrounds, gender, learning abilities and
needs were interviewed in groups and produced qualitative data on beliefs and
attitudes concerning the operation of their school and its effect on their lives. In
addition, the group setting provided an opportunity to probe answers, clarify
responses, and ask follow-up questions. There was also the advantage of stimulating
ideas of participants through the interaction itself (Walden, 2006). The benefits of
focus groups for research with young people is that they ‘create a safe peer
environment and replicate the type of small group settings that children are familiar
with’ while ‘the peer support provided in the small group setting may also help to
redress the power imbalance between adult and child that exists in one-to-one
interviews’ (Hennessy & Heary, 2005. p.207). Disadvantages of group interviewing,
such as, the lack of privacy, the unwillingness of participants to reveal their views in a
group setting, and the possibility that the feelings of all members of the group may not
be equally represented in the results, have been overcome by conducting individual
interviews, as well, with students of each year. In addition, to mitigate the risk that
participants with strong views might dominate the group and exert influence on others,
the researcher gave equal opportunities of expression to all participants. Also, the
researcher being aware of pre-conceived ideas and hypotheses on the study (which
emerged from the literature review) prepared and followed the same interview
schedule in all focus group interviews without leading students to express specific

ideas and opinions in any way.
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3.11.6 Construction and piloting of interviews

The exact date and time of the interviews was arranged in two phases because of the
big number of the participants. The researcher went to Athens twice: four schools were
visited between 17/02/09 and 20/02/09 and the other four schools between 07/04/09 to
10/04/09. The number of interviews was defined by the purposes of the interview, in
this case to get in-depth, individual data, and the ability of the interviewees to provide
the necessary data (Cohen et al., 2000). Whilst an open approach to the interview was
warranted and certainly facilitated the exploration of ideas or themes as they arose, an
underlying structure, although flexible, was identified in advance and based upon the
theoretical framework of this research (Denscombe, 2007). The interviews followed a
predefined semi-structured interview schedule which guided themes of the

conversation. The duration of each interview was approximately 45 minutes.

The researcher facilitated the interview process by motivating the participants to
express their thoughts, experiences and feelings about the ‘all-day’ school and
ensuring interviewees’ privacy and comfort. The approach to performing an interview
was in accordance with the key characteristics of successful interviews identified by
Kvale (1996). Kvale emphasized the importance of engaging with the participants
allowing the interviewer to probe and explore responses and issues. As a result, a
deeper understanding and valid interpretation of the responses can be archived. The
language used was therefore simple, nature and non-threatening promoting a relaxed

and informal atmosphere.

Special attention was given to the style of questioning. Open-ended questions were
formulated since they hold numerous advantages over closed questions: they allow the
interviewee to speak freely about a subject or experience and as such; enable new
themes or issues to arise; present opportunities for the researcher to probe more deeply
into responses; help gain a deeper understanding; clarify certain issues that may not be
initially clear (Cohen et al. 2007). Cohen et al. also stated that open-ended questions
may often result in some unexpected answers which can be hypothesis generating
alongside hypothesis testing, enabling the research to progress to a deeper level of

meaning and understanding and allowing the development of new theories.
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The interviews were conducted using a tape-recorder as such they could be transcribed
later. Tape-recording was chosen as opposed to note-taking because it preserves actual
natural language, tone of voice, expressions that may help to acquire more elaborate
understanding of the interviewees’ answers; Wellington (1996) believes that tape-
recording gives the interviewer freedom to concentrate entirely on the interviewee’s
answers and to be more flexible in contributing to the discussion; to record is the

objective and data can be re-analyzed after its completion.

In this study, interviews were used as an additional data collection method with the
aim of gathering data in a more flexible and straightforward way, directly. With the
number of the interviewees being limited, in the case of the parents and teachers, the
researcher wanted to ensure that responses from all of them will be received,
something that it is not certain in the case of using only questionnaires. Teachers’,
parents’ and students’ in-depth opinions and perceptions about their experience with
their every day involvement in the operation of the ‘all-day’ school were very
important for this research. Therefore, the use of interviews was determined as one of

the most appropriate methods for conducting this research.

The interview schedules were piloted with a small number of head-teachers, class and
specialist teachers, parents and students identified in the close environment of the
researcher. Piloting is essential when constructing questionnaires since it provides
insights to ways of improving the instruments (De Vaus, 2001). It is a critical process
in developing the suitable questions (Cohen, Manion & Morrison, 2007; Denscombe,
2007). The results of the piloting of the instruments improved the formation and
clarity of the questions, modified the layout of the questionnaire and enhanced the
design of the questionnaire. Appropriate adjustments were made, such as rephrasing
questions, replacing unfamiliar terminologies with simpler and clearer phrases and

reordering questions.

Overall, interviews were used to illuminate participants’ experiences detailing the
operation of the ‘all-day’ school. In addition, interviewing was used as a way of
triangulating data and obtaining more in-depth insights on the issues examined by the

guestionnaires.
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3.11.7 Interview content

The interviews were carried out in the Greek language as all the interviewees were
Greeks. The interview questions given in the appendix are an exact translation of the
questions in Greek. The aim of the interviews was the collection of in-depth data for
enriching the account around the ‘all-day’ school reform. Interviewing is a valuable
method for exploring issues not being addressed before, since it is a way of knowledge
digging (Mason, 2002a). Due to the exploratory nature of the study, the interviews
were semi-structured. An interview schedule with open-ended questions was prepared
(see Appendix ...).The particular format of questions is context sensitive; it permits
expansions to be made, new themes to be included and further exploration to be made
drawing from interviewees’ responses (Cohen et al., 2000). Following the interview
schedule designed for this study interview questions were developed around thematic
axes that emerged from the study’s research questions. Teachers, parents and students
were interviewed after visiting the eight chosen ‘all-day’ schools from the periphery of

Athens.

e Teachers’ interviews

At the same day, when the questionnaires were distributed and completed by the
teachers, the teachers were asked whether they could take part in an interview
concerning their views and feelings about the operation of the ‘all-day’ school and
commenting on any possible impact of this type of school on their lives. The
interviews were performed in a calm and private setting inside the ‘all-day’ schools
decided by the head teacher. The interviewees were informed as to the nature of the
interview, the principle aim of the research and the structure that the interview would
take, as recommended by Kvale (1996). Ethical issues were discussed and addressed
before commencing the interview, ensuring informed consent was achieved. All
teachers who were approached showed willingness to participate in the study.
According to Kvale (1996), the researcher established an atmosphere in which the
participants felt safe enough to talk freely about their experiences and feelings. In
order to establish rapport with each interviewee, the researcher informed participants
about her similar professional experiences and background as a primary teacher at
Greek schools.
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e Parents’ interviews
Parents’ interviews were performed in a similar manner as teachers’ interviews. The
venue and time have been arranged in collaboration with the head teacher of each
school. The interviews took place in a calm and private setting inside the ‘all-day’
school provided by the head-teacher. Parents were informed about the purpose of the
research and the structure that the interview would take. Ethical issues were discussed
and addressed before commencing the interview, ensuring informed consent was
achieved.

e Students’ interviews
Students’ group interviews were arranged by the head teacher of each school. Group
interviews were in the form of a whole-class discussion. The class teacher was present
during this process, however without having any involvement. The researcher asked
students one question at a time drawing from the pre-defined interview schedule. In
more detail, all students’ views were freely expressed before the researcher proceeded
to another question. Different views, feelings and believes from the everyday
experience of the students at the ‘all-day’ school emerged. In some cases the voices of
students complemented each other while in other instances, they were contradicting. In
both cases, interesting insights were collected students’ spontaneous and lively

participation.

In addition, face to face interviews were conducted with students from classes not
participating in the group interview sessions. One of the criticisms of group interviews
is the potential influence of some of the interviewees on other members of the group
that may alter their responses (Denscombe, 2007). Therefore, face-to-face interviews
helped overcome possible limitations of the group interviews by collecting the
individual perspectives of the students of the ‘all-day’ school. Students’, parent’s and

teacher’s interviews were tape-recorded.

Interviews were conducted with head-teachers, deputy head- teachers of the afternoon
zone of the ‘all-day’ school, teachers, parents and students. Eight interviews were
conducted with the head-teacher of each participating school, eight with the deputy
head- teachers of these schools, 32 with teachers (16 class teachers and 16 specialist
teachers), 37 parents and 29 group-student interviews (from Yearl —Year 6) and 16
individual students (see Table 3). As Cohen et al. (2000) argue the number of
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interviews is defined by the purposes of the interview, in this case to gain in-depth,
individual data, and the ability of the interviewees to provide the necessary data. The
choice of purposive sample assisted in the identification of people, in this case
teachers, parents and students, actively participating in the process and the operation
of the ‘all-day’ school.

In collaboration with the head-teacher of each school, the researcher identified the
sample for the teachers’ and students’ interviews. The head-teacher, trying not to alter
the smooth operation of the school indicated to the researcher those teachers available
for an interview. Therefore, the interviews with the teachers were conducted either
during break time or when teachers did not have any teaching responsibilities. In
addition, the head-teacher suggested one class from each year (Year 1 to Year 6) to
participate in group and one-to-one interviews. After a repetitive pattern of insights
was observed in the collected interview data, the researcher gradually reduced the
number of the participating classes from each school. Similarly, the head-teacher, the
day before the researcher visited each school, invited in writing the parents to
participate in the interviews. Table 3 presents the interview participants of each pilot

‘all-day’ school visited in the periphery of Attica (Athens).

Table 3. 4 Interview participants

No | Name of school Head- Deputy head- Class Specialist Students Students Parents
teachers teachers teachers teachers classes individuals

1 1 1 2 2 6 2 6
50" School of
Athens

2 | 89" School of |1 1 2 2 6 2 5
Athens

3 | 4™ School of |1 1 2 2 3 2 4
Agion
Anarguron
Athens

4 | 30" School of |1 1 2 2 3 2 6
Athens

5 |5" School of |1 1 2 2 3 2 4
Galatsiou-
Athens
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6 138™ School of | 1 1 2 2 3 2 4
Athens

7 1% School of | 1 1 2 2 3 2 3
Peramatos-
Piraeus

8 2" School of |1 1 2 2 2 2 5
Mellision-
Athens

Total 8 8 16 16 29 16 37

3.11.8 Analysis of interview data

Thematic analysis was used to outline themes from the research data with the aim the
socio-cultural context and social conditions that motivated the participants’ accounts
to be theorized (see Analysis Chapter). According to Braun and Clark (2006) thematic
analysis is “a method for identifying, analyzing and reporting patterns themes within
data” (p. 79). In this research the procedures for phenomenologically analyzing
interview data were followed (Hycner, 1985):. These are: transcription; bracketing;
listening to the tapes and reading the transcripts to gain a sense of the whole;
crystallization of what the participants have said, retaining their literal words;
clustering and determining themes from clusters; checking for accuracy with the
participants; contextualization of themes; and finally a summary which describes the
world of the participants, as experienced by them. The thematic analysis of interviews
revealed a number of dilemmas and contradictions within and between school settings
and stakeholders’ views. As a result, dilemma analysis was deployed to better
facilitate the interpretation of these contradictions. In the next section, dilemma

analysis is explained.

Dilemma analysis

A useful way of analysing data is to compare interpretations from different
participants through ‘dialogue’. Contradictions, different opinions, can provide a rich
data for a deep analysis. Having selected data by a significant number of participants
the researcher can start analysing the collected data by searching for contradictions

such as dilemmas, disagreements, inconsistencies, tensions and conflicts of interest. In
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this way the most important element of data can be easily selected from an
overwhelming and massively detailed data. This way of analysis is more objective as
the researcher is focused on the participants’ contradictive opinions and views. This
procedure of data analysis then is called dilemma analysis and is a direct application of
‘dialectics’ (Winter and Giddings, 2001, p.214.)

Dilemma analysis is based on the main idea that most situations, events, states of mind
contain or consist of contradictions and as a result impose ‘dilemmas’. ‘Dilemma’
situations derived by the participants’ views and thoughts, beliefs and feelings are a
challenge for both interpretation and response (Winter & Giddings, 2001). Dilemma
analysis has been designed to solve the problem that most researchers face withregard
to the vast amount of data collected. It is impossible to use all the data collected. As
such, it has to be reduced in order to focus on elements which are the most significant.
This kind of analysis is also very important as the researcher has the advantage of
selecting not just what seems interesting but what is significant in the development of

new ideas from a vast amount of data (Winter and Giddings, 2001).

With regards to the specific study, the participants are considered as co-researchers. It
has been stated from the first steps of this research that one of the main aims of the
particular study is to give voice to the key stakeholders of the ‘all-day’ school to voice
their experience from their active participation in the operation of the ‘all-day’ school.
Dilemma analysis of the participants’ interpretations was chosen in contrast to content
analysis which aims to ‘classify’ participant words putting their ideas into ‘boxes’
(Winter and Giddings, 2001, p.239). By employing the dilemma analysis method, the

primary aim is to learn anything new and unexpected from the participants’ accounts.

Deploying dilemma analysis for the interview data collected from teachers,

students and parents

Dilemma analysis was chosen as the method of selecting the most significant parts of
data collected from teachers’, students’ and parents’ accounts concerning the impact of
the ‘all-day’ school on their lives. Firstly, on reading the data emphasis was placed on
those statements which contradicted each other. The term contradiction refers to
contradicting opinions or beliefs of the same person, the opinions and beliefs of

different participants or finally to when a participant views are against a particular

117



statement or key policy document. For example, all the participants in this study have
been asked to what degree they believe that the theoretical aims of the ‘all-day’ school,
as they are defined in the policy documents of the Greek Ministry of Education, have
been fulfilled. Thinking that the criteria of examining the application of the theoretical
aims of the ‘all-day’ school by the three key groups of stakeholders may be different,
it is obvious that different ideas, beliefs, feelings and expectations will arise from the
interview data analysis. As a result, statements that are contradicted are selected from
the rest of the data and indicated as issues of significance which need to be analysed
and discussed. Table 3.6 summarizes the participants and the methods of data

collection used in this study.

Table 3. 5 Research participants and methods of data collection

Research Participants Methods of data collection

Teachers

e Head teachers Questionnaires

e Deputy head- teachers e Interviews

e  Class teachers (Morning-
afternoon zone)

e  Specialist teachers

Students e  Group interviews

e One to one interviews
Parents e Questionnaires

e Interviews

3. 12 Ethical issues

For this research the following ethical steps have been taken: The study went through
the process of obtaining the ethical approval of the Brunel University Research Ethics
Committee and the Institute of Education of Greece in order to be able to access the
interview sample in the ’all-day’ schools in Athens. The second step that had to be
undertaken was obtaining the participants’ consent. All the participants, teachers and
parents, signed the consent letter (see Appendix 3) before the interview taking place.
For those students participating individually in the interview a previous written
consent had been received by their parents. The consent letter described the procedures
of the study, promised confidentiality privacy and anonymity and informed the

participants that they could withdraw from the research at any time. The purpose of the

118



study was clearly described (see Appendix 1). Any questions or concerns expressed by

the participants were discussed before the interview conducting.

The ethical lines proposed by the British Educational Research Association guidance
(2012) were adhered to throughout the study. More precisely, the participants were
informed prior to providing any data that they retain the right to withdraw at anytime
they wish to, even during the completion of the questionnaires or after the interview
has commenced. In addition, the researcher informed all participants about the
purposes, rationale and possible outcomes of the study. Moreover, the completion of
the questionnaires requested personal information (i.e., personal details on years of
working experience and e-mail addresses) that probably constituted an intrusion into
the respondents’ privacy. In order to address this issue, the researcher both orally and
in writing (in the case of questionnaires) stressed her responsibility in preserving the
confidentiality, anonymity and non-traceability of participants, safeguarding the data

collected and using it strictly for the purposes of the study.

Ethical issues are raised throughout the process of conducting the research, during and
before data collection and analysis. The ethicality of the research is heavily based
upon the researcher’s interpretations and abilities in implementing research. Thus, the
researcher carefully planned, conducted and reported results having a broad
knowledge of the content of the study and awareness about the drawbacks and ethical
issues around the methods in use. In particular, the set of questions has been carefully
chosen keeping in mind issues of sensitivity. During the interviews, the researcher
tried to establish a comfortable atmosphere for the interviewees so that they could

freely express their opinions.

The issues of access, institutional consent, informal consent, confidentiality,
anonymity and power were considered and applied also to the data collected from the
questionnaires. All the questionnaires collected were anonymous and treated with
confidentiality. The ethical considerations which were taken into account in this

research are listed below.

e Access
e |nstitutional consent

e [nformed consent
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e Confidentiality
e Anonymity

e Power

3.12.1 Access

One of the first obstacles to overcome in the fieldwork aspect of research is the issue
of access (Bogdan and Biklen, 2003). Informed consent lays the foundation to gain
access to research site especially if the researcher’s presence will be over an extended
period of time. Before a researcher can be granted permission to operate within a given
space, gatekeepers ought to be sufficiently informed about the research. Firstly, the
study went through the process of obtaining the ethical approval of the Brunel
University Research Ethics Committee and the Pedagogical Institute of Greece, a
department of the Ministry of Education, in order to be able to access the interview
sample in the ‘all-day’ schools in Athens. Letters were prepared and sent to each head-
teacher of the eight ‘all-day’ schools. Permission for access was granted after almost
one year and finally formal letters were addressed to the head-teachers seeking

permission for the research.

3.12.2 Institutional consent

Having received selected the eight ‘all-day’ schools in the periphery of Attica
(Athens), the researcher made telephone contact with the head-teachers and agreed a
mutually convenient date and time for a meeting. At the meeting, the researcher’s
credentials were verified using copies of letters from the university, researcher
supervisors, and Ethics Committee. After receiving the head-teacher’s clearance, the
researcher was later introduced to the school’s deputy head-teacher and rest teachers.
A letter for the participant teachers introducing the researcher and the aims of research
project was also given to the head-teacher to be read at the then upcoming staff
meeting (see Appendix 2). The researcher was later formally introduced to the
school’s PTA (Parents Association), which gave further legitimacy to the researcher’s
presence in the school. A letter also introducing the researcher and the aims of the
study was given to the PTA (see Appendix 1). Gaining access to the research site

signaled the start of a researcher’s affiliation that, by necessity required further
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nurturing and development (Roth, 2005). This was especially since the researcher
would have been operating in the research field for an extended period of time where
issues of trust and harmonious interactions would have been crucial to the success of
the research. As was previously mentioned, the researcher did not take for granted
access to teachers’ classrooms. As was mentioned above, in order to gain access to
their classrooms for conducting the interviews, the researcher approached teachers
individually and with the presence of the head-teacher and each encounter was treated

as acts of re-negotiation.

Researchers sometimes act as a participant in the research site (Roth, 2005). However,
in the case of this research project, the researcher having previously working as a
primary teacher in different ‘all-day’ schools, than those chosen for the research, kept
the distance needed without revealing to the participants her previous teaching
experience. This was deemed necessary for the participants being able to express their
feelings, perceptions and views, about the phenomenon under examination, without
interfering from the researcher’s involvement, in order to safeguard the purpose and

integrity of the research project (Cohen et al, 2007).

3.12.3 Informed consent

Gaining informed consent by the participants is one of the most crucial issues involved
in research. Informed consent gives the prospective participants the opportunity to
accept or decline to engage in the research with full information regarding the
function, aims, objectives and potential harm that such an involvement may have
(Bulmer, 2001). There are two significant aspects which emphasize on the importance
of gaining informed consent. Firstly, there is the need for participants to understand
and secondly to voluntarily agree and participate in the research (Isreal and Hay,
2006). The participants’ right to freedom and self-determination is the premise on
which informed consent rests. They also have the right to withdraw even after consent
has been given. Importantly, informed consent can only be seen as such only after all
the relevant information has been given to participants that would impact their

decision to participate or not (Johnson and Christensen, 2008 and Cohen et al, 2000).

The researcher having to come into direct contact with children greater precautions
were taken to uphold high ethical integrity of the research process. For this reason,
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written consent from both the head-teachers and their parents (see Appendix 3). The
researcher tried not to be alone with pupils. Group interviews with pupils conducted

with the noiseless presence of their teachers.

3.12.4 Confidentiality

In this research participants were assured that the information that supplied would
have been treated with the strict confidentiality. To achieve this, information in note
books were stored safely and contents were not revealed to other parties. In addition,
information that was word-processed was stored using security coded password to
further protect data. The researcher was also aware that there are restrictions to the
promise of confidentiality if terms of legal issues (Denscombe, 2002) especially since
children were involved in the research. Fortunately, there was no occurrence that

warranted an over-riding of the principle of confidentiality.

During the process of conducting the interviews, allocating and collecting the
questionnaires, the researcher, prior to completion, gave in written and verbally the
same information about the purpose of the study to all participants. In particular,
during the interviews, the interviewer was careful not to influence the process with
personal opinions and attitudes and by seeking answers to support the initial
hypotheses. In order to avoid bias, any misunderstandings of what the interviewees
were saying were followed up by questions that asked for clarifications. The formation
of the questions was clear and straightforward and the interviewer was trained and

aware of all possible negative aspects when conducting research.

3.12.5 Anonymity

According to Oliver (2003) anonymity is the ‘cornerstone’ of research ethics. It offers
participants the chance to have their identity concealed. It is usually good practice that
research material is presented in such a manner that the identity of participants
(whether by name or role) is undiscoverable. However, exceptions can be made to this
convention. In such a case the researcher needs to be absolutely certain that
participants are in agreement with their identity being exposed and as such permission

should be secured in writing (Denscombe, 2002) and preferably witnessed too.
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Pseudonyms were used for all research participants and schools involved in the

research so that they cannot be traced.

3.12.6 Power

The issue of power in the research process is generally accepted as a fact; it is more a
question of ‘how much’ rather than ‘if” it does. According to Kinchele and Berry
(2004, p. 2) research is a “power-driven act”. In essence, a researcher exercises the
power to evaluate circumstances and construct an account of what is actually
happening, that is, defining what is accepted as reality (Schostak and Schostak, 2008).
Therefore, researchers should be aware of this and put measures in place to manage
this influence that comes with operating in a research space. A researcher’s attributes
(age, gender, class and race) and attitudes affect research activities (O’Leary, 2004).
Not only should participants be informed in both a written and verbal manner about
their rights to withdraw from the research process, but also the researcher should
eliminate any pressure that makes it appear to the contrary. The researcher should in
no manner exert pressure on participants that can minimize their perception that their
right to withdraw is indeed genuine (Johnson and Christensen, 2008). The researcher’s
experience has been one of being in a position where her opinions were valued by
virtue of level and place of education. Therefore, care was taken not to abuse the
sphere of influence. The next section will explain the measures that were taken to

authenticate and verify research activities.
3.12. 7 Authentication and verification process

Authentication (from the Greek word: av0evtikds, real or genuine) is the act of
confirming the truth of an attribute of a datum or entity. This might involve confirming
the identity of a person, or ensuring that a product is what its packaging and labeling
claims to be. Authentication often involves verifying the validity of at least one form
of identification. According to Lincoln and Guba (1985) a research can be authentic
only if the strategies used for conducting the research are appropriate for reporting
truly the participants’ ideas. More specifically and according Bryman, (2008, p.379) a
research can be authentic if it represents fairly different viewpoints among members of
a social setting (fairness); if research provides members with a better understanding of
the social setting (ontological authenticity); if research offers members the chance to
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understand better the perspectives of other members of their social situation (educative
authenticity); If research motivates members to act in order to change their social
setting (catalytic authenticity); If research empowers members to take the steps needed
for engaging them in action (tactical authenticity).

The specific research was authentic in respect to all areas mentioned above. All the
research participants encouraged to express freely their different viewpoints and
feelings. They were provided with a better understanding of their situation by
reflecting their own practice and context. They had also the opportunity to voice their
thoughts which can empower them to make decisions regarding any possible progress

of their situation in the future.

3. 13 Interview and questionnaire effects

In every research project researchers encounter dilemmas which relates to the practical
issues of undertaking research in its natural environments (McDonnell et al, 2000) that
has the element of unpredictability and issues beyond the control of the researcher.
Scott (2000) raises the criticism that research reports have a rather make-belief quality
that hides from the reader the real makings of the research process. In fact, Ryen
(2004, p. 219) describes the data gathering as more colourful and challenging™ than the
majority of published research material. In heeding the implicit advice in this
criticism, the researcher has decided to be as ‘research transparent’ as is possible in
sharing a few aspects of the research project that presented a dilemma. Without doubt,
research is an iterative process. The researcher as a participant observer or interviewer
becomes an integral part of the data collecting techniques and may be prone to
injecting bias (Cohen et al. 2007). During the process of conducting the interviews,
allocating and collecting the questionnaires, the researcher, prior to completion, gave
in written and verbally the same information about the purposes of the study to all
participants. In particular, during the interviews, the interviewer was careful not to
influence the process with personal opinions and attitudes and by seeking answers to
support the initial hypotheses. In order to avoid bias, any misunderstandings of what
the interviewees were saying were followed up by questions that asked for
clarification. The formation of the questions was clear and straightforward and the

interviewer was trained and aware of all possible drawbacks when conducting
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research. The importance of adopting a pre-suppositionless stance was kept firmly in

mind throughout the interview session.

3. 14 Conclusion and summary

This chapter discussed the methodology and methods employed in the research. It
presented the strengths and limitations of the two methods used to produce data
required to answer the research question. Importantly, the ethical guidelines followed
to safeguard the high standard of the research in keeping with gatekeeper requirement
were explained. The researcher also reflected on some the challenges experienced

during the research process.
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Chapter 4 - Analysis

The preceding chapter presented the methodological design of this thesis. This chapter
presents in detail the analysis of the data collected. Data was collected from semi-
structure interviews with teachers, parents and students and from questionnaires
distributed to teachers and parents. The data collected from the questionnaires and

interviews has been thematically analysed.

4.1 Semi structured interviews

Data from semi structured interview illuminate the beliefs, feelings, perceptions of the
three key stakeholders, teachers, students and parents about the establishment and

operation of the ‘all-day’ school reform.

4.1.1 Procedure of data analysis

The procedures used for their data analysis and the underpinning assumptions should
be made explicit by researchers, in order to assess the worth of the research and make
comparisons and contrasts with similar research topics (Attride-Sterling, 2001). For
this reason, this research attempts to make the research process as much explicit as
possible. Thematic analysis was used to figure out themes from the research data.
Thematic analysis is “a method for identifying, analysing and reporting patterns
themes within data” (Braun and Clark, 2006, p. 79). In keeping with the
epistemological orientation of the research, which is constructionist framework, where
meanings and experiences are socially constructed - produced and reproduced,
thematic analysis was suitably fitted in this framework. Thematic analysis was
focussed on theorising the socio-cultural context and social conditions that motivated
the participants’ account. One of the advantages of thematic analysis is its wide range
of flexibility and its compatibility with both essentialist and constructionist
frameworks. Due to its theoretical non-allegiance it has proved to be a rather useful

tool in unpacking vast and complex data set (Braun and Clark, 2006).
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Theme analysis is a qualitative research method which is discovery-oriented in nature
having the ability to identify main themes (Meier et al, 2008) from textual data set at
different degrees of conceptualization (Attride-Sterling, 2001). Meier et al (2008,
p.291) further articulate that theme-analysis “combines both a theme-oriented
approach and a phase-oriented approach”. In keeping with the phenomenological
orientation of this research following steps were considered:

e Firstly, the scrutinizing of the text was directed by open, axial and selective
coding. Firstly, open coding indentifies the important codes. The ‘open coding’
required a keen examination of the data set highlighting the categories of
concepts contained within. This stage sets the foundation for theoretical
potentials.

e Secondly, the key categories identified at the open coding stage were
interconnected. In essence, this level of coding puts as it were an axis through
the previously labeled codes. The aim at this stage was to find
interrelationships amongst the categories (Punch, 2009).

e Thirdly, selective coding, as the name suggests, at this stage the researcher
purposefully chooses a core category, and focuses on it.

In the next section the thematical analysis of the interviews with teachers, students and

parents will be presented.

4.1.2 Interviews data analysis: Teachers

The writing-up of the data analysis has been structured upon the set of themes
presented in the following outlines. These are the major themes that emerged from the

analysis of the teachers interviews:
Themes that emerged from teachers interviews

1. Changing work patterns
e Power relationships between teachers
e Professional tensions
2. Curriculum enhancement
e Differences between policy and practice
e Lack of human resources

e Lack of time resources
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o Failure of homework completion
o Parapaideia®
e Curriculum flexibility
e New teaching methods
3. Relationships
e Teachers failed cooperation
o Students’ relationships with teachers
e Students interaction with their piers
o Students and ‘all-day’ school
e Parents interaction with teachers
o Working parents and ‘all-day’ school
o Non working parents and ‘all-day’ school
4. Organisational issues
e The failure of the Ministry of Education, to appoint teachers within the
necessary time
e The failure of the Ministry of Education to provide the appropriate
facilities and equipment for the ‘all-day’ schools
e The contribution and involvement of the local authorities in the
operation of the ‘all-day’ school

e Head-teacher’s influential role in the succession of the ‘all-day’ school

1. Changing work patterns
e Power relationships between teachers

There are obvious contradictions in teachers’ accounts concerning their professional
status and how they perceive their role in the operation of the ‘all-day’ school. As a
result of the diverse perspectives and understanding of their role, a number of
‘dilemmas’ are posed trying to interpret and analyse their responses (Winter and
Munn-Giddings, 2001, p. 239). Teachers’ roles seem to be perceived differently and
power relations are created amongst them depending mostly in which zone of the ‘all-

day’ school they are working.

8 The term “ parapaideia’ is referred to the extra private tutorial lessons of the taught learning
subjects in school that take place outside school and the students attend them if they want to
pass the exams.
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More specifically, it seems that the working conditions for the morning teachers have
not changed dramatically with the introduction and operation of the ‘all-day’ school.
This is something that can be noticed from what teachers are claiming especially in
those ‘all-day’ schools where there is a distinction between the morning and the
afternoon zone. In the ‘all-day’ schools in Greece the curriculum can be applied in two
different ways. There are schools which operate by teaching the main subjects
(Language, Maths, History) in the morning zone and leave the additional subjects
(ICT, dance, theatre, art, sports) for the afternoon zone. For the morning zone the class
teacher is responsible for teaching the main subjects while different specialist teachers
are appointed to teach the afternoon subjects and activities. In the latter case, the
majority of the afternoon specialist teachers are not permanent and are sent to the
schools with noticeable delay, i.e. this could well be two or three months after the
school programme has started. In this type of ‘all-day’ school, the role of the morning
and afternoon teacher is considerably distinctive and generally the morning teacher is
thought to hold a more important role. For the afternoon zone there are two types of
teachers: The specialist teachers dealing with their individual subjects and the
afternoon class teachers whose task is to assist and support the pupils with their
homework mainly in Greek Language and Maths and any extra work. However,
drawing from the teachers’ narratives, it is noticeable that tensions and conflicts arise
from their everyday interactions with other teachers, students and parents. As stated:

“The morning class-teacher has the first word. He is responsible for his class.
The afternoon class-teacher has to help the students with the completion of
their homework. His role is supplementary to the morning teacher. The parents
will come and ask from the morning teacher to comment about students’
progress (Interview 19, MT)

Another afternoon teacher similarly expresses his dissatisfaction and disappointment
with the discriminatory treatment of his role not only by the morning teachers but by

parents as well. He argued:

“When we have the parents day, parents regard the morning teacher as the
most important...They have never come to meet me and ask how their children
are doing with their afternoon lessons...I believe it is something to do with the
morning teachers’ message conveyed to the parents about our role in the
afternoon school and not disregard as such from the parents themselves”
(Interview 15 AT)

In the cases of the ‘all-day’ schools where there is a distinctive line between the

morning and the afternoon zone the working conditions for the morning class teachers
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seem not to have changed as they work from 8.30 am to 12.30 maximum to 13.30. The
morning zone class teachers complain when their workload has increased in those
cases whereby in the absence of the afternoon specialist teachers they have to
improvise to occupy the pupils or have the responsibility of spending extra time with
them. Teachers’ relationships are becoming very strained and frustrated when there is
a need for the morning class teachers to change their daily school routine because they
have the upper hand and they seem to speak from a position of power. In their
majority, the morning class teachers work the same number of hours and in the same
way as they worked in the mainstream schools before they had to move or before they
decided to teach in an ‘all-day’ school. Having to work in the morning zone of the “all-
day’ school and being the class teachers, their attitude is as if they had been given the
right to have the first word in the schooling praxis. It can be seen that the morning
class teachers perceive themselves in a professional setting which grants them with

more powers in deciding things in the functioning of the ‘all-day’ school. As argued:

“Working now in the morning zone of this ‘all-day’ school and until 1.30pm 1
feel the same as if | would work in a mainstream school... There is not any big
difference... The only thing is that sometimes, because the specialist teachers
have to go and teach in different schools, our work and the schedule of the
lessons is affected...we have to compromise and change the school schedule
for the benefit of those teachers (he means the specialist teachers) (Interv.6
MT)

The attitudes of the morning teachers seem to be negative towards the afternoon
teachers, many times unintentionally, as they consider their teaching status stable and

separate themselves from the other teachers working in the afternoon zone.

“I'm pleased to work in the morning zone as nothing has changed for me...I
finish school early in the afternoon...and I am the main teacher for my class...
There are problems but they have to do with the specialist teachers and mainly
the afternoon teachers in general (Inter.13 MT)

The morning teachers in some way separate themselves professionally from the
afternoon zone teachers as they perceive themselves as the main teachers of the ‘all-
day’ school having to teach the basic school subjects. There are exceptions in the way
the morning teachers perceive their role in the morning zone which take the form of a
more personal character and approach. It cannot be claimed that the class teachers
have in their majority a clear understanding of the philosophy of the ‘all-day’ school

incorporating unified and equally shared roles amongst its teachers. But as we see

130



from the following comment, there are teachers that make a substantive contribution to

the smooth operation of the ‘all-day’ school:

“I work in the morning zone and I feel that I have to work more... I am the
deputy teacher and my responsibilities have extended to the afternoon zone ...
but I'm really happy to stay for longer hours... because for me it is a matter of
voluntary contribution to the school’ (Interv.8 MT).

On the other hand, in those schools which have a more unified form of operation
offering the flexibility for the so-called main subjects to be equally distributed
between morning and afternoon zone, it seems that there are less obvious tensions
between morning and afternoon teachers. Similarly this is also the case when some of
the afternoon additional subjects such as ICT, Music have been removed to the
morning zone. The morning teachers have a flexible working schedule different from
the one of the main stream school which allows them to work both in the morning and
in the afternoon zone. The same happens for the specialist and afternoon class
teachers. They can also have a flexible schedule allowing them to work both mornings
and afternoons according to the needs of the school and those of the students. In this
case, not only the school seems to be more unified but also the teachers of different
subjects and activities give the impression that they work in a more cooperative mood

when their roles are equally shared and evenly distributed. As stated:

“I believe that the unified model of ‘all-day’ school is the best form of
schooling. It is unfortunate that the institutionalisation of the ‘all-day’ school
has not been expanded to the rest schools. | have worked here from the first
day of its operation as an ‘all-day’ school where you can do so many
things...And [ can also argue this from my students’ acceptance and
enthusiasm. They don’t want to leave the school even after 3.30pm. This
proves that we have succeeded...” (Inerv.4 MT)

The aim of the ‘all-day’ school is to provide a unity in the teaching of subjects from a
thematic point of view and the structuring of the school programme. This can be
affected through a ‘rolling’ (kuliomeno) programme. In other words, there can be
coherence in the teaching of different subjects and activities. At the same time, this
offers the possibility of better cooperation amongst teachers, according to them, than
in the case of the two-zone school. However, there are still conflicts and arguments
amongst the teachers in relation to the degree of flexibility of their working status. It
is very difficult for the morning class teachers to accept any compromise as they

perceive their role as more significant than the others.
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“The application of the ‘rolling’ school programme is more successful in this
school in comparison with the one used in the ‘all-day’ schools. The lesson
programme is unified in that it connects the morning and the afternoon zone
effectively... The only thing is that there are more tensions and arguments
between us especially at the beginning of the school year when we have to
decide and make the final school programme... The morning class teachers
cannot accept easily to work late hours in the afternoon...” (Interv.11 MT)

It is difficult for the morning teachers to accept any compromise in their cooperation
with the other teachers. Contrarily, they enjoy the benefits of their teaching role in the
morning zone and at the same time they claim additional ‘rights’ in the name of the

authority offered to them by being morning class teachers. As stated:

“I love teaching in the morning zone and having to teach specific subjects, for
example Maths... and at the same time | have the opportunity to help my
students with the Maths homework and spend more of the morning zone time
on the subject. This helps to complete the prescribed syllabus in Maths more
effectively and what is more significant | can concentrate better on certain
chapters which I consider important for my students. ” (Inter. 12MT)

The morning teachers seem to enjoy and take advantage of the given power their title
offers them as class teachers. Consequently, they have the first choice in the formation
of the school programme and the teaching schedule, most importantly, as they

consider their class their personal territory.

e Professional tensions
There are class teachers who work in the afternoon zone alongside with the specialist
teachers. This was an innovation for the primary schools in Greece solving a
longstanding problem which had to do with the appointment of unemployed primary
teachers who had to wait for years to get a job in a primary school. Before that the
working hours for primary teachers were from 8.30am maximum to 1.30pm depending
on the class they were teaching. In the ‘all-day’ schools primary teachers are offered
the possibility of teaching in the afternoon zone from 12.00 to 3.30pm or earlier in the
morning zone if the school programme is unified and connecting the two zones. For
those who decide to work in the afternoons their feelings and reactions are mixed as in
most cases their role is perceived by teachers, parents and students as of secondary

importance and their work as a substandard. More specifically and as teachers stated:

“The attitude of the morning teacher towards to the afternoon teacher is not
CO-operative, it is demanding ‘do what I haven’t time to do in the morning’.
This is not co-operation. Never is acceptable the opposite... If something
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cannot be achieved in the afternoon zone, there is no chance to be completed
in the morning zone...The afternoon teacher is obliged to help the morning
teacher but rarely to be helped. ” (Interv.16 MT)

Different teachers’ roles in the ‘all-day’ school create different teaching sets. As

claimed:

“The afternoon zone is a ‘baby-sitting’ zone. This is my sense from parents’
attitude. They don’t really care what happens in the afternoon zone... They
meet the morning teachers to ask about their children’s progress. The
afternoon teachers are perceived as child minders” (Interv.1 AT)
It seems a paradox, on the one hand,for the role of the afternoon teachers to be
perceived as of minor importance (to a certain extent) while on the other hand the
expectations from them are very high. The afternoon teachers are receiving extra
pressure for helping their students mainly with their homework in Language and
Maths in a ‘messy’ afternoon zone having, in most cases, to work with two and three
different classes in the same classroom. At the same time, they do not seem to enjoy
any gratitude from others nor personal satisfaction about their commitment. There are
efforts by the most organised and well performed ‘all-day’ schools for each class to
have its own afternoon class teacher but this is not always feasible. As stated:

“Each afternoon teacher goes to two or three different classes to help the
students...Because there are 11 classes and the available teachers are 6 or 7.”
(Interv2. DT)

Afternoon teachers’ jobs become stressful as they have to work under pressure with

students of more than one different classes and different needs. As argued:

“It’s impossible for the afternoon teacher to help all his students to finish
their homework at school. This is partly achievable for the classes of Year 1
and 2. The amount of homework for these classes is less. For years 5 and 6,
for example, students preferably finish their homework in Language and
Maths but they will always have to study the rest subjects at home.” (Interv.7
AT).

It can be clearly observed that that afternoon teachers are not only disappointed about
their role being underestimated but that they also experience more anxiety because of

the increased responsibilities given to them. As argued:

“There are times | feel as an assistant teacher and not an afternoon class
teacher...and my sense is confirmed from how my role is perceived from my
morning colleagues and the head-teacher. My role for them is
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supplementary...I am here to help students with their homework. I have no

saying in suggesting and changing things.” (Interv.8 AT)
The ‘all-day’ school teachers seem not to be satisfied with the way that the ‘all-day’
school operates in regard to the working circumstances of the specialist teachers. They
believe that one of the main problems of the ‘all-day’ school is the delay in the
appointment of the specialist teachers by the Ministry of Education. All the specialist
teachers, for example, teachers of Art, Music, Drama, ICT, have temporary contracts
and the procedure of the authorization and approval by the Ministry of Education of
these contacts seems to take a long time. As a result, there are gaps in the school
program and what is worse the students miss precious time in starting all these
activities on time. In addition, the curriculum cannot be applied effectively, and all

these issues cause disappointment and frustration amongst teachers. As argued:

“I can see from my experience as a class teacher that things would be much
better for all of us if the specialist teachers were permanent and not having to
work under temporary contracts...Because of that there are times when | have
to cover them if I am free or the students are left outside playing in the yard...
What follows...it is a clash situation with arguments and conflicts between us
and with the head teacher” (Interviewl2, Morning Teacher)

Emphasis needs to be placed on the tensions and conflicts between teachers working in
the afternoon school. But according to the teachers, the cause of all the problems
mentioned above is the rushed and unplanned development and application of the

concept of the ‘all-day’ school. As stated:

The idea of the establishment and operation of the ‘all-day’ school was very
good. However, since the Pedagogical Institute has abandoned the ‘all-day’
schools and they run under the solely supervision of the Ministry of Education
there are serious problems with the appointment of the specialist
teachers...This affects all of us...For me personally is very hard to keep a
balance without tensions between morning and afternoon teachers... every
time I have to ask the class teachers to cover an absent specialist teacher it is
a big problem ...I cannot rely on their willingness... It’s a constant anxiety for
me every time a specialist teacher is missing to find ways to keep my students
creatively occupied, my teachers not disturbed in their work and the school
programme running normally.” (Interviewl7, Head-Teacher).

It is clear that the consequences of the shortage or the delay of the specialist teachers
being sent on time to the ‘all-day’ schools affect the class teachers in the morning and
the afternoon zone. According to class teachers, working in an ‘all-day’ school it is not

practically an easy task. There are times, as it has been mentioned, when the morning
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teachers, because of the lack of the specialist teachers, have to compromise and change
their working hours in order for the school programme to be applied with less
confusion for the students and teachers. This is not always feasible as not all of them
are willing to cooperate and as a result confrontations and intense disagreements

happen, thus impacting on the teacher relationships. As claimed:

“There are well qualified teachers who have all the enthusiasm, any
responsibility and commitment in what they do, they believe that their job is a
profession as well as a vacation but they feel that they are treated unfair and
without the necessary respect in what they do. ” (Interviewl, Morning Teacher)

Overall, it is obvious enough that the specialist teachers play a significant role in the
operation of the ‘all-day’ school as the institutionalisation of the ‘all-day’ school
places huge emphasis on the additional activities and subjects for the benefit and the
advantage of the students. It cannot be expected from an ‘all-day’ school to operate
efficiently without the extra and supplementary activities and, hence, without enough
specialist teachers. For as long the prompt appointment of the specialist teachers at the
beginning of the school year is unsolved the consequences on teachers’ professional

lives will remain troubling and deeply disappointing.

2. Curriculum enhancement

e Differences between policy and practice

As observed in teachers’ responses, their first reaction about the additional learning
subjects and activities was positive as they considered them necessary from a
pedagogical and social point of view. The introduction of new subjects and activities
was well-received by the majority of the teachers. The specialist teachers’ accounts
were especially interesting, because these were based on their experience and daily
interaction with the students. They believe that these extra activities are enjoyable and
pleasant for the students. Students can have the opportunity to participate and enjoy
extra activities at school in the afternoon zone, such as dancing, computing lessons,
foreign languages, drama and sports and the parents do not have to pay for these

activities privately. As indicated:

“I'm quite young and from what | can remember as a primary student, we
didn’t have the opportunity to enjoy such school activities. Children do now
have the chance to do something more and different than just their lessons at
school. All the activities they are involved in, such as dancing, music,
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computers... it’s a very positive innovation of the ‘all-day’ school.” (Interview
4, Afternoon Teacher)

Another teacher commented:

“Living in the century of technology where computers dominate our lives, [
believe that all the students from their early years should at least be computer
literate... and in the ‘all-day’ schools extra emphasis is given on computing
lessons. ” (Interview 13, Morning Teacher)

These activities are beneficial for all involved, students, parents and teachers. For the

students, the new activities and subjects are very helpful especially for those coming

from low income families. They would, otherwise, not have had the opportunity to

learn and enjoy something additional at school for free, and different from the lessons

and activities that the conventional school offers them. As stated by a participant:

“In our school, students of Year 5 and 6 have the opportunity to learn French
or German, except English which is the second compulsory language for
them... This is an example of extra activities that all pupils can enjoy at
school without an extra cost for parents.” (Inter.4 Head-teacher)

So for the parents, the ‘all-day’ school covers the need to offer their children

additional activities that they could not afford otherwise, according to the teachers.

For the specialist teachers, the ‘all-day’ school solved a major social problem, by

offering employment to special subject teachers. Most of the specialist teachers, for

example music, art, drama and ICT teachers have been unemployed for years but with

the introduction of the ‘all-day’ school they have the opportunity to practise for the

benefit of the students, themselves and society as a whole. As stated:

“I'm a PE and Dance teacher working in this ‘all-day’ school
temporarily...This is my second working year...On the one hand, I'm happy to
have an hourly paid job. However, | would feel less anxious if I knew from
the first day of the academic year, that | could work in a certain school, but at
least | have a job for this year...” (Inter.4 AT)

The ‘all-day’ school helps young teachers of different subjects to get employment,

even if this is not feasible under permanent contracts and forms the best temporary

solution for them.

e Lack of human resources

136



However, there are those teachers from the morning and afternoon zones who admit
that the extra activities are not taught from the beginning of the academic year. They
blame the Ministry of Education for that. According to the teachers the reason for the
delay of teachers’ contracts and appointments is not clear. This, however, causes
disruption in the smooth running of the school programme and creates conflict
amongst teachers due to teachers having to cover lessons they have not planned for.
The normal practice would be that at the school, the specialist teachers should know
from the outset about their appointment by the Ministry of Education. According to
the teachers there have been cases of such a delay whereby the specialist teachers have
not arrived before the end of the first term. This naturally affects the whole school
operation. There are gaps between teaching hours, students being left outside in the
school play-grounds, with long breaks and limited supervision by the school teachers.

These are major problems that confront the teachers. As stated:

“All the extra subjects are fine... What should be done is the improvement of
the working condition for the main and specialist teachers.... The ‘all-day’
school should be “built’ from the beginning.” (LMT)
The head-teachers consider the Ministry of Education responsible for the lack of
funds, and the delay in appointing specialist teachers. The Ministry of Education on
the other hand, found it difficult to provide schools with the necessary funding
especially nowadays when the European Union has stopped subsidising this project.

As expressed by a participant:

“This is the second phase of the ‘all-day’ school’s operation...It started
running under the best circumstances and perspectives...Unfortunately, in the
course of time they (the Ministry of Education, the authorities) abandoned it
to its fate...The first two years of its piloting operation, all the teachers
needed were at school from the first academic day... The last seven years it is
a declining project...What is wrong? They probably realised that the project
needs much more funding than anticipated...” (Inter.3 AT)

The introduction of new subjects is an innovation for the ‘all-day’ school as IT, Design
and Technology, Drama, Art, Sports, have been added to be taught by specialist
teachers appointed by the Ministry of Education, with specific and defined

pedagogical aims to be achieved. Unfortunately, the delays in appointing the necessary

specialist teachers, with limited funds have left the ‘all-day’ school in a failing status.
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e Lack of time resources
o Failure of homework completion
However, while all teachers agree that the new subjects and activities are necessary,
they are disappointed about the limited time spent on homework. They firmly believe
that what is needed is more time for the completion of homework at school, rather than

the addition of extra activities in the afternoon zone. As stated:

“We give more emphasis in helping students with their Language and Maths
homework in the afternoon zone...Unfortunately, this is not always possible
because most of the times students end up going home with unfinished
homework. The time we have for students’ homework completion is not
enough...” (Interview 6, Morning Head Teacher)

Another teacher added that they have tried to overcome this problem by appointing a

‘homework’ teacher, at least for the first and second years. As claimed:

“A lot of emphasis is given on students’ homework to be completed at school.
In our school, we have decided to appoint an extra teacher for helping
students of Years 1 and 2 with their homework... while for all other Years we
have had to merge two classes together to be able to cope with the lack of
teachers... ”(Interview 3, Afternoon Teacher).
Teachers understand the priority given by the ‘all-day’ school to provide students with
the opportunity to complete their homework during scheduled school time. The
teachers feel disappointed that the time spent for this purpose is limited. Most of the
time, teachers have to work with students of two different classes, but the number of
students needing help is very large. In as much as they try to cope with this demand,

they are also struggling to keep the standards high. As argued:

“We, primarily, aim for our students to return home having completed their
homework at school. In our school this is feasible to some degree for Years 1,
2, 3 and 4. For the senior students this is impossible as they have more
subjects to study and consequently more homework daily.” (Interview 7,
Afternoon Teacher)

Another teacher views the problem of homework completion as the major shortcoming

of the ‘all-day’ school. As claimed:

“For the students of Years 5 and 6, it is impossible for us to help them finish
their homework at school, because they have homework for more than one
subjects and the time spent for this purpose is not enough... This is the
weakest point of the ‘all-day’ school.” (13MT)
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The problem lies in the limited time allowed according to the following statement:

“It’s impossible for the students of year 5 and 6 to complete their homework
in 40 minutes per day. The ‘all-day’ school aims at homework completion at
school so that students can go home ‘leaving their school bags’ behind... This
has not yet been achieved.” (Interview 3, Afternoon Teacher)

From their daily interactions with parents, the teachers claim that the question of the

unfinished homework causes concerns to parents as well as teachers. As argued:

“There are complaints from the parents... They are not pleased with the
homework because their children are not able to finish everything at school.
Some parents ask for the ‘all-day’ school project to be abandoned. They wish
for all these schools to close...” (Interv.17, Head-Teacher)
However, as there is great variability in the administration across, different approaches
generate different results. In the case described below by a deputy teacher, the choice

of a permanent homework teacher facilitates the completion of homework:

“Our priority is to have a consistent ‘homework’ teacher for each class in the
afternoon Zone... This helps students more to finish their homework at
school. ” (Interview 7, Afternoon Teacher).

Above all, teachers agree that the homework completion at school is especially

beneficial for those students who need extra help. As stated:

“The afternoon teachers try to help the students with learning difficulties or

those who need extra attention and help who would otherwise not have been

be able to complete their homework. ” (Interview2, Head Teacher)
The homework completion is a crucial issue for the ‘all-day’ school not only for the
students but also for the parents. It saves parents from spending extra money for
helping their students with private tuition, which leads to a major problem, that of

parapaideia.
o Parapaideia’

It is common practice for parents in Greece to send their children in the afternoon for

additional activities, and supplementary private tutorial lessons, thus costing extra

% The term “ parapaideia’ is referred to the extra private tutorial lessons of the taught learning
subjects in school that take place outside school and the students attend them if they want to
pass the exams.
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money. One of the social aims of the ‘all-day’ school is to help families with low
income, by offering students the opportunity to enjoy all these activities and have extra

help at school. Teachers, however, find themselves divided on this issue. As argued:

“The parents are visiting the class teacher in the morning zone. They may
come to see me, as | am the teacher of English in the afternoon zone, at the
end of the first term when they are taking their children’s report but after that
they decide to send their children to ‘phrontistirio™... Parents’ attitude
towards foreign languages lessons in the ‘all-day’ school is contemning. They
rely on the ‘phrontistirio’ and believe it is the right place for their children to
learn a foreign language. ” (Interview 5, Afternoon Teacher).

However, the teachers have realised the importance of offering students in the ‘all-
day’ school activities and subjects, which they could enjoy rather than have extra
private tuition. For this purpose, a questionnaire is sent to the parents at the beginning
of the new academic year asking them which activities they consider important and

should be added to the curriculum. As stated:

“We decide about which subjects and activities can help students more by
sending a questionnaire and asking the parents to report their preferences and
suggestions. So we have an indication about students’ needs through their
parents’ eyes (Interview 6, Morning Head Teacher).

To break a tradition of schooling system that was well-established is a huge upheaval

in the changes that are necessary to bring about a reformation in education.

e Curriculum flexibility
In the ‘all-day’ schools there is the innovation and flexibility for teachers to formulate
the school programme according to the student needs and at the same time meeting the
requirements of the curriculum. The varied subjects enhance the learning atmosphere
of the students in more creative and interactive ways. According to the teachers, in

some instances this has been achieved. As stated:

“In the ‘flexible zone’ I'm happy to work with my students differently. We
work as a team. The students are relaxed and can speak about their
experiences, their lives, things they love to do and they learn through each
other influences and situations. Drama, art, creative games help them to
express and uplift themselves and learn in a different and pleasant way.”
(Interview12, Morning Teacher)

19 “phrodistirio” is called the private institution where students can go in the afternoon and
have extra help in taught learning subjects at school.
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Rather than being limited to traditional study time, the students have a broader

experience of learning, which encourages active learning. As stated:

“In the ‘all-day’ school we have the flexibility to organise and put into
practise the school programme in a way that helps the teachers and the
students. In my opinion, there is no inconsistence between the morning and
the afternoon zone. Students attend lessons of the same importance during
the whole day (Interview8, Morning Teacher).

Each school sets its own rules, which challenge the ‘all day’ school education as a

whole. As said:

“The Ministry of Education defies with its formal documents of 2006 the
analytical programme and curriculum for the ‘all-day’ schools. However, it
becomes the school choice which subjects are of highest need. In my view
this helps to promote the unique needs of the school programme and future
targets for success. ” (Interviewl7, Head-Teacher).

Having explored the opinions of the teachers who participated in this study about the
formation and application of the school programme, it became apparent that much
emphasis is placed on personal teacher choices. However, each school has significant
differences in its approaches which are the direct influences of the teachers within

each school. As stated:

“There is flexibility in the school programme which is decided in common by
the board of teachers and of the personnel.”(10MT)

Due to this flexibility, teachers are able to juggle and combine lesson plans, so their

quality of work is of much higher standards. As suggested:

“The new teachers spend some time to adjust themselves here...but most of
them are young teachers with new ideas and much of willingness to co-
operate and help...What helps them more is the flexibility of the schooling
programme, the fact that they have spare time to prepare their work for the
next day inside the school. The majority are newly appointed teachers that
have remained in these teaching posts. This enhances stability and structure
to the school, with better organisation.” (Inter.4 MT)”

There are advantages and disadvantages with the flexibility of the curriculum
application in the ‘all-day’ school, but it seems that with suitable management, it is a

real innovation for the primary educational system in Greece.

e New teaching methods
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Having the ‘all-day’ school’s programme enriched with additional subjects and
activities it is necessary for teachers to move from the traditional teaching methods to
more innovative and creative, which help students to learn more happily and
effectively. The new situation automatically creates conflicts amongst those who
insist on applying “well-tried” teaching methods and all the others who realize the
need of putting into practice new teaching methods. Again, the contradictions and
conflicts are shared between the morning and afternoon teachers. The morning class
teachers are used to more traditionally orientated teaching methods while the afternoon
teachers, and in their majority the specialist teachers, express the need for a different

teaching approach. As pointed out:

“We have as specialist the flexibility given by the particularity of the subjects
to choose those teaching methods and practices that suit to our personality
and apply to the needs of our students following the curriculum aims.”
(Interview13, Morning Teacher)

Another teacher emphasises the effect on the students that the application of new

teaching methods have. As she claimed characteristically:

“We try to have a different approach in teaching the afternoon zone activities
and subjects. We try to escape from the traditional teaching methods and we
are happy to see our students to enjoy their lessons.” (Interviewl, Afternoon
Teacher)

It is important for teachers to realise that the ‘all-day’ school does not differ from the
mainstream school only because it has extended afternoon teaching hours, which are
mainly spent for more enjoyable and pleasant activities for the students. The ‘all-day’
school should be characterised by unity in its programme and to give the same
educational importance to all subjects and activities trying to encourage new teaching

approaches for the benefit of the students and the teachers.

“The additional activities and subjects are supplementary and integrated to
the curriculum... However, these subjects (Art, Computers, Drama) are
completely new and unusual for the students, so there is need to be taught
differently to attract, on the one hand, their interest and on the other hand
students to enjoy all the benefits from these extra activities.” (Interview2,
Head-Teacher)

The new teaching methods should not be innovative and creative for each subject
separately. The ‘all-day’ school aims to help students connect the knowledge gained

from one subject with relevant knowledge from another subject. This is of major
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importance and requires new teaching methods to be applied by each teacher and in
cooperation with the teachers of different subjects in the school. However, this is
hardly achievable as the teachers of the ‘all-day’ school perceive their roles differently
and assign more importance to their personal teaching approaches and methods
without realising the need to review and reconsider their professional self in a new

school setting. As stated:

“I am the music teacher for the afternoon zone. | try to do different things in
the afternoon zone from what the other music teacher is doing in the morning
zone...We hardly speak or discuss about the possibility to work together,
share ideas and our experience for a lesson which students really enjoy...
However, | would be happy if the lesson of Music could be taught as
connective and unified lesson for both the zones (Interviewl, Afternoon
Teacher).

A special needs teacher provided a very good account of the inability or unwillingness
of teachers to adapt to a new school environment. She believes that the teachers of the
‘all-day’ school refuse to see education differently and the reason is that it needs a
huge effort to persuade yourself that what you have studied and practiced for many

years needs to be reconsidered and reformed when the times and settings change.

“I am a teacher for children with different needs in this ‘all-day’ school. 1
would be happy to see my students to learn differently...For my students it is
important to enjoy what they learn...It is also important students to learn
through different but well connected subjects...l find it very frustrating and
upsetting when the class teacher ignores me and they do nothing for the
students with learning difficulties because they don’t want to change their
teaching routine... Every time I try to explain to them that in the ‘all-day’
school students of different abilities have more opportunities to achieve more
than in a traditional school I make a new enemy. (Interviewll, Morning
Teacher)

Overall, one can conclude that the relevant flexibility teachers have in the application
of the school programme and in choosing the teaching methods and practices for their
class, generates conflicts and confrontations between them. In the case of the ‘all-day’
school where a new educational system is tested, teachers seem to challenge their
professional authority and autonomy and face difficulties adapting to the new school

context.

3. Relationships

e Teachers failed cooperation
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The ‘all-day’ school emphasizes the importance of close cooperation between the
morning and afternoon teachers. This is important as one of the basic aims of the ‘all-
day’ school, is that it should operate as one unit rather than be divided into two
separate zones. In this way the school operates smoothly under a single programme,
and also it helps students to gain the most from their long stay at school. However, in
order to achieve successful cooperation and communication between the morning and
afternoon teachers, they themselves need to be willing to cooperate as currently most
holding different perspectives. If cooperation is achieved between the teachers then the

‘all-day’ school will achieve its aims. As pointed out:

“Things have been improved since the ‘all-day’ school has started
operating... and now teachers communicate more and you can see the
curriculum has been updated with more specific and clearer aims and
practices. ”(Interview13, Morning Teacher)

By and large, teachers agree that they should regularly contact each other and co-
operate, otherwise the aims of the ‘all-day’ school cannot be fulfilled. However, this
was not a universal belief amongst teachers. In other words, there is a great reliance
on how responsible, passionate, and enthusiastic the teacher is with the idea of
working in a different type of primary school. There is not a clear formal protocol on
how the morning teachers should liaise effectively with the afternoon teachers. There
are issues relating to compromise and being in agreement regarding the school’s
operation which they must decide not only amongst themselves but also with the head-

teacher. As stated:

“When we have a school project to organise, all the teachers from the
morning and afternoon zone have to work together. Otherwise, there is maybe
a lack of contact amongst the teachers which also causes a lack of unified
progress within the school. (Interview5, Afternoon Teacher).”

Another teacher reveals that the communication between morning and afternoon
teachers is not direct and face to face, but it is through a ‘book’ where the morning
teacher writes what the homework is for the next day, and the afternoon teacher has to
help students to finish this homework at school. As stated:

“There is a ‘book’ where the morning teacher writes what the homework is for
the next day, and the afternoon teacher is required to work with the students to
complete this homework. There are times when the morning teacher doesn’t
see the afternoon teacher... No matter whether the other afternoon activities or
subjects are connected with the morning taught subjects, the emphasis of the
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homework has priority over the lesson to be taught. This is deficiency on the
teaching programme of the school... One of the main aims of the ‘all-day’
school, is that the continuation and the coherence of the morning and
afternoon zone should be incorporated. (Interview2, Afternoon Teacher)”.

As acknowledged by another teacher’s comment:

“It depends indeed on us how we communicate with each other, mainly
through the ‘communication book’ (Interview?7, Afternoon Teacher).

There is also poor communication between teachers who work in the same zone. As

the following example illustrates:

“I don’t know what the PE teacher is doing in the afternoon zone, we work in
the same school but we do not see each other (Interview4, Morning teacher)

Some teachers are pleased with not having to pay special attention to other subjects.

As this teacher explains her main emphasis is on teaching only Language and Maths.

“I don’t know how the afternoon zone works... Compared to my previous
school experience at present I work in a class where I teach ‘only language
and Maths’, and all the other subjects are taught in the afternoons by other
teachers... This gives me the opportunity to emphasise more on the ‘core’
lessons... It is something that is decided by the board of the teachers.”
(Interview12, Morning Teacher)

There exist a lack of balance and support between the teachers themselves, as the

example below shows:

“For me, when the morning teacher asks, from the afternoon teacher to do
things that have not been completed in the morning zone, this becomes a
matter of demand. The specialist teachers are always being asked to help the
class teachers, and never the other way around.” (Interviewl6, Morning
Teacher)

The priority is in favour of the morning teachers, who have a stronger control as a
whole over the students’ communication with their parents. This also causes problems

with the afternoon teachers who rarely get to see the parents. As stated:

“There is a relevantly good collaboration between teachers, but there are
also disagreements and problems amongst them. In this case the morning
teacher has the first word as the afternoon teacher’s role is particularly
auxiliary and complementary. The morning teacher is responsible for its class
and the person who the parents are referring to every time there is a
problem.” (Interviewl7, Head-Teacher)
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When comparing the morning teachers and the afternoon teachers’ roles, there are
great differences in status. This would usually mean that there is a huge separation

between the authoritative opinions which overrule the general views as a whole.
. Students’ relationships with teachers

Teachers believe that as the students have to stay longer at school this helps them to
have a more substantial relationship with their teachers. They get involved in other
activities which are important for them from pedagogical and social perspective.
Relationships are therefore more socially encouraged between the students and the

teachers. As described:

“Except helping my students with their lessons, I supervise them during their
lunch time. It is something new to me to see them eating in the canteen and
being more relaxed than when working in their classrooms. | can see another
aspect of them... I am not just their teacher but it is good to also see the
students share their lunch time with each other as well as their teachers.”
(Interview 7, Morning Teacher)

The fact that students have to spend more time in the ‘all-day’ school helps them to
create new bonds and relationships with each other. This leads help teachers gain more

understanding and insight into the relationships between the students. As stated:

“It is difficult for the younger students, for example of Year one, to stay at
school for so long... It is a big change in their life... Sometimes, | feel that | am
not just their teacher but a person who can help them in the little things...”
(Interview 12, Morning teacher)

However, a dramatic change is taking place in the structure of the Greek family life
over the past years. Families no longer have the added help of child care from the
extended family e.g. grand—parents. Therefore, the imposed social changes led to
reformations within education. As a result, the ‘all-day’ school became a necessary

requirement for the students following the new social changes. As stated:

“The structure of the Greek family has changed. Today there aren’t
grandmothers to take care of their grandchildren while their parents work.
For this reason the ‘all-day’ school is essentially important for students to
create relationships with each other, and also the bonds they have newly
formed for staying at school all day...They not only work longer but also play
and interact more with their classmates. The hours at school are therefore
more beneficial for the students, otherwise they would stay at home unattended
watching TV (Interviewl3, Morning Teacher)
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e Students interaction with their peers

The ‘all-day’ school with the new subjects and activities included addressing both
pedagogical but also social aspects became invaluable for the early years of

development. Learning, therefore, also became more enjoyable:

“I see my students interact more creatively when I give them roles to play for
the Drama practice sessions... You have the sense that drama classes bring
them closer together and new relationships are formed.” (Interview 4,
Afternoon Teacher)

Another teacher observes and encourages this positive attitude for the students, which

is far more rewarding in the long run of the ‘all-day’ school experience:

“In the ‘all-day’ school students have more time to learn together, play
together, eat their lunch together, and this inevitably means that more
interaction will bring them closer and encourage friendships...” (Interview
10, Afternoon Teacher)

On the other hand, there are some concerns amongst teachers regarding the students of
the junior classes. They suggest that the students become more aggressive, argue with
others and misbehave. Teachers think that because students stay longer at school this
create difficulties in their behaviour and illustrates to some degree the changes in the

family structure. As argued:

“I have noticed in the last years, changes of schooling behaviour amongst
students. There are examples of worryingly argumentative and negative forms
of behaviour shown, not only by the senior students, but also by the students
of the prep classes. In my opinion, this has to do with the changes in the
decline of values and morals in today’s society.” (Interview 17, Head
Teacher)

Overall, it can be seen that despite any negative aspects of the ‘all-day’ school, new
forms of relationships as well as different types of interaction and communication, are

created amongst students and teachers.
o Students and ‘all-day’ school

As revealed in the responses from the teachers, the students who go and study at the
‘all-day’ school, seem to enjoy some positive aspects of the ‘all-day’ school, but at the
same time, there are concerns regarding the long hours students spend at school. The
perceptions and beliefs of the teachers about the effect of the all-day’ school on

students lives differ from school to school, and from teacher to teacher. There are
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many different factors interfering in their final judgement about the ‘all-day’ school’s
influence on students’ lives. They can be as diverse as the number of schools. Those
who see the institutionalization of the ‘all-day’ positively, they see their students’
attitude towards the ‘all-day’ school positively. However, they recognise the need for
things to become better in the management, infrastructure and in general in the

operation of the ‘all-day’ school. As stated:

“Our students are not just pleased, they are really happy... They do enjoy
their stay here, and are happily involved in the school activities. They are
content during their school time.” (Interview8, Morning Teacher).

Another teacher agrees and yet recognises the lack of resources and staff that is
required:

“Students spend their time creatively and happily here... although for the extra
activities, sports, dancing, music, computing lessons, our school is lacking the
extra facilities and staff.” (Interview9, Morning Teacher)

In another school, the structure seems to have reached a better standard as a whole,

and it is demonstrated through the positive effect on students’ lives:

“In general, our students want to stay for longer at school. We have students
who stay on after 3.30p in the optional afternoon zone, and they do enjoy
their activities here.” (Interview4, Head Teacher)

On the other hand, there are those teachers who are very pessimistic and criticise the
impact of the ‘all-day’ school on the students, as they think that the students are
becoming extremely tired, and exhausted, having to stay for long hours at school.
Considering that the students of the ‘all-day’ schools use the same facilities and
infrastructure of the ordinary schools, it is easy to understand why teachers complain
about the failure of the ‘all-day’ school, to deliver what has been promised to their
students. When the ‘all-day’ schools started operating in 1997, the schools which have
been chosen to operate as pilot ‘all-day’ schools were funded by the EU in order to be
facilitated with all the necessities needed for the longer stay and for education of their
students. It was proven that all the changes and improvements that took place in those
schools, were temporarily designed and rushed. The students may really feel tired if
during the lunch time, they cannot enjoy their lunch in a proper canteen inside the
school, and instead they can have a long break outside of the school yard eating a
quick snack. As pointed out:
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“There are two important issues to be considered. The first is that students
should have lunch in proper canteens, and secondly they should have the
possibility of resting and relaxing in specially designed classrooms.
Considering the long hours that they have to stay at school, students are
becoming more aggressive and violent after 1.30pm as limited facilities are
offered.” (Interview6, Head Teacher)

Overall, it becomes apparent from teachers’ observations that the students could really
enjoy the benefits of the ‘all-day’ school and be happier when they have to stay longer
hours, if the infrastructure and the management of these schools was better planed and

effectively applied.

e Parents interaction with teachers
o Working parents and ‘all-day’ school
The teachers believe that parents view the ‘all-day’ school as a form of baby-sitting,
especially during the afternoon zone. According to teachers, parents believe that the
most important zone is the morning zone, because they are used to the convention of
the morning school. Teachers claim that parents believe the morning teachers’ role is
more important, as in their eyes they are the main teachers of the ‘all-day’ school,

whilst in their eyes the afternoon teachers’ role is not as important.

“Parents are not interested in what extent the ‘all-day’ school fulfils its
pedagogical and social aims. What they do care is to leave their children in
a safe place especially in the afternoon hours.” (Interviewll, Morning
Teacher)

These beliefs are also evident in the way parents contact teachers to get information
about their children’s progress. As they are used to consulting the morning teachers
about their children progress, they totally ignore the afternoon teachers. Parents are
interested in a safe environment for their children to stay so they can work or fulfill
other commitments, which they may have. According to the teachers, parents consider
that the traditional form of school is the norm, and they perceive the ‘all-day’ school
not as a school in unity, but as a school divided into two zones offering them the

option for their children to stay for longer in the afternoon zone. As stated:

“Parents and grandparents consider a proper school to be the morning zone,
because it is the school we were familiar with. The afternoon zone in their
minds is a kind of ‘baby- sitting’ zone.” (Interviewl5, Morning Teacher)

However, there are causes of concern regarding the length of the day, even though the

long hours provide the advantage for the working mothers to continue in their careers
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disregarding the children’s needs. Without doubt this has created changes in society
which affects strong family traditions. This inevitable change in the workforce of
Greece with more mothers at work has created a dimension of great reconstruction for

the schooling system. As stated:

“The ‘all-day’ school solves a big social problem, this of the working mothers,
but on the other hand the school hours for the children are exhausting.”
(Interview5, Afternoon Teacher)

Teachers agree that the all-day school addresses the need of the working parents for
their children to stay for longer at school. In most of the all-day schools, lessons finish
at 15:30. However, there is the option for the students to stay until 16:15 if the

Teachers and Parents’ board agreed. As stated:

“The ‘all-day’ school has failed to achieve its aims. However, it provides
parents with the feeling of leaving their children in a safe schooling
environment for long hours. It is something important for all those parents
with extra working responsibilities, and having to stay at work until late in the
afternoon. ” (Interviewl, Morning Teacher).

At this point it is worth clarifying that in Greece, the ‘all-day’ schools operating as
unified schools with a compulsory school programme, and attendance for all the
students from 8:30-15:30. There is the possibility for students to go to this type of
schools earlier at 7:30, and have breakfast at school. They can also finish lessons at
16:30 if their parents wish to do so, and there are teachers available for these extra
hours to stay with them. On the other hand, there are the conventional, mainstream
primary schools operating from 8:30-13:30 (maximum hours) with the option for the
students to stay late in the afternoon until 15:30, if their parents are working. In the
conventional schools not all the students have to stay long hours at school, but only
those whose parents work. These schools are known as primary schools with the
‘creative activities’ afternoon zone. The ‘all-day’ schools are different from the
mainstream schools because of the compulsory programme that all students need to
participate in. It is not an option that is offered by the school. According to teachers,
the working parents do not seem to be very critical with the institutionalisation of the
‘all-day’ school. As stated:

“Our school is located in a neighbourhood with people of the working class.
They do support the idea and the existence of the ‘all-day’ school, because
they have to work and they cannot afford to pay for the afternoon safe
keeping of their children (Interview7, Morning Teacher)
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However, not all teachers view the ‘all-day’ school as an essential component of the
primary education or in any way beneficial for the students due to the long hours

causing unnecessary tiredness. As pointed out:

“The students are coming to the ‘all-day’ school as their parents have no
other option. In my view it is exhausting for students to stay at school so
many hours. It is a kind of forced institutionalization schooling for children
(Interview10, Morning Teacher)

The concept of the ‘all-day’ school varies amongst working parents and the non-

working parents.

o Non working parents and ‘all-day’ school
Parents would prefer to have the flexibility to decide if they want their children to stay
in the afternoon zone. The teachers have claimed that there is a significant number of
parents who would prefer the afternoon zone to be optional. In other words, this is
mainly a concern of those parents, where probably one of them does not work and who
had been used to sending their children to mainstream schools. We should highlight
that the school hours for the ‘all-day’ school are compulsory for all students from
8:30-15:30. However, there are the traditional schools which operate as morning
schools with the option to a non-compulsory afternoon zone for those parents who

wish their children to stay for longer. From the teachers’ point of view:

“In my opinion, the ‘all-day’ school is a huge advantage for the working
mothers. However, from my every day interaction with the mothers | can see
that there are some mothers that do not work, would prefer to bring their
children home sooner.” (Interview3, Morning Teacher)

The ‘testing’ period for the institutionalization of the ‘all-day’ school, undoubtedly
must take into consideration all the different views and perceptions of those involved
e.g. teachers, parents and students as a whole. This is not yet the case, and it is difficult
only from the teachers’ point of view to conclude whether they believe in the
expansion of the ‘all-day’ school, as a new form of school, or whether these schools
should be abolished. What is clear, however, from teachers’ opinions is the need for
reformation of the ‘all-day’ school, as they believe they have learnt many lessons from
its operation, and the piloting of the ‘all-day’ school. There has already been a period
of 10 years since this new type of schooling started. The adjustments have been huge
for the teachers, students and parents. Teachers strongly believe that the ‘all-day’

school has to continue operating for the benefit of all involved. They also believe that
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the primary schools in Greece need to be reformed in general, considering the lessons
learned by the piloting of the ‘all-day’ schools. As stated about a school that has
managed to overcome obstacles and obtained a balanced well structured learning

environment:

“Our school is very popular. I'm the person in charge for students’
enrolments each year and we have a long waiting list from early in the May,
as parents from not only our periphery but from quite distant areas wish for
their children to come here.” (Interview8, Morning Teacher)

Teachers agree that this school has achieved a high reputation amongst parents who

are eager to send their children there:

“We have the approval and support from the parents in our aims and
achievements of our school. We have the support of parents which maintains
the high standard of the school, and therefore the effort is combined with the
family and school life for our students.” (Interview8, Morning Teacher)

The ‘all-day’ school could be well organised from the very beginning of the school
year. This would be much appreciated by the parents according to the teachers.
However, teachers believe that parents do not yet trust and respect the ‘all-day’ school.
This is due to disappointment in general because the changes are still in working
progress. A well organised ‘all-day’ school could persuade the working parents to send

their children to this type of school, instead of having to send them to private schools.

4. Organisational issues
e The failure of the Ministry of Education, to appoint teachers within
the necessary time
Nowadays, the ‘all-day’ schools run the second phase of their operation, without any
funding from the EU, and with the solely supervision and funding of the Ministry of
Education. According to the teachers at the ‘all-day’ schools there is a decline in

positive progress.

However, the new government wants to expand the ‘all-day’ school and 800 new
‘opened’ ‘all-day’ schools are scheduled to operate across Greece as stated in the
Government Gazette 2011. So, the government sees the need to expand the ‘all-day’
school, but according to the teachers the ‘all-day’ school needs to be reformed based
on the experience gained from its operation up to-date. According to teachers the

reality is, that the ‘all-day’ schools seem to be in decline, due to the insufficient and
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delayed number of the specialist teachers, which are needed to work in these schools,
and also due to the inappropriate facilities and equipment available to the ‘all-day’
schools. From the 8 ‘all-day’ schools I have visited the 6 operate as double schools,
which means that in the same building two different schools operate. There are huge
difficulties for teachers and students alike, in relation with overcrowded classes,

limited play grounds, and facilities. As stated:

“I work in the ‘all-day’ school from the first day of its operation. When the
‘all-day’ school started as a new form of schooling in the Primary Education
in 1999 it was like a ‘bolt from the blue’. We were told that our school was
chosen to operate from September as an ‘all-day’ school, amongst the other
28 in the whole country. We had no idea what ‘all-day’ school meant... We
had some seminaries just to announce to us that this was a new type of
innovating school Where students should learn through the ° experiential
learning’ and to re-evaluate all that we had learnt throughout our teaching
profession.. ”.(Interviewl4, Morning Teacher)

The situation, in which the ‘all-day’ school now exists and operates, is problematic
due to the disorganised and unprofessional state of these schools. For some schools the
success is the result of the willingness, the enthusiasm and also of the personal effort
and commitment of those individuals such as, head-teachers, teachers and specialist
teachers, who believe in the establishment, the expansion and reformation of the ‘all-
day’ school. Some teachers strongly believe that the ‘all-day’ school is necessary as a
new form of schooling for the advancement and improvement of students’, teachers’
and parents’ lives as a whole. However, teachers believe that the Ministry of
Education is responsible for not appointing the specialist teachers on time and
therefore the schools are not prepared and cannot operate with clear aims from the

beginning of the new academic year. As stated:

“We give to the students their school timetable from the first day the school
opens. The timetable includes all the subjects and activities that should be
taught according to the curriculum. The problem starts from the second day of
the new academic year as the specialist teachers are not at school. The last
two years the specialist teachers started working at school in February. This
year for first time we had those teachers on the 1* of December. The students
have music, drama, computers, for example, in their timetable but they don’t
have the specialist teacher. Every time at the end of the academic year we
send letters to the authorities and the next year the problem remains. How can
a school operate without teachers? (Interview2, Afternoon Teacher)
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While the situation is unacceptable, the complete chaos of the authorities responsible
for the allocation of teachers across subjects and the lack of provision worsen the

situation.

e The failure of the Ministry of Education to provide the appropriate
facilities and equipment for the ‘all-day’ schools
Teachers claim that suitable facilities, resources and school equipment are necessary
for the ‘all-day’ schools to operate. All ‘all-day’ schools use the facilities used by the
mainstream primary schools. When ‘all-day’ schools were first introduced new
facilities and classroom refurbishment took place. New white boards, projectors, extra
books and schooling material were made available to teachers and students. It became
apparent that for the students who had to stay and work extra hours inside the school,
needed extra provision of facilities. Teachers claim that in theory the provision of the
‘all-day’ school is beneficial. However, they strongly believe that the ‘all-day’ schools
have failed to provide the additional working areas for the specialist subjects, and
activities such as art, music, dancing, and drama, due to the lack of the necessary
space, and infrastructure needed for these schools. As a music teacher of the afternoon

zone stated:

“To teach dancing outside, somewhere in the school yard, is not an easy
task. Even if the assembly hall is available, which is not the appropriate
place for the dance lessons, it is also very difficult to squeeze a class of 30
students in a classroom. The students are very enthusiastic with this activity,
but for me as a teacher it’s extremely difficult to do my lesson due to the lack
of space without the provision of a properly delegated dance-drama room.”
(Interview4, Afternoon Teacher)

An English teacher also added:

“How can I teach English properly while I need extra books, a video, a CD
player, which the school does not provide, or even when | need some
photocopies from books that | buy, and the photocopier does not
work? ”(Interview5, Afternoon Teacher)

As it can be seen, in addition to the failure of the authorities to appoint the specialist
teachers on time for the beginning of the academic year, the other main problem,
according to the teachers, is the inadequate school facilities. Teachers argue that
because of this problem, some of the initial proposed subjects had to be abandoned. As
stated:
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“Activities such as ‘Music and movement’, ‘Traditional Greek dancing’, ‘Art
and Design’ gradually had to be abandoned.” (Interview3, Afternoon Teacher)

The last seven years the ‘all-day’ school, seems from the teachers’ point of view to be
in decline due to lack of adequate funding, necessary facilities and insufficient number

of specialist teachers who are not appointed on time.

Teachers are frequently expressing their disappointment. All the promises and
enthusiasm of the first years have slowly disappeared. They believe that it is a
declining concept which needs immediate reformation to make it viable. Teachers
complain about the funds, which are available for the ‘all-day’ school, and also the
need to be seen as a school which addresses different needs for different students. For
example, they complain about the buildings and the unacceptable or not existent
facilities for the schools, the need of creation of a proper canteen, where the students
can have school meals or their packed lunch. Teachers argue that the ‘all-day’ school
has failed to achieve its aims. This therefore is an impediment in achieving a positive
outlook for both parents and teachers, with the children, as the changes of the ‘all-day’
schools do not seem to lead to any positive changes in the future. As a teacher

claimed:

“The ‘all-day’ school started differently, with theoretical targets that have
been proven in the course of time that they have never been placed into
practice (Interview3, Morning Teachers)

While another teacher added:
“These schools are offering scrappy education. They should be reconstructed
and rebuilt from the beginning.” (Interviewl, Morning Teachers)

While some teachers are positive and hopeful about the institutionalisation of the ‘all-
day’ school, there are those who seem to be indifferent and uncertain with the idea of

the expansion of the ‘all-day’ school. As argued:

“I am really undecided whether or not the ‘all-day’ school should become the
future form of Primary education in Greece. From my experience | feel that
asphyxiates and exhausts the students. ” (Interview1l, Morning Teacher)

However, other teachers have the point of view, that despite any changes, extra school
time simply means more babysitting. As stated:

“There was a lot of criticism by the academics and the trade unionists from the
beginning that the ‘all-day’ school would end up as a baby-sitting institution

155



(they mean in the afternoon zone). This is because it was obvious the refusal of
the teachers to accept any reform and change in their job routine had its
negative effect.” Interviewl6, Morning Teacher).

Another teacher commented:

“The ‘all-day’ school is a frustrated project, because in Greece to foresee the
aspects of the project that are both the negative and the positive. This requires
much valuation and planning which necessary. However, there are
consequences of inevitable disaster due to the lack of funds and hurried and
impatient planning as a whole. ” (Interview 16, Morning Teacher)

The Ministry of Education, according to teachers, has not provided enough funding for
the changes required for the ‘all-day’ schools and for the specialist teachers, without
whom the school cannot operate. As a whole, teachers have not had their views
respected or listened to. There are still negative attitudes, both for and against the

advancement of the ‘all-day’ school.

e The contribution and involvement of the local authorities in the
operation of the ‘all-day’ school
This research took place in eight different ‘all-day’ schools in the wider area of
Athens. Only in one school, according to teachers’ accounts, the local authority seems

to play an energetic and vital role in the successful operation of this school. As stated:

“In particular, the municipal council are people who are interested in
Education, in our school. They support our efforts and they are next to us
every time we need them (Interview4, Head-Teacher)

This particular school is well supported according to its head-teacher. This has a great
impact positively for the school ethos. Another teacher commenting on the same issue
added:

“The ‘all-day’ school is a necessary form of schooling for the Primary
Education nowadays. But it is a matter of a harmonious and close
collaboration with all the social factors involved, and mostly it is a matter of
political decisions, for measures to be taken for things to become better in
the Primary Education.” (Interviewl, Morning Teacher).

The collaboration of all these factors has a positive effect on the operation of this

specific school.

e Head-teacher’s influential role in the succession of the ‘all-day’

school
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In most of the ‘all-day’ schools the person in charge, is the deputy head-teacher but in
the papers it is the head-teacher. The deputy head —teacher is appointed by the
teachers’ board of each ‘all-day’ school. It has to do with within-school decision and
this is related to the ‘revolutionary possibility’ offered by the ‘all-day’ school, to
facilitate an independent operation and optional curriculum, decided by the Teachers’

and Parents’ board of every school. As stated:

“It is common the deputy head-teacher to be responsible for the afternoon
zone if he agrees, because most of the times nobody wants extra
responsibilities. In that case one of the teachers is appointed as the person in
charge, depending upon some criteria as they are defined by the formal
documents of the Ministry of Education. There is also the possibility for this
person to receive an extra allowance as a reward.” (Interviewl6, Morning
Teacher)

A deputy teacher who is the person in charge for the afternoon zone of the ‘all-day’

schools also commented on his difficult role:

“One of the main needs of the ‘all-day’ school is the creation of indoors gyms,
extra classrooms, music, dance classrooms, and proper dining rooms and
canteens where the students can have their lunch properly. What happens
today in the ‘all- day’ schools is very disappointing. 1 find it very frustrating
to see my students bring their food from home, and then they have to eat their
lunch outside in the school grounds...And this reflects one aspect of the
disorganisation that exist within our school... It’s very sad for me that I am
unable to help.” (Interview3, Afternoon Teacher).

However, despite all the problems and negativity with some teachers, there are those
who have a positive view for the future of the ‘all-day’ school. As this head-teacher

commented:

“The ‘all-day’ school is the school of the future, because it is a school which
came to serve parents’ needs and its curriculum helps students to learn in a
creative and pleasant way. Education is not something static; it must be under
reconsideration and reformation every time the social conditions change.”
(Interview2, Head Teacher)

This teacher noted that time has passed with small changes taking place, yet hoped that
eventually things will progress and achieve high standards. These changes may
include the Ministry of Education, the local authorities and teachers working together

with parents. As stated:

“The ‘all-day’ school is the school which many parents trusted and hoped that
it would solve many social and educational problems...While it is obvious that
the Ministry of Education and the other authorities have failed to provide the
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expected support and management after 10 years of its operation, | believe that
the head-teacher with the contribution of the school staff, can make the
difference..The ‘all-day’ school remains a project under way after SO many
years. (Interviewl16, Morning Teacher)

However, with along optimistic expectations, there exists a strong negative outlook:

“Nowadays the problems it is not only that the ‘all-day’ schools have been
abandoned in their destiny but moreover there is not any prospect of any kind of
support or willingness for things to change and become better.” (Interviewl8,
Head-Teacher).

The ‘all-day’ school in theory as a concept seems like a good educational reform for
the primary education in Greece, but unfortunately it has not been planned and applied
correctly. We can say that if the ‘all-day’ school is to be reformed then there needs to
be, according to the teachers perspectives, a new start as a whole, as the existing

operation is evidently unsuccessful.

4.1.3 Interview data analysis: Students

The main aim of the ‘all-day’ school was the establishment and operation of a new
form of school, which was expected to fulfil the needs of the students, teachers and
parents in a changing society. These new needs emerged from the catalytic changes
occurring in the Greek society, not only as a new member of the European Union in

1981, but also as a member of the world society which constantly and rapidly changes.

The experience of the past for changing societies in a changing world has shown that a
country which wants to adjust its citizens in a new form of living is ready to cope with
the demands of the globalization and has to decide to put into practice a series of
social and educational reformations. The ‘all-day’ school was a necessity, a first step
of reforming the primary education in Greece, with the purpose of helping and
preparing the students, firstly, to become the future Greek citizens of a new global
society, secondly to help the teachers adjust to the new needs of their profession, and
the parents to cope with the new social and working circumstances. This would be
feasible with the enhancement of the curriculum with new subjects and activities, the
reformation of the school buildings into improved and well resourced school
environments, where well trained teachers would be ready to put into practice new

teaching methods for the best benefit for their students.
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The ‘all-day’ school has two significant roles to play in relation to its students: The role
of providing and covering the pedagogical needs of the students, and that of preparing
them to live in a changing society. The writing-up of the data analysis has been
structured upon the set of themes presented in the following outlines. These are the

major themes that emerged from the analysis of the students interviews:
Major themes

1. Children’s perceptions about aspects of their school experience

e Poor human resources

e Poor facilities

e Relationships

e The impact of the longer school day
2. Planned curriculum not effectively resourced

e Students have no beneficial substitute activities

e Unsuccessful homework completion
3. Student-teacher relationships
4. Students’ perceptions of the effects of the longer school day on them

e Long school day for students in poorly equipped schools

e Long school day and students’ relationships
In the next section data collected from interviews with students were processed using
thematic analysis. Quotes taken from interviews conducted in Greek were translated in
English initially and then deployed in the analysis. The analysed group interviews with
students are 21 in total. The children’s perceptions about the aspects of their school

experience with respect to poor human resources, poor facilities, relationships, and the

impact of the longer school day will be presented as follows.
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1. Children’s perceptions about aspects of their school experience

e Poor human resources

Analysing the data from the interviews with students going to ‘all-day’ schools in
Athens, it was interesting to hear them voicing their thoughts about the impact of the
‘all-day’ school in their lives. It was really motivating to hear them commenting on the
new aspects and prospects of the ‘all-day’ school, as they are mainly the receivers and
those whom must practice and apply the innovations and changes introduced by the
‘all-day’ school. Again there were contradictions in students’ accounts concerning the
effect of the ‘all-day’ school in their lives. According to the students, the ‘all-day’
school, in general, has affected their lives and because of their unfulfilled expectations

there are negative comments as well as positive. As stated:

“I like my school, because it is good, we learn lots of things, and the
teachers are really nice with us...but it is not fair when we don’t have a
music teacher or an art teacher in the afternoon zone and instead we are left
outside playing. We may have these teachers after Christmas or we do
something different from what we had been promised.” (int.4 Y6)

Another student had also expressed his contradicting feelings about the ‘all-day’

school:

“With the morning teacher we learn lots of things about History which is my
favourite subject...with the afternoon teacher we have activities that |1 had
never had before and always had hoped to do. We do computers lesson,
dancing and extra sports but we never have those teachers from the first day
we start lessons...So, until the specialist teachers come to our school, we have
to stay with the afternoon teacher who helps us with our homework... most of
the times we have to share the same teacher with another class ” (int.14 Y3)

For the students of the ‘all-day’ school it is the first time that they can share their
school lives with different teachers. It is a new experience for them as now they have
more than one teacher and not only the class teacher, who used to be the most
important teacher in their school life. From what students say, it can be seen that the
morning teacher, the class teacher, who is appointed from the beginning of the new
school year, plays the most significant role in the school life, as they are the
permanent teachers, whom they rely on. There is a sense of uncertainty and
dissatisfaction revealed in students’ sayings in relation to the afternoon teachers.
There is no doubt that they acknowledge and understand the beneficial influence of

the afternoon zone, with the new activities and subjects. However, students are not
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pleased with the delays in the appointment of the specialist teachers, and the gaps in
the school programme which in the end results in more distress and disruption in their

school lives. As stated:

“The IT teacher teaches us how to work and use the computer. Computing is
my favourite lesson, because I learn so many things... We play games and do
funny things... I have learnt how to draw on the computer...But this year we
started computing lessons in November because we didn’t have our teacher

from the beginning.” (int.13 Y4)

e Poor facilities
The students had much to say about the unacceptable facilities and infrastructure of
their ‘all-day’ schools. Students complained a lot about the lack of appropriate and
basic facilities, and voiced the need for changes and improvements in their classrooms

and in their schools in general. As stated:

“We need new equipment... For example, we have this old white board. Also,
we always have to switch the lights on, because it is too dark in this
classroom. ”(int.8 Y6)

Another student commented regarding the school building and the lack of

maintenance:

“There is a leak coming from the radiators for months. Nobody seems to do
anything about it...and during the winter we are freezing...” (int.8 Y6)

While the maintenance of the ‘all-day’ schools seems to be a serious problem, the
students also noticed that the basic day to day running of the school premises and the

issues of hygiene are inappropriate. As stated:
“The toilets are dirty... I would like my school to be cleaner.” (Interv.1 Y5)
Another student added:

“I want my school to be cleaner and the children not to throw rubbish on the
floor. And | want the walls to be painted... The toilets not are clean and the
windows are broken...I want to change things that have to do with the
building... I want my school to have flowers and trees in the surrounding
grounds...My school looks like a prison” (int.2 Y4)

The ‘all-day’ schools lack appropriate premises as they use the buildings of the
previous mainstream schools and in some cases have to share the school premises with

another ‘all-day ‘school, or mainstream school. When the first ‘all-day’ schools started
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operating, a renovation of the existing mainstream schools had to take place. Some
improvements had to be made as funding was available by the European Union. Now
the ‘all-day’ schools are in their second phase of operation, there is no more funding,
and have been abandoned with appalling facilities. In addition there is disappointment
for the students with regard to the outside school grounds. There are very compact and

also there is hardly any room for playing sports. As stated:

“The schoolyard is not big enough for so many students...there are two
schools in the same building. ” (int.16 Y4)

Another student also complained:

“I would like to have more space, because the school grounds are too small
and there isn’t enough room for us to play...I want our school to have grass
and flowers.” (int.2 Y4)

In another school a student referred to the aesthetically sad appearance of their school

grounds:

“I would like to change the colour of the walls in the schoolyard...we could
colour and make some nice pictures on them during our Art lessons...” (int.4

Y6)

Comments as the following represent vividly the students’ feelings about their

school’s poor facilities and premises:

“When you get adjusted to the school, you feel well... but, the first days, | felt
like I was imprisoned...It is very different from the school | used to go to, when
1 finished early in the afternoon...” (int.18 Y5)

While the school play grounds are unsuitable for so many students to enjoy their sports
activities or just to relax during the break, there are also concerns regarding the status

of their classrooms:

“I would like to change the classrooms, to make them bigger... Also, we should
have more classrooms in the school...” (int.4 Y6)

Other students criticized the poor condition of the classrooms, where they spend
almost their whole school day. The ‘all-day’ school’s premises and classrooms fail to
provide an environment, which would inspire and motivate the students to stay and
work effectively for long hours. Students should have all the comforts and extra
relaxing space inside their classrooms, for the times needed to be occupied with more

creative and artistic subjects. Students are, therefore, confined in classrooms that are
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not appropriately designed to accommodate the needs of a class of thirty pupils.
Contrary to the regulations and inspirations of the ‘all-day’ school, the classrooms

have been abandoned and look like blank boxes. As pointed out:

“I would like my classroom to have nice pictures on the walls and be clean
with some space free to rest and relax when we draw or read a book.” (int.7

Y1)

The lack of resources and school equipment is a current problem in the ‘all-day’
school. At least students are provided with their own books, as an additional problem

for them is the lack of well resourced school libraries where they can study. As stated:

“We have a small library where we go very rarely... If we want to study or
find extra information we have to work at home...but teachers ask us to bring
to school any books we no longer need at home.” (Int.13 Y4)

In another school a student added:

“I would like to have projectors which work properly, because we can’t watch
a movie.” (int.4 Y6)

What is also of high importance and merits attention is the absence of particular
classrooms for their specialist subjects and activities. For example, Music, Art, Dance
and ICT are taught in the same classrooms. In the ‘all-day’ schools, it is very common
that the standard classrooms are used also for these special subjects, and with the
additional absence of special instruments and resources. As stated:

“We don’t have music hall and music instruments for the Music lessons... We
do Music in our classroom learning some new songs when we have a school
celebration or extra event (national days or religious celebrations)” (int.15
Y5)

In addition, the ‘all-day’ schools, in their majority, do not have indoor gyms or extra
courts for the students to participate in different sports. The schoolyard is the only
place where any sport takes place. As pointed out:

“Some other schools have a gym, but we don’t have one” (int. 1 Y5)
Another student added:

“I would like a football court with grass, because we can only play basketball
in the schoolyard, where we fall down and get injured.” (int.4 Y6)
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However, a little improvement in the schools makes a big difference in students’

attitudes. As stated:

“Now I like my school more, because basketball and football courts were
added.” (Int.11 Y3)

On the other hand, while the school gives emphasis to environmental issues, so that
students can become more environmentally conscious, there exists a discrepancy

between what is said and what actually happens. As argued:

“I would like my school to have recycling bins...We have learnt that we must
protect our environment and start recycling...” (int.2 Y4)

Another worrying matter is this of the lack of proper canteens in the ‘all-day’ schools,
where students can eat their lunch in acceptable conditions. What has happened, in all
these schools, is that they use a big classroom as a dining room. Some tables and extra
chairs have been added, with the ‘extra’ provision of one or two microwaves for the
food to be heated for those students who wish so. However, there is a small canteen
inside the school, where students can buy a snack but that is all. Students are provided
with lunch from home or they can eat just a snack from the school’s canteen. The
afternoon teacher supervises the students during their lunch which last about 20-30

minutes. As stated:

“We could have at least a bench, because some children have to sit down on
the floor or stand up when they eat.” (int.7 Y1)

Students have voiced their concerns about the status of the buildings and the premises
where their schools are operating. There is lack of extra classrooms, furniture,
equipment which are necessary to make a difference in a learning environment.
Students might not be inspired to learn as a result of an unattractive school

environment.

2. Planned curriculum not effectively resourced

e Students have no beneficial substitute activities
Students seem to be enthusiastic and to enjoy the new school subjects and activities,
when these new activities are really placed into practice, and there is the possibility for
them to do these activities, as their school programme provides. They have the

opportunity to learn subjects such as ICT and to enjoy all new activities by
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participating in Drama, Music, Art classes and sports, mainly in the afternoon zone. As
stated:

“When my brother was coming to this school, students didn’t have the
subjects we do and they didn’t study from the same books we study.” (int.1
Y5)

Another student commented on the benefit of computing lessons:

“I like the IT lessons, because we play and learn in a pleasant way.” (int.1
Y5)

Students realise and enjoy the benefits of the additional subjects as they have the
opportunity, when this is feasible, to escape from their daily school routine, and enrich
their school life with new subjects which seem to be, according to the students, very
creative and interesting. As stated:

“My favourite subjects are Geography, History and Maths from the morning
zone ... but I'm happy to have ICT and Drama in the afternoon zone because
I learn new things and I enjoy learning.” (int.4 Y6)

The benefits of the new activities seem to be multidimensional as pointed out:
“I like the ‘all day’ school, because we can do things that we cannot do at

home. For example, we have Music, Arts, Drama lessons and we can spend
more time doing these lessons with our friends.” (int.6 Y5)

Another student added:

“I like the afternoon zone, because there are some activities, which we don’t
have during the morning zone, such as IT, Arts, Drama lesson and
Music... These are my favourite lessons.” (int.6 Y5)

There were students who, the addition of just one new favourite activity claimed that

this was enough to like their school. As stated:

“I like the ‘all-day’ school, because we have Sports in the afternoon” (int. 11
Y3)

For another student having Dance at school makes a big difference in their lives. As

stated:

“I like the most the Dance lessons in my school, because we are taught lots
of things about dance and we have fun.” (int.11 Y3)
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Even in these cases, when the school is unable to offer to its students all the activities
that it has promised, students are pleased at least to participate in any available activity

during the afternoon zone. As pointed out:

“If there is nothing to do in the afternoon, we have athletics and play games
outside with the PE teacher...I don’t mind if we share the same teacher with
another class... I'm happy instead of staying in the class and do some
drawings, because we cannot do anything else, for example, to go and play
any sport outside” (int.5 Y4)

From what students say it seems that the enhancement of the ‘all-day’ school

curriculum with all these activities has a positive effect on students’ school life.

e Unsuccessful homework completion
The completion of the homework at school and particularly in the afternoon zone has
been prioritised by the constitution and theoretical background of the ‘all-day’ school.
Students are expected to go home with their homework finished at school. At least for
the lessons of Language and Maths the homework completion is necessary to take
place at school with the help of the afternoon class teacher who is appointed mainly
for this purpose. From students accounts this is not possible. There are several reasons,
but the main problem seems to be the delay of the appointment of the afternoon
specialist teachers on the one hand and, on the other, the shortage of primary teachers
needed to help students with their homework in the afternoon zone. The problem with
the inadequate number of teachers, who are sent to work in the afternoon zone, affects
the operation of the ‘all-day’ school badly, causing a disorganised situation and
substandard function of the school as a whole. The curriculum of the ‘all-day’ school
defines and makes clear that one to two hours per day, depending on the class level,
should be spent on the preparation and completion of the homework at school.

However, this is not the case.

From what students claimed the homework completion remains a controversial issue.
It seems that the ‘all-day’ school has failed to achieve this target. This seems to have
affected mainly the senior students as they have more subjects to study, they are given
more homework and most of the times they have to share the same afternoon teacher
with another class. The students of Year 1 and Year 2 have been given the priority of
having their own afternoon teacher to help them with the completion of their

homework. As claimed:
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“In general, you can’t finish your homework if you don’t hurry up.” (Int.1
Y5)

The school homework seems to be excessive as stated:

“On Mondays, Tuesdays and Wednesdays we have Greek homework to do
and the teacher gives us lots of work to do. We don’t have time to study.”
(int.1Y5)

Another student complained of the difficulty to sustain the strained study of all

subjects:

“I sometimes like the school, but sometimes I don't like it. I like that we are
able to learn things that will help us in our life and that’s why we do all these
subjects. What I don'’t like is that we sometimes find it difficult to study all of
them.” (intl Y5)

Due to lack of time and failure to set realistic targets there is always unfinished work.
As stated:

“We always have unfinished homework because there is not enough time to
complete it at school.” (int.5 Y4)

Unexpected changes happen, that leave the students quite disappointed as stated:

“There isn’t a day that we have a two-hours-homework study with the
afternoon teacher. For example, in the afternoon zone, today, we have Art and
then the teacher who usually helps us with the homework, today, she isn’t here
because she had to replace another teacher in the morning zone — and instead
we were told that we’ll do Dance.” (int.7 Y1)

Because of overcrowded classrooms with students of different classes to work together
trying to complete their homework, there is the problem of different class abilities.
Therefore, students find it very difficult to receive individualised help.

“We do very few things in the afternoon zone, because some students don’t

want to do their homework, they speak with each other and we can’t finish
our homework.” (int.6 Y5)

Another important issue concerning the completion of homework is that there is no

consistency in the homework schedule. As claimed:

“Sometimes we don’t finish our homework... we don’t have time, because the
morning teacher sometimes gives us lots of things to do. But, sometimes she
doesn’t.” (int.7 Y1)
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It can be assumed that when the school programme is followed, students are able to
complete their homework. However, this is not always the case, as unpredictable

factors disturb the school programme. As stated:

“It depends on how much time we are given. If we have two hours for
homework preparation, we can finish it. If we don’t have two hours, we can’t

finish it.” (int.7 Y1)
While in some schools there are times when students can complete their homework,
there are schools where the situation with the way that the afternoon zone works is

completely chaotic. As stated:

“I have homework left for home...almost every day...For some of the
homework we have even to study History and the Religious Education at
home...” (int2 Y4)

There is always extra homework to do at home. As pointed out:

“I sometimes finish my homework here, and sometimes I have to do extra
work at home.” (int.3 Y2)

As noted, even if the homework which is given by the morning teacher is completed at
school, there are times when an unreasonable extra homework is given by the

afternoon teacher. As pointed out:

“Sometimes we do everything here (at school) and sometimes the afternoon
teacher gives us more work for home.” (int.3 Y2)

It is also important to mention that because of the differences in the application of the
school programme across schools, when the school programme planning does not
consider students needs, there are additional problems for the students with the
homework completion. This happens, in those cases when the school programme is

planned according to the teachers available. As stated:

“Sometimes we have the time to finish everything here, but when the
homework preparation is planned for the last school hour, we don’t have
time.” (int.3 Y2)

However, it can be seen that teachers try to prioritise the pieces of homework that they

think students are not able to do on their own at home. As stated:

“I believe... that we do here all the homework we have in writing... and at
home we have to study the most important subjects, such as History,
Geography which we can study without help... we do the homework for
subjects that we are not able to do by ourselves at home.” (int.4 Y6)
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Another student commented on the shortage of time allowed for homework

completion:

“We have one hour every day for homework preparation...This is not enough
to finish everything...I normally do my homework at school. There are days
that I don’t manage to finish it, because we have more homework to do or [
don’t have enough time.” (int.5 Y4)

However, not the same policy is applied in all the ‘all-day’ schools about the way they
organise homework completion. In other schools they try to help students to finish the
difficult part of the homework, while in others students start with the easy homework
and spend more time with the completion of the difficult and more complicating

homework at home. As stated:

“I find at home all the information the teacher asks us to find. If we don’t
have lots of things to do, I finish my homework at school. If there is a difficult
exercise, we have to do it at home.” (int.5 Y4)

Students’ accounts regarding their homework were the same in all the ‘all-day’
schools considered in this study. They voiced their concerns about the insufficient time
which is given and spent on their homework and they assigned responsibility to their
school for the way they help their students with their homework. As stated:

“I rarely finish my homework at school, because we have only one hour,
which is not enough...We only finish the written homework, such as Greek
and Maths... sometimes we don’t have enough time even for these subjects.”

(int.8 Y6)

However, while students need more help with their homework, because of possible

learning difficulties, it can be seen that the school is unable to help them. As stated:

“I can’t finish my homework at school, because I'm slow in writing and
because | have a bad hand-writing... | have to erase everything and write it
from the beginning...This takes ages and | never do any Maths homework at
school as | spend all my time doing my Greek language homework” (int.11 Y3)

A lot of unfinished homework has to be completed at home. This affects students’
home time as instead of having all the time they need to do engage in different
activities at home or at least to rest and spend time with their family, they continue

their homework dedicating a considerable amount of time. As pointed out:

“If the teacher gives me lots of homework, it is so difficult for me to complete it—
I don’t know what the other children think —I have to study until late at home.”
(int.15Y5)
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As each class teacher is responsible for the amount of homework they think is
necessary for their class, things become more complicated. It is common for the
primary Greek teachers to give a lot of homework to their students as they believe that
a lot of homework can help students. There are examples, as indicated by students’
accounts, with teachers who believe that teaching and learning is an inside school

matter. As stated:

“Our morning teacher doesn’t give us lots of homework, because she wants to
find out what we can do in the classroom... ” (int.15 Y5)

Another student added:

“I finish most of my homework here, because it is more difficult to do it at
home. For example, our teacher gave us today some History questions to
answer for tomorrow. We will try to answer them in the afternoon zone and
we will try to study most of them here. (...) We have learned methods how to
study quickly and easily” (int.18 Y5)

It seems that students in the ‘all-day’ schools are not pleased and satisfied at all with
the homework preparation and completion at school as it is very rare for them to finish
their work at school. A primary aim for the ‘all-day’ school is for students to go home
ready for the next day without having extra studying. However, from what students

have mentioned, this is not achievable.
3. Student-teacher relationships

The ‘all-day’ school aims to create strong and supportive relationships amongst the
students and their teachers. The students should have all the support and
encouragement needed from their teachers to develop, improve and expand their skills
whilst at school. Students have expressed their views about their relationships with
their teachers which seem to be very interesting. Each student emphasises different
aspects when commenting about their relationship with their teachers. There are those
students whose good or bad relationship with their teachers is based on the
professional role of their teacher. They believe that they have a good relationship with
their teachers if they are helpful with them and make the lessons easy and pleasant. As

stated:

“I like the morning zone, because we have our own teacher ... we do many
lessons together and we also have time to rest and draw. | like also the
evening zone, because although we are lots of children in the same
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classroom, we work together with the help of the afternoon teacher and we
sometimes do extra work on our Maths skills.” (int.9 Y4)

Another student added:

“I like the IT, the Arts, the Dance lessons and the French lessons, because our
teachers are good with us. They help us to learn easily and we have a nice
time with them.” (int.10 Y5)

Students’ preference of a zone, morning and afternoon zone, is closely related to

which zone their favourite teacher is teaching. As stated:

“I like the afternoon zone, because we finish the homework and our teacher
gives us extra Maths homework, because she wants to help us more.” (int.9 Y4)

However, students’ comments about their teachers illustrate different interpersonal
relationships depending on their expectations from this relationship. Different
students’ expectations create different judgements for their teachers. Students take the
opportunity to express their feelings and personal perceptions about what they would
expect from their relationship with their teachers. As pointed out:

“l would like to talk more with my teachers, we should in general talk about

the problems we have ...we feel the need to talk about all these things.” (int.4
Y6)

Another student found their teacher supportive as they were next to them when they

needed them. As stated:

“When we argue with other students our teacher helps us to become friends
again.” (int.12 Y1)

Another student added:
“Our teacher helps us when we dispute with others.” (int.13 Y4)

Students expressed the wish to feel safe with uncomfortable situations, such as when
they are involved in arguments with other students and when they feel unable to solve
these problems on their own. They expect teachers to play different roles in their
school lives. Apart from teachers being important for helping with their lessons,
students expressed the need for a teacher who cares, supports and encourages them
during the long school hours. They also expected their teachers to set clear and

sufficient classroom rules, which guide their school behaviour.
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“Our teacher told us at the beginning of the year that when we have an
argument with other students, we should talk to her.” (int.19 Y4)

Serious behavioural incidents which need teachers’ involvement to be sorted out seem

to be treated fairly by them. As stated:

“When somebody is bulling us, teachers help us... We have all the attention
we need and we feel that they support us.” (int.16 Y4)

However, there are differences in students’ perceptions not only from school to school,
but, sometimes, also inside the same class, regarding the way they think they are

treated by their teachers. As argued:

“We sometimes feel that we don’t get the help we need from the
teachers...When we argue, there are times when the teacher doesn’t care.”
(int.16 Y4)

In cases where students had a trustful relationship with their teachers, they expressed
their respect and fondness of them. They wanted to rely on them the times they needed
help with their lessons, but also when they needed help to solve problems in their
relationships with other students. As stated:

“We have the same feelings about our teacher... we feel the same as for our
mum.” (int. 18 Y5)

Concluding, the students of the ‘all-day’ school had to accept that more than one
teacher, and not only the class teacher, will play an important role in their school life.
Depending on what was important for them, students emphasized less or more on
teachers’ professional role and expressed their opinions about their relationship with

them.
4. Students’ perceptions of the effects of the longer school day on them
e Long school day for students in poorly equipped schools

Students’ opinions about the long hours of the ‘all-day’ school are mixed across
schools and students. It depends on the school’s different circumstances and how

students experience their school life as individuals. As claimed:

“We stay at school for so many hours...it is exhausting...I sometimes like the
school, because we learn things which will help us in our life studying all these
new subjects. What I don’’t like is when the (school) day finishes and I go back
home having extra work to do without any help.” (intl1 Y5)
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For the students whose parents work and have to go to school early in the morning, (at
7.30 waiting until 8.30 to start) the school day becomes even longer and more tiring.
As stated:

“I don’t like my school, because it starts too early in the morning.” (int.10
Y5)

While another student added:

“I don’t like my school, because my day is so long...and | have to wake up
early in the morning.” (int.10 Y5)

On the one hand, the ‘all-day’ school allows working parents to leave their children
earlier at school without having to worry about their children’s safety while they work.
On the other hand, for the students it is very difficult to start their day so early, as they
have to go back home late in the afternoon and the infrastructure facilities and human
resources are not available to make their time more pleasant. They complain about the
tiredness they feel, but this is something that should be considered from the onset
while planning the ‘all-day’ school. The conceptualisation planning and

implementation of the ‘all-day’ school was not carefully considered. As stated:

“My mum keeps waking me up early because | have to go to the school and |
feel sleepy...This is good for her because she is at her work on time but for me
the day is endless...” (int.13 Y4)

Another student noted:

“I don’t know why it is so tiring... When we finish lesson in the morning zone it
would be helpful to have a proper lunch time and after some pleasant
activities to have a break from our lessons. Instead, what we do, we start
doing our homework...and if the afternoon (specialist) teachers are at school
we may have PE or we play football in the school yard” (int.12 Y1)

The ‘all-day’ school does not seem to provide a suitable learning environment
according to students’ accounts. It is poorly planned and equipped for the long hours
that it operates. As stated:

“I am not happy with my school, because we spend so many hours here, and
we get bored. I am so tired at the end of the day” (int.13 Y4)

Students seem to be more dissatisfied in those cases where they have to go to school as
early as at 7.30 in the morning. Probably the students are not creatively involved in

enjoyable activities, which could possibly become a pleasant break during their long

173



school day. The ‘all-day’ school should be a source of creativity and inspiration for all
its students. At least, there are times when students can finish their homework at

school and this is a great relief after having to spend so much time at school. As stated:

“I'm always getting tired at school...But when I go back home and I don’t
have to revise or to do any more homework with my parents, I'm very happy”
(int.9 Y4)

However, there are times, when students acknowledge some benefits from staying

long hours at school. As stated:

“I'm happy and my parents are happy because we play (at school) with our
friends instead of staying home and have nothing to do. And we also learn
things.” (int.11 Y3)

While many students could appreciate that the ‘all-day’ school helps their parents to
have all the time they need for their work or to spend less time helping them with their
homework, there are students, especially from the senior classes who complain that it
is impossible to finish their homework at school and they go back home late in the
afternoon having extra out of school activities to do. For example, they have English
private tuitions, piano lessons, swimming, and for this reason the students themselves
are becoming very anxious and stressed struggling with the extra time needed for these
activities. As a result, on the one hand, the long school hours give parents the
opportunity to have all the time they need for their work commitments, but, on the
other hand, there is little time left in the evening for the students to cope with the other

activities planned by their parents. As claimed:

“In the ‘all-day’ school we don’t have enough time to do our homework, and
have other out-of-school activities... We only have half an hour for homework
preparation and after that we are left in the schoolyard for hours...playing
football” (int.8 Y6)

Another student added:
“l cannot study at school. I have more activities to do and my English
lessons (He means out of the school) and I don’t have time.” (int.15 Y5)

Overall, regardless of all the students like or not staying late in the afternoon in the
‘all-day’ school, they believe that they do not have any free time to do things they
enjoy. They seem to be stressed and under constant pressure as the day is not enough
for them to cope with their school responsibilities and their parents’ extracurricular

afternoon expectations.
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e Long school day and students’ relationships

According to the students, spending long hours at school affects their interpersonal
relationship and creates positive and negative forms of interaction. There were
students who claimed that they made new friends at school as they have more time to

spend with their classmates. As stated:

“In the ‘all-day’ school we find new friends and we enjoy learning and
playing together.” (int.7 Y1)

A further point was made:

“I like my school, because I meet my friends here...I have lots friends at
school and in the afternoon | can play with them...I can only play at school
with my friends because when | go back home it is too late and | have to
finish my homework and do out of school activities.” (int.2 Y2)

In the ‘all-day’ school it is important for the students to spend their long stay
creatively and pleasantly. It seems that friendships at school play a balancing role in
students’ lives and affect their school performance. The students of the ‘all-day’
school seem to overcome negative aspects of their school thanks to the benefits of

their friendship with their classmates. As stated:

“In the ‘all day’ school, we can do things that we can’t do at home. For
example, we have Music, Arts, Drama and we enjoy more these subjects
because we are with our friends. ” (int.6 Y5)

This was re-iterated by the following student:

“We have nice time at school with our classmates...We are all the students
friends in my class...We work in groups and help each other...When we have
something difficult to do my friend helps me...we seat in the same desk”
(int.13Y4)

Learning and playing with friends at school is of great benefit for the students as

pointed out:

“I like my school, because I can learn different things with my friends and
play with them.” (int.6 Y5)

Even when the long day at school becomes very tiring, having good friends lightens

and reduces the bad emotions and thoughts of the students as stated:

“I am a bit tired in the ‘all-day’ school, but it isn’t an important problem to
me. | spend my time pleasantly with my friends.” (int.14 Y3)
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It is important for students who spend long hours at school to have the ability to build
and maintain good relationships with each other. Especially for the students of the
‘all-day’ school, which do not provide the appropriate teaching and learning
conditions for the long school hours, they can adjust themselves better if they have

good friends as stated:

“In the afternoon, when we are left outside to play, because we don’t have any
teacher to do our lesson, | play with my friends instead...We have fun and
enjoy playing... Otherwise, |1 would have to wait alone, until my parents take
me from school” (Int. 8 Y6)

The students of the ‘all-day’ school spend almost their whole day at school. It is
important for them to have good friends at school and develop the necessary social
skills. Friendships at school can help them develop emotionally and morally from an
early age. Apart from the ability of learning how to communicate and work together at
school, they also learn how to solve daily problems. As stated:

“When I have a problem with my classmates, my friends at school help me to
sort it out...I’'m not left alone, I have my friends.”(int.2 Y4)

However, staying at school for long hours, tensions and arguments can start especially
in overcrowded schools as the ‘all-day’ schools have small play grounds and limited
outdoor activities are offered to the students. Students have illustrated very vividly
their every day relationships at the ‘all-day’ school and how these relationships are

built as stated:

“When I have problems with my classmates or with older students from other
classes during the break we sometimes ask our teacher to sort it out and after
we are friends again...We may argue a lot when we cannot play football in the

school yard because the big students do not leave for us any space to play...”
(int.2 Y4)

Another student claimed:

“When we argue each other, the assistant headmaster helps us to become
friends again... There are times we argue with our classmates for silly
things...Other times there are some students who are bulling us... but we have
learnt how to sort out our problems and become again friends.” (int.12 Y12)

Negative forms of behaviour seem to be a problem between younger and older
students. These problems arise during break time. The ‘all-day’ school did not provide
for different break times for younger and older children. All the students, of age 6 to

age 12 (Year 1 to Year 6) share the same small grounds during the break. This is

176



especially hard for the students of the small classes as they have no experience of
coping with aggressive forms of behaviour with older students. Situations may become
traumatic for the younger students, as they may be bullied or mistreated by the senior
students as pointed out:

“What I don’t like about my school is when I get shouted and the older
children hit us during the break...” (int.16 Y4)

This was supported by another student:

“If I argue with somebody, I will go to the first teacher I find in the
schoolyard and ask help... I'm scared of the older students.”(int.1 Y5)

Friendships at school play an important role not only when students work and learn
together in the classroom but mainly when they are left outside in the school grounds
to play and rest during break time. In an overcrowded schoolyard students test their
ability to communicate and play with other students harmoniously, but this is not
always easy. However, because friendships develop between students, difficult and

unpleasant incidents can be avoided with the support of friends as pointed out:

“There are some boys from Year 6 who are chasing us and sometimes they
hit us without having done anything bad to them...My friend is very scared
but what | do | go and play with him where a teacher is standing in the
schoolyard” (Int. 17 Y5)

Students’ school friendships and relationships have been a favourite subject of study
for many researchers. Based on what students said during research, we can concluded
that the long school hours create opportunities to develop strong friendships, which
can have a positive impact on students’ performance and attitudes towards school. In
summary, students expressed their dissatisfaction with their school facilities and
learning sources but have emphasised that longer school hours give the opportunity to

establish strong relationships with their peers and teachers.

4.1.4 Interviews analysis: Parents

The ‘all-day’ school aims to fulfil needs of students, teachers and parents beyond those
offered during regular school hours in Greece and as required under the national
curriculum. A lot of emphasis is given by the ‘all-day’ school on the fact that the
students can stay for longer in school enabling them to study more subjects and
participate in more activities. This could become achievable with the application of
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new teaching methods and practices, with student participation in more activities and
the provision of extra classes to the students to complete their homework at school.
The ‘all-day’ school was designed with the aim to provide parents with the opportunity
to work long hours leaving their children in a safe, improved and creative schooling
environment, a place for students to develop and enhance their academic, creative and
sporting skills. The ‘all-day’ school was to play an important pedagogical and social
role endeavouring to provide equal opportunities to its students and simultaneously
helping parents focus on their career and be more successful at work.

The possibilities offered by the ‘all-day’ school is not limited to students and working
parents but can also impact on non-working mothers’ lives. In a country such as
Greece, where it is tradition for fathers to work and for mothers to bring up the
children, staying at home and sacrificing plans for personal development or a
professional career is common practise. The ‘all-day’ school brings broader
opportunity and flexibility to mothers enabling them to compete, get jobs and be part
of the countries workforce. It is interesting at this stage to see how the ‘all-day’ school

can affect the personal and professional live of parents.

The data analysis has been drawn from set of themes presented and discussed with
parents. The major themes that emerged from the analysis of the parents interviews are

as follows:
Themes that emerged from parent interviews

1. Parents different perspectives on the effect of the all day school on their lives:

o Effect on working parents’ life

e Effect on non working parents’ life

2. Parents’ perceptions on the curriculum enhancement:

e The new school activities and subjects beneficial for the students though
theoretically in place have not been put into practice due to lack of human
resources and poor school infrastructure

e Parents unfulfilled expectations for equal school opportunities

e Homework completion, an unsolved issue for the parents

3. Relationships
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o Tensions between parents and students due to the failure of the ‘all-day’ to
fulfil its promises

e Relationship between parents and teachers

1. Parent’s perspective on the effect of the all day school on their lives.

Parents agreed that the operation of the ‘all-day’ school is very beneficial and
particularly convenient for the working parent. The extended school hours mean
children can stay at school until 16.00 instead of 13.30 currently the end time offered
by mainstream schools. Parents therefore have the opportunity to spend more hours at
work and be able to gain full time employment. In addition mothers who are not
working, due to the limited hours between dropping off and picking children up, are
able to offer employers more working hours and therefore opportunity to go to work
should they wish to. Whether parents currently work or not the ‘all-day’ school
provides opportunity for new work or advancement of careers. Many parents feel that
though it is beneficial for their children to stay in a safe school environment, they
concur that their children often return home tired without actually completing their
homework at school. However, parents’ views on the all-day school varied. The

differences are epitomised in working and non-working parents set out below.
o Effect on working parents’ life

The “all-day’ school has solved a practical problem for the working parents, especially
in the case where both the parents work. These parents have the opportunity to leave
their children at school, where an enhanced curriculum has been provided for the
students, and, whilst enabling them to focus on their work commitments and
responsibilities. Whilst this is obviously a considerable benefit for working parents,
the paradox is that working parents are less interested in examining to what degree the
‘all-day’ school actually fulfils its aims. Working parents seem to be less interested in
the quality of education offered to their children during the extra hours they spend at
school, especially in the afternoon. They appear to be remarkably apathetic in the
operation of the ‘all-day’ school, satisfied that it provides a safe environment for their

children and this does not cost them financially. As stated:
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“(The ‘all-day’ school) it’s convenient for me... The extra activities my child
is doing in the afternoon zone are quite important but I don’t know what they
do exactly...I know, for example, that in the last two years they do not have a
music teacher...They have Music in their school programme but instead the
class teacher tries to teach them some songs...” (Int. 6)

One parent highlighted the importance of not having to pay a child minder to take care

of their child in the afternoon whilst they were at work and quoted:

“It’s (the ‘all-day’ school) very convenient for us, as we can work...The
important thing is that our child can stay at school for longer... otherwise we
would have to pay a childminder and we couldn’t afford it” (Int.1)

Another working mother added:

“My child says that he is pleased with the ‘all-day’ school...He plays...He says
that he learns...I don’t know what they do exactly in the afternoon... At least he
is not complaining for staying at school for so many hours... It’s ok...” (Int.3)

Parents emphasised the importance of the morning zone as they considered this to be
where all the important subjects, those in the national curriculum, were taught. They
perceived the afternoon zone supplementary, of less importance, than the morning
zone. They saw it as a place for their children to stay with their teachers and
classmates until late in the afternoon, irrespective of how creatively or academically

they spent their time whilst there. One parent quoted:

“I give more emphasis on the morning zone and on the subjects of the
morning zone...Any extra activities the children have in the afternoon is for
their own benefit...My children stay in the afternoon zone until I finish my
work ...They play with their friends and I don’t need to rush from my work”
(Int. 9)

Another mother’s impression was that the ‘all-day’ school is different from a
mainstream school. She did not seem to have any extra expectations from the ‘all-day’
school, other that it gave her the ability to work that was very important for her. She
stated:

“I'm pleased in general as a working mother... (rveferring to the ‘all-day’
school)... and there are problems in the all-day school as in many of the public
schools in Greece...” (Int.5)

A working father added:

“It’s especially convenient for mothers. I cannot see any difference in my
working life except the fact that my wife can work and we have sufficient and
better income as a family” (Int.7)
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In today’s Greek society women play a significant role in the workforce of the
country. Greece is following the rapid social and economic changes around the world
with women holding a prominent role in the Greek workforce. The consequences of
these social changes are contradicting. As literature review shows women have
improved their social standing with their active involvement in the country’s labour
force but, drawing from this evidence, this is still not an easy achievement. The
situation appears to be easier for married mothers, as they share the family
responsibilities and commitments with their husbands, whilst for single mothers life is
much tougher. The ‘all-day’ school can provide these mothers with the solution
enabling them to leave their children at school for as many hours they need to sustain

full time work. As a single mother stated:

“In previous years | suffered constant anxiety and stress around who could
help me look after my children when they came back from school. As a single
mother | have to work...Half the money | earned was spent on paying a child
minder. Coming from work late every day | had to help them with their
homework and take them to English lessons...Now things are better... but I still
help them with their homework...” (Int.19)

Even for parents in a more traditional family setup, who have the opportunity of
grandparents helping out with the children whilst they are at work, the long hours of
the ‘all-day’ school offered flexibility and took the burden of everybody. As pointed

out:

“When my children were younger they were picked up from the school (the
mainstream school) by their grandparents...They stayed at my parents house
until late in the afternoon watching television or fussing around... Once |
returned from my work, | had to help them with homework and get them to
swimming classes and English lessons (frontistirio)...I was exhausted every
day... and on the top of that it was an extra daily duty for my parents...
which made me feel anxious and uncomfortable...Now things are better... at
least for their grandparents... as my children stay at school in the
afternoon...” (Int. 13)

New mothers decided to send their children to an ‘all-day’ school as they wanted to

carry on working and fulfil their career expectations. As stated:

“This is the first year for my child at the ‘all-day’ school. It is better for me as
| can stay at my work... until late without rushing and having to leave earlier
to pick him up from school (Int. 15)

Setting aside all the negative aspects of the ‘all-day’ school, presented by the

participants in this study, what is of crucial importance, is the fact that the ‘all-day’

181



school provides parents, regardless of their working status, with the chance to leave
their children in a safe school environment feeling free to cope with their work

commitments.
e Effect on non-working parents

When this research took place, in March-April 2009, from the parents who were
interviewed, most of those unemployed were mothers. Amongst them were mothers
who supported and applauded the operation of the ‘all-day’ school and the extra hours
it offered, and looked forward to finding or starting work. For mothers who wanted to
enter the workforce the challenges were tough. Working and motherhood seem to be
two conflicting priorities. A mother can really struggle to balance her professional
ambitions with her family commitments. The ‘all-day’ school aims to help parents and
especially mothers to start or keep a full-time job and support their families

financially. As stated:

“I don’t work at the moment but I'm trying to find a job...Now I have all the
time | need to look for a job. ” (Int.10)

However, for those mothers who were not interested or had no plans of getting a job,
there were many objections and much criticism on the way the ‘all-day’ school
operates. Non working mothers have much more time than the working parents to
observe and get involved with their children’s education at home and at school. They
expressed much more criticism and concern around specific areas of the ‘all-day’
school which affected their children’s performance at school. They complained about

the long hours the ‘all-day’ school has been set to operate under. As argued:

“I don’t work and I would prefer my child to finish school earlier at 13.30 at
mainstream school. | completely disagree with the idea that my child has to
stay at school until late in the afternoon ... and come back without having
finished at least his homework...I had no option...this is the only school in my
neighbourhood and unfortunately they decided to operate as an ‘all-day’
school... which means that the students cannot finish lessons early...This is not
fair...My child comes home exhausted. ” (Int. 4)

Another mother added:
“They didn’t ask us if we agreed for this school to operate as an ‘all-day’
school. The school is close to where | live...If I wanted my children to finish

school earlier | would have to have taken them to another school, in another
neighbourhood, or to a private school... I don’t see any difference in my
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children in staying at school for so many hour Most afternoons they are
outside in the school yard kicking a ball ( playing football) because they don’t

have specialist teachers to do the extra activities they have been promised...”
(Intr.8).

Unfulfilled expectations of the school has caused dissatisfaction amongst parents and

raised concerns over the lost hours at school. As stated:

“My daughter stays at school until 3.30 pm ... when she comes home [ have
the constant stress over her doing her homework...She never finishes her
homework at school...They (students) are supposed to have English lessons at
school...They don’t learn anything. If she didn’t go to frontistirio (out of
school English institute) she wouldn’t learn anything.” (Int.18)

The non-working mothers, in this particular study, were not satisfied with the
operation of the ‘all-day’ school. A more positive response to the school would have
been expected from this group as it provides them with more free time to do things
they enjoy during their children’s extra time at school. This is probably because they
feel they are able to fulfil their personal commitments and get involved in activities

they enjoy without the need to leaving their children longer at school. As claimed:

“My priority is my children’s education. Before sending them to the all-day
school | had all the time | needed to do things | enjoyed in my daily
routine...Now my routine is much more stressful... as | have to spend long
hours late afternoon with my children’s extra out of school activities.... And
deal with my husband coming back from work without having finished my
responsibilities with the children... (Int.17)

Parents’ views are clearly divided on the impact of the ‘all-day school’ on their lives.
The differences are more apparent between working and non-working parents as their
priorities and needs are different. Each group see the ‘all-day’ school from a different
perspective. However, the institutionalisation of the ‘all-day’ school is based on

increasing the school day, in order to achieve higher social and pedagogical targets.

2. Parents’ perceptions on the curriculum enhancement

e The new school activities and subjects beneficial for the students though
theoretically in place have not been put into practice due to lack of human

resources and poor school infrastructure

Parents expressed their dissatisfaction in the failure of the ‘all-day’ school to fulfil its
promises and deliver the expected results. A lot of emphasis was placed on the new

subjects and activities the ‘all-day’ school would provide from the very first day it was
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established and announced by the Government. To facilitate these new subjects and
activities, extra classes were needed, together with a review of the curriculum, more
hours to deliver the classes and therefore extended school hours. In addition Specialist
teachers were needed to deliver the new subjects and were appointed by the Greek
Ministry of education. The ‘all-day’ school was not instigated to provide parents with
an afternoon babysitting service. In accordance with the theoretical aims of the ‘all-
day’ school, the students should be creatively engaged with subjects and activities
from an improved curriculum. With the application of new teaching methods, teachers

would prepare children for the challenges of an ever changing society and life ahead.

The theoretical aims of the ‘all-day’ school were very ambitious and highly promising
but the reality unfortunately very different. Parents recognise the importance in
improving the student’s performance and general progress with the additional
activities. However, they believe that whilst at the ‘all-day’ school children are not
engaging in all the activities they are expected to do in accordance with the ‘all-day’

school curriculum. As stated:

“In our school, students are not doing Dance and Sports...From what [
understand, they are not doing other activities in other ‘all-day’ schools as
well....If the head-teacher can guarantee provision of some of the specialist
teachers the school needs for these activities, then our children can participate
and take these subjects...” (Int. 1)

Another parent remarked about the missed opportunity for students to participate in
these promising new activities and raised concerns over the inconsistent application of

the curriculum in relation to the extra subjects:

“All the extra activities are so important for our children...but I don’t know
how correctly these are applied... Thinking about it now, for the last two years
the children have not had a music teacher. They have been given the Music
book but no teacher to teach music...They have been given a Drama book but
they don 't have a Drama teacher ...” (Int.6)

Parents cannot effectively prepare their children’s school schedule and plan around
family activities because of the constant uncertainty of the schools programme

dependant on the availability of teachers to deliver. As one parent pointed out:

“Children do not have the specialist teachers from the beginning of the school
year. It is now March, and only this week was a Drama teacher brought into
the school...We cannot rely on the schools extra activities...For this reason we
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parents have to plan the out of school activities for our children so promised
by the school....The ‘all-day’ school’s organisation is an absolute mess
regards the extra activities and subjects...” (Int.2)

Another parent added:

’

“My child wants to stay for long hours at school simply to play with friends...’
(Int. 13)
Parents appreciate the contribution of the extra curriculum activities in improving
children’s learning. They can see the difference in their children’s performance when
these activities are properly put into practice. They are especially pleased with the
social and personal development subjects, which have a positive impact on their

children personalities. Quoted:

“The children can do different things after 12.30 pm that they wouldn’t be able
to do at home...I know that their school programme is very tiring but my
children are not complaining... because they enjoy the afternoon zone subjects,
such as Dance and Music...” (Int. 5)

In addition to the problem with the late or the non- existent appointment of the
specialist teachers and the negative impact of this situation on students, parents seem
to be disappointed with the poor infrastructure of the ‘all-day’ schools. Even where the
school has been able to secure a specialist teacher, there is often inadequate or lack of
proper facilities and classrooms to deliver the specialist subjects. This adds to the

disappointment of the parents as stated below:

“I cannot accept that the school asks students to stay in their classrooms
when they are due to have PE, every time is raining or the weather is not
particularly good, because they don’t have an indoor gym...And how can the
students have Art lessons in the same classroom they do their other lessons
and because of lack of appropriate facilities the Art teacher tasks them with
drawing only...Do you know that our children do not have a canteen to eat
their lunch because the school uses the previous canteen as a classroom?”
(Int. 3)

Another parent commented:

“My children spend so many hours at school in a building which shouldn’t
be called a school. It’s just a building which owes its name to having
students...Empty classrooms, overcrowded play grounds and a big empty
hall...these are the facilities of my children’s school...We cannot expect
teachers to perform miracles on their own in a school environment like
this...” (Int. 18)
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In the first few years the ‘all-day’ school operated, some improvements were made to
the mainstream school buildings chosen to facilitate the new extended school hours
and curriculum. Buildings were converted to provide the necessary improvements
required to deliver the new activities and celebrated the beginning of a new era for the
primary school. Unfortunately with the passing of time, and limited funding these
schools have seen facilities abandoned and no improvement in the infrastructure. One

representative of the parents’ board remarked:

“When this school started working as an ‘all-day’ school it was something
new for us...something innovative...We were so impressed with the changes in
the classrooms and the building refurbishment that took place...We were
convinced that it was a new start for our children studying... It’s so sad to see
this school deteriorate over the years, leaving only with inappropriate
facilities for our children...” (Int. 2)

Another parent added:

“I also remember the first years this school operated... even the minor
redecorations, addition and alterations, in the classrooms made a big
difference...There were new boards, new school furniture and new equipment
added to classrooms... even a ‘rest’ area inside the classroom with cushions
and a small sofa, A relaxing and comfortable area for the children during
their long stay at school...All these changes belong to the past... The
classrooms today look like derelict bomb sites...” (Int.12)

Overall, parents agreed that much improvement was required in delivering the extra
activities and subjects of the ‘all-day’ school curriculum. Parents had good reasons to
be disappointed with the inadequate teaching of the new activities and academic
subjects. These parents had witnessed first-hand the failed efforts of the ‘all-day’
school in providing students with the promised extra activities and subjects. Parents all
agreed that the ‘all-day’ school needed to analyse the positive and negative performing
areas, reconsider and reform the school curriculum and facilities, if it was to meet its

aims, improve performance and surpass parent expectations.

e Parents unfulfilled expectations from school to provide their children with

equal opportunities

With the enhancement of the curriculum the ‘all-day’ school aimed to offer equal
opportunity for advanced education to all students. Here students would have the

opportunity to participate in activities or study subjects which their parents may not
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otherwise be able, to provide them. Students in low-income and minority families
could now enjoy activities and subjects such as Sports, Dance, Music, Art, Drama,
ICT and foreign languages for free during their stay at school. The ‘all-day’ school’s
introduction of the new activities intended to expand the opportunities of all students
in participating not only in a more enjoyable but a challenging way of learning as well.
The school therefore plays an important role in balancing out inequalities in
opportunities not normally available to children from low-income families. Whilst
planning an enhanced curriculum to offer equal opportunities for learning and
achievement to all students seems an easy task, applying and resourcing this has not

been successful: As stated:

“We were told that our children will do English lessons at school. This was a
huge relief to us, as we would not need to pay for private tuition...something
that is really unaffordable for us. ...Unfortunately though they take English
at school we still need to take them to a frondistirio (institute) as they don’t
appear to be learn anything at school...” (Int. 13)

Another parent seemed to have a stoical acceptance over the failed promises of the

‘all-day’ school:

“I don’t work and cannot work...We rely on my husband’s income which
provides us with a moderate lifestyle...We cannot afford to send our children
on additional out of school activities as they cost a lot...I would be very
pleased if my children could do all the afternoon activities that they were
promised at school...But at least they can play at school with friends for
longer instead of coming back home and watching TV...” (Int.14)

Whether parents work or not, the enhanced curriculum offers activities such as Music,
Drama, Art, Sports and ICT integrated in the national curriculum. This gives students
at the ‘all-day’ school the opportunity to get involved, enjoy and benefit from extra

creative and academic activities which they could only obtain privately out of school.

e Homework completion, an unsolved issue for the parents
Working and non-working parents concurred that non completion of homework at
school remains an unsolved problem for the children and for them. Many parents
reported that students are consistently coming home with unfinished homework,
though the curriculum is designed to give them all the time they need to finish their

homework at school. As stated:

“It’s a nightmare...My children are not only coming back with unfinished
homework making it is difficult to plan other activities they do out of school

187



like English, swimming, ballet, but also extremely tired because of the long
day they had.” (Int. 2)

Another mother added:

“My young child, who is in Year 1, comes home, most of the times, with his
homework finished...My older children always have homework to do...The
thing is that when 1 insist to finish their homework at home we end up
arguing over the long hours they stay at school and the extra hours they need
to complete work at home...” (Int.4)

One couple decided to move their children to a mainstream school next year as they
find it difficult to cope with the unorganised and unreliable set up of the ‘all-day’
school their children currently go to. Despite the fact that both parents need to work,
both firmly believe the long hours their children spend in the ‘all-day’ school are a
complete waste of time. The family had different expectations in the operation of the
‘all-day’ school. Setting aside the shortfalls of the daily school programme due to
delayed appointment of teachers and/or shortage of specialist teachers, parents are
further aggrieved that the school failed to deliver its promise on enabling children to
complete homework during school time. Parents stated:

“We both work ...I remember that we had welcomed the opening of the ‘all-
day’ school in our neighbourhood and for good reason....Unfortunately, we
realised very early on that something was wrong .. This is the second year
our children are attending this school but enough is enough...They always
have homework to do at home, homework that is impossible to finish without
our help...What’s the point of sending them going to an ‘all-day’ school?
We’ll have to see what we can do about them coming home earlier ...”

(Int.4)

Whilst parents agree that there is a problem with the homework, their opinion on the
overall need of the school differs, because many parents have no option but to send
their children to an ‘all-day’ school even though they are aware of the school’s

dysfunctional operation. As pointed out:

“My children come home with unfinished homework but I don’t really mind
because they can at least stay in school whilst I'm still at work...” (Int. 5)

One of the main objectives of the ‘all-day’ school is to provide the time and help for
students to complete their homework at school. It is an objective strongly emphasised
to parents and considered an important function of the ‘all-day’ school. Parents have
expressed their opinions and concerns over the failed effort of the school to provide its

students with the help needed to complete their homework at school. Parents felt that
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irrespective of the other problems the ‘all-day’ school has, the longer school hours
should enable students to complete all their homework at school. They all agreed that
measures should be taken to review and reform the function and operation of the

school if there was to be any chance of improvement.
3. Relationships

o Tensions between parents and students due to the failure of the ‘all-day’ to
fulfil its promises
According to some parents, the ‘all-day’ school has failed them and their children in
satisfactorily delivering its promises. Unfortunately the ‘all-day’ school has been
trying to operate under difficult circumstances, let down by the lack of funding,
insufficient teaching resource and inappropriate facilities. All culminating in state of
disarray and disorganisation seem to have affected students, teachers and parents.
Parents added that tensions often rise between them and their children, because they
realise they have to cover gaps in their children’s education with additional supportive
activities and tuition. Children come home, tired from a long day at school with realms
of unfinished homework and face an extra stressful schedule of activities later on in
the afternoons. Parents highlighted the difficulties they have in persuading their
children to attend after school activities leading to arguments and tension ultimately

affecting their relationship with their children.
As stated:

“My child is supposed to have English lessons at school...In our school, one
week they have English the other week something happens and the lesson is
cancelled .. If I didn’t send him for private English tuition after school, he
would not be able to take on English at high-school...But we constantly argue
every time he has extra English lessons, complains that he is tired and
questions the point of English lessons at his school...” (Int.8)

Another mother added:

“I know it’s not my child’s fault for not finishing his homework at school, but
| keep asking him every time he has to do extra homework at home why he
didn’t try enough to finish at school. I blame him, he blames the school and I
spend an hour listening to him moaning until he finishes everything...”
(Int.18)

However, it is not only the unfinished homework that causes arguments between
parents and children. Parents claimed their children are under constant pressure at
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school and at home to finish their homework and to attend additional activities beyond
the school. Despite this, parents feel that they have no choice, but to provide their
children with all those activities that are supposed to be provided by the school during
the day. It is clear that the ‘all-day’ school is contributing to rising tensions and
resulting in unnecessary stress for students and parents. The parent-children
relationship seems to be under strain with the school offering a solution with extended
hours enabling parents to work on the one hand , and letting them down by not
delivering on its promises on the other hand. Parents have, therefore, found
themselves having to fill the gap in their children education, unfulfilled by the ‘all-
day’ school, through paid extra tuition. To add to the difficulties parents reported that
students are reluctant to attend extra activities after school as they feel tired after
spending so long day at school. As stated:

“Before my children started going to this school (the ‘all-day’ school) they
used to go swimming, karate, attended piano lessons and a number of other
activities outside school without complaining...Now there is great
confusion...For example, they have within their school programme, extra
music lessons, art lessons and sports but not the specialist teachers to deliver
these subjects... Therefore as well as the extra cost for us, as a family, to send
them to do these activities privately, our children are reluctant to attend
anything after school.” (Int.7)

Another parent added:

“I hoped that in this school my child could do all these extra activities that |
could not ordinarily afford to pay for...Now | work full time and earn more
money, but find my child complaining that it is very tiring to do extra
activities after schools so late in the afternoon...” (Int.9)

Overall, parents expressed their dissatisfaction and disappointment over the missed
opportunities the school had in helping and improving children’s standard of education
and activities in the extra time built in to the ‘all-day’. If the school delivered on its
promises, children would not have to attend many after school activities, and they
could better cope with homework not completed at school. This would inevitably
reduce stress and friction between children and parents, who have their best interest at
heart. Parents were clear on the areas of failures and believed the whole operation of

the school should be challenged and measures taken to improve it.

e Relationship between parents and teachers
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Parents hold conflicting views regards the different teachers working at the ‘all-day’
school. Parents believe the teachers delivering the subjects in the morning are the most
important for their children’s progress. They emphasised that they hold good
relationships with the morning teachers because they believe they play the most

important role in their children’s education. As stated:

“The most important teachers for me are the morning ones because I believe
the subjects that students are taught in the morning that include, Maths,
History and Language, are the most important subjects. I'm more interested
really in liaising and collaborating with the afternoon teachers” (Int.6)

Parents seem to regard morning teachers as the most important, and see them in the
same light as those in mainstream school, where the class teacher is responsible for the
class progress. Parents, therefore, consider them first and foremost as key to their

children’s education. As stated:

“For me, there is no difference between the old school (mainstream school)
and this one (‘all-day’ school). The morning teacher is the one Who teaches
and helps my children to learn...The other ones (in the afternoon zone), when
they are at school, just keep the students company...What is different with
the ‘all-day’ school is not the teaching but that the students can stay at
school until late afternoon...” (Int. 9)

Another parent commented very interestingly that not only did he perceive the
morning teacher as the most important but also regarded the morning subjects as ‘the
lessons’ taught in the school. He did not mention any of the afternoon subjects and
activities as they did not exist for him.

“When we have parents' day, I go and see the morning teacher...For me these
lessons are of primary importance... (Core morning subjects)... (Int.7)

There are defined stronger relationships between parents and those teachers, teaching
core subjects in the morning at the ‘all-day’ school. Parents have a better
understanding and appreciation of core subjects on an academic level so naturally they
favour teachers delivering these subjects. Unfortunately, because of the erratic way the
school operates during the afternoon parents understandably pay little emphasis on the
extra activities and consequently have little respect for the specialist teachers brought
in. This happens in particularly when teachers are appointed half way through the

academic school year. As stated:

“I can see there is a problem with the teaching staff...I would be pleased to
meet with the class teacher and any specialist teacher if they were available to
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teach my child all the extra curriculum subjects from the start of the academic
year. Then at least they would become a regular and steady teacher for my
child throughout the whole school year...” (int.4)

Another parent added:

“Once a month we have a meeting with the morning teacher (class teacher)
and we can see the deputy teacher if we have any problem with the specialist
teachers...” (Int.5)

The afternoon subjects and activities added to the ‘all-day’ school curriculum over and
above those in the national curriculum. These were introduced to make a difference in
students’ education by providing them with opportunities to develop extra skills in a
safe and pleasant environment. However, it is extremely sad to discover that parents
do not deem the extra activities as important as the core subjects like Maths,
Language, History, etc. This is however understandable when the school itself has not
shown the same emphasis on the organization and delivery of the afternoon activities.
The school is most certainly responsible for the parent’s negative attitude to the
afternoon activities by not putting an equal emphasis on the whole enhanced
curriculum. Even if the afternoon subjects and activities were properly structured and
delivered, parents are not convinced they would add significantly to students’

education in the same way core subjects do. As pointed out:

“The morning teachers are important for me and I see them often...The
afternoon teachers are babysitting our children...I don’t think students learn
anything in the afternoon...At least they are happy playing with their friends
and we as parents feel secure that they are being looked after in a safe
environment...” (Int. 10)

There are, however, some parents who understand and appreciate the importance of
the additional subjects and activities the ‘all-day’ school offers and have contact with

the specialist teachers, where possible. As pointed out:

“I know that not all parents meet with the afternoon teachers...But I try to see
them and maintain a good relationship with them, as | know they try hard
working under difficult circumstances...” (Int.2)

This was supported by another parent:

“All my children’s teachers are so good...My children are happy with them... It
is important for me to see all of them at the monthly meetings...No matter
what subjects they teach...To be honest I'm more sympathetic towards the
specialist teachers as they don’t receive the respect they deserve for what
they do...” (Int. 1)
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Parents’ views certainly differ over teachers delivering core subjects and those
delivering the extra activities. There are the parents who respect all teachers equally
irrespective of the subjects they teach and those who see little importance in the
teachers covering the extra activities. This stems generally from personal attitudes and
perceptions about teaching and towards teachers no matter what their area of expertise.
This study has revealed, that the way the school system and establishment treats its

teachers’ directly affects how parents inevitably perceive them and treat them.

4.2 Questionnaire data analysis

4.2.1 Analysis of questionnaires for parents

The bar-graph below presents mean scores (on a 5-point Likert scale ranging from 1-5)
of parents’ responses on the questions relating to the pedagogical aims of the ‘all-day’
school (N=315). The majority of parents (55.24%; Mean = 3.55) agreed that their
children feel happier about their learning in the ‘all-day’ school while a considerable
number of parents have not expressed a clear opinion (28.25%) about this aspect of the
“all-day” school. A large percentage of parents (66.03%) believed that their children
have been helped by the introduction of new teaching practices and methods by the
‘all-day’ school. Regarding the introduction of the additional learning subjects and
activities in the afternoon school 76.19% of the parents have found the specific
innovative aspects of the ‘all-day’ school to be beneficial for their children. However,
one of the main aims of the ‘all-day’ school is the completion of the students’
homework at school. From parents’ responses this is a controversial issue since
43.18% (Mean=3.17) of the parents believed that the ‘all-day’ school gives their
children the opportunity to complete their homework at school while 32.38% of them
are not satisfied because their children fail to complete their homework at school. At
the same time, a significant percentage of the parents (24.44%) are not certain whether
the ‘all-day’ school fulfils this aim. Finally a percentage of 48.89% of parents
(Mean=3.31) agreed that the ‘all-day’ school helps their children and fulfils their
learning needs. However, 25.08% of the parents are not satisfied. It is finally noted
that 25.4% of the parents have not decided about the learning impact of the ‘all-day’

school on their children.

193



Figure 4. 1 Pedagogical aims of the ‘all-day’ school

Pedagogical aims of the ‘all-day’ school as reported by parents
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The next five graphs present in more detail parents’ accounts on the pedagogical aims

of the “all-day” school.
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The ‘all-day’ school has enabled my child to feel happier about his/her learning
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The majority of parents (55.24%) agreed that their children feel happier about their
learning in the “all — day” school while a considerable number of parents have not
expressed a clear opinion (28.25%) about this aspect of the “all-day” school.

The ‘all-day’ school has helped my child to learn better with the new teaching practices and
methods
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The majority of parents (66.03%) believe that their children have been helped by the
introduction of new teaching practices and methods by the ‘all-day’ school.
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The ‘all-day’ school has enabled my child to develop new skills with the induction of the
additional learning subjects and activities
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Regarding the induction of the additional learning subjects and activities in the
afternoon school, 76.19% of the parents have found the specific innovative aspects of
the ‘all-day’ school to be beneficial for their children.

The ‘all-day’ school gives to my child the opportunity to complete his/her
homewark at schoal
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One of the main aims of the ‘all-day’ school is the completion of the students’
homework at school. From parents’ responses it is indicated that this is a controversial
issue since 43.18% of the parents believed that the ‘all-day’ school gives their children
the opportunity to complete their homework at school while 32.38% of them are not
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satisfied because their children fail to complete their homework at school. At the same
time, a significant percentage of the parents (24.44%) are not certain whether the ‘all-
day’ school fulfils this aim.

The “All-day” school fulfils the learning needs of my child
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A percentage of 48.89% of parents agree that the ‘all-day’ school helps their children
and fulfils their learning needs. However, a percentage of 25.08% of the parents is not
satisfied. It is finally noted that 25.4% of the parents have not decided about the
learning impact of the ‘all-day’ school on their children.
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Figure 4. 2 Social aims of the ‘all-day’ school

The social aims of the “all-day’ school as reported by parents
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In the ‘all-day’ school their child is involved in,

Social Aims of the "all-day" school

The ‘all-day’ school should play a significant role in developing the social needs of
students. The majority of parents (58.09%, Mean=3.54) recognised the importance of
the ‘all-day’ school in giving their children the opportunity to improve their social
skills. It is indicative that a considerable percentage of parents (59.04%) believe the
‘all-day’ school is the right environment for their children for developing new
friendships with the other students. In addition, a significant percentage of 68.89% of
parents believe that the relationship between the students and their teachers at the ‘all-
day’ school is positive. One of the aims of the ‘all-day’ school is to give the students
the opportunity to get involved with as many extra activities as possible (sports, ICT
classes, artistic and aesthetic activities). It seems that this has been achieved with
80.31% of parents agreeing that their children have the opportunity to participate in
different extra activities at school (Mean=4.00). Also, most of the parents (62.22%)
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agreed that the ‘all-day’ school gives their children the opportunity to interact
positively with the other students. As many as 48.89% of parents believe the ‘all-day’
school helps their children improve their negative forms of behaviour whilst 29.21 %
of them do not seem to have a clear view about this important issue. It is revealed here
that parents are merely satisfied from the ‘all-day’ school’s performance on this
specific social aim. The majority of parents (72.70%) feel that their children are happy
when they stay at the ‘all-day’ school. This is very important if we think that the ‘all-
day’ school operates long hours and the students were not used to spending so many

hours at school.

The next graphs present in more detail parents’ accounts on the social aims of the “all-

day” school .

The “All-day” school fulfils the social needs of my child
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The ‘all-day’ school has to play a significant role in relation with the social needs of
students. The majority of parents (58.09%) recognise the importance of the ‘all-day’
school to give their children the opportunity to improve their social skills.
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The ‘all-day’ school has increased the friendship circle for my child
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It is indicated from this table that a considerable percentage of parents (59.04%)
believe that the ‘all-day’ school is the right environment for their children to create
new friendships with the other students.

The ‘all-day’ school provides for better co-operation between teacher and student
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A percentage of 68.89% of parents believe that the relationship between the students
and their teachers at the ‘all-day’ school is positive.
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The 'all-day' school provides the opportunity to my child to participate to
extra activities
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One of the aims of the ‘all-day’ school is to give the students the opportunity to get
involved with as more extra activities as possible ( sports, ICT classes, artistic and
aesthetic activities). It seems that this has been achieved as a percentage of 80.31% of
parents has agreed that their children have the chance to take part in different extra

activities at school.
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The ‘all-day’ school provides for creation of an essential interaction among
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Most of the parents (62.22%) have agreed that the ‘all-day’ school gives their children
the opportunity to interact positively with the other students.
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The ‘all-day’ school provides for limitation of negative forms of child

behavior
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This table shows that a percentage of 48.89% of parents believe that the ‘all-day’
school helps their children to improve their negative forms of behaviour while there is
also a percentage of 29.21 % of them that they do not seem to have a clear view about
this important issue. It is revealed here that parents are merely satisfied from the ‘all-
day’ school’s performance on this specific social aim.
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In the 'all-day' school students spend their time creatively

50
40
3
03&
8
c
o)
o
(0]
&
20
10+ '
0 \ \ \ \ \ \
Missing data Completely Disagree  Neither agree Agree Completely
disagree nor disagree agree

In this table the figures show that the majority of parents (72.70%) feel that their
children are happy when they stay at the ‘all-day’ school. This is very important if we
think that the ‘all-day’ school operates long hours and the students were not used to
spending so many hours at school.
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Figure 4. 3 ‘All-day’ school and teachers

The teachers' role as reported by parents
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Teachers' role and the 'all-day' school

A considerable percentage (79.05%, Mean=4.07) of parents perceives the morning
teacher more important than the others. There is the firm belief among parents that the
teachers in the morning zone play the most significant role in their children’s progress.
Only a small percentage (34.92%, Mean=2.93) believes the afternoon teacher plays the
most important role for their children, while 33.02% neither agree nor disagree. This
shows that the parents in the majority of cases are not yet certain about the importance
of the afternoon teacher and they consider the role of the afternoon teacher
supplementary when comparing the figures in the previous table where parents clearly
viewed the morning teacher’s role to be the most important. Only 36.19%
(Mean=2.99) of parents consider the specialist teacher’s role the most important in the
‘all-day’ school whilst an analogous 34.92% of parents have no a clear view on this
issue. In general as it is indicated in the fourth graph a comparably large percentage of
83.49% (Mean=4.27) of parents recognise and agree that all the teachers play an
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important role in their children education in ‘all-day’ school. The next graph present in

more detail the above findings.

The morning teacher has the most important role
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From this table it is indicated that a considerable percentage of 79.05% of parents
perceive the morning teacher more important than the others. There is the firm belief
among parents that in the morning zone the teachers are playing the most significant
role in their children’s progress.
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The afternoon teacher has the most important role

40—

30

20—

Percentages

10—

-13.020/

o T T T T T T
Missing data Completely Disagree Neither agree Agree Completely
disagree nor disagree agree

This table proves that only a percentage of 34.92% believe that the afternoon teacher
plays the most important role for their children, when in the same table a percentage of
33.02 neither agree nor disagree. That shows the parents in their majority are not yet
certain about the importance of the afternoon teacher and they consider the role of the
afternoon teacher supplementary in comparison with the figures of the previous table
where parents clearly view the morning teacher’s role to be the most important.

207



The specialist teacher has the most important role
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This table also shows that only a percentage of 36.19% of parents consider the
specialist teacher’s role the most important in the ‘all-day’ school while a analogous
percentage of 34.92% of parents have no a clear view on this issue.
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All the teachers of the 'all-day' school are important
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The above table indicates that parents in a comparably large percentage of 83.49% of
parents recognise and agree that all the teachers play an important role in their children
education in ‘all-day’ school.
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Figure 4. 4 ‘All-day’ school and parents’ daily routine

‘All-day’ school and changes in parents’ daily routine
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How the 'all-day' school has affected parents’ daily routine

A percentage of 57.46% of parents agreed that in general the ‘all-day’ school has
affected their daily routine. The majority of parents (66.03%, Mean=3.57) seem to
believe that the ‘all-day’ school gives them the opportunity to spend more time at
work. It is also indicated by parents’ answers that the impact of the ‘all-day’ school on
parents’ lives is significant as 40.63% (Mean=2.84) of parents agreed that the ‘all-day’
school allows them more time for themselves. However, a number of parents (25.71%,
Mean=2.44) could not state clearly if there is any change in their lives as a result of the
longer hours that their children are spending in the ‘all-day’ school. Finally, a
percentage of 67.94% of parents have not expressed their opinions about other
possible effects of the ‘all-day’ school on their lives. The next graph present a mode
detail account of the above findings.
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How much has the “all-day” school affected parents’ daily routine
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The figures of this table show that a percentage of 57.46% of parents believe that in
general the ‘all-day’ school has affected their daily routine.
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Parents have more time for their work
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This table confirms that parents agree in their majority (66.03%) that the ‘all-day’
school gives them the opportunity to spend more time for their work. It is shown more
specifically the impact of the ‘all-day’ school on parents’ lives in relation with their
jobs.
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Parents have more time for themselves
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This is an interesting table as well in relation with the effect of the ‘all-day’ school on
parents’ lives as there is a percentage of 40.63% of parents that they think that the ‘all-
day’ school allows them to spend more time for themselves. However, a not
inconsiderable percentage of 25.71% of parents cannot state clearly if there is any
change in their lives because of the long hours of the ‘all-day’ school’s operation.
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Nothing has changed in parents' lives
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This is a table is of a big interest as it reveals that parents’ views are not So clear about
whether the ‘all-day’ school has not changed their daily routine. There is a percentage
of 33.66% of them that they disagree in comparison with a smaller percentage of
28.56% of parents that they agree that the ‘all-day’ school has not changed their daily
routine. However, percentages of 21.59% of them neither agree nor disagree. These
findings can be clearer if they be compared with the findings of the three previous
tables.
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Other impact of the ‘all-day’ school on parents'’ daily routine
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From this table it is indicated that a percentage of 67.94% of parents have not
expressed their opinions about other possible effects of the ‘all-day’ school on their
lives. A qualitative form of analysis is going to be given to the rest (32.06%)
percentage of parents’ views (to be completed).

e Parents’ criticism of the ‘all-day’ school

A significant number of parents (47.30%) believe that the ‘all-day’ school fulfils the
students’ needs, with 21.59% of parents not having a clear view on this issue and
16.19% not expressing any view. A percentage of 39.05% of parents agreed that the
‘all-day’ school covers the teachers’ needs, whilst a considerable percentage at 30.16%
neither agreed nor disagreed, and a further 24.44% of parents have not given an
answer at all. However, the majority of parents (59.68%) considered that the ‘all-day’
school fulfils their own needs. Regarding whether the ‘all-day’ school satisfies the
needs of students, teachers and parents, the majority of parents (52.70 %) perceived
that the ‘all-day’ school fulfils the needs of all of them. At the same time, there is a
smaller percentage (26.98%) of parents that neither agreed nor disagreed about this

issue.
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Figure 4. 5 Parents’ opinions on the institutionalization of the ‘all-day’ school

Parents' opinions on the institutionalization of the 'all-day’ school for the
elementary education
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Parents have concluded that the institutionalization of the ‘all-day’ school is necessary
for the elementary education with a percentage of 74.3% of them to have declared
positively the need of the expanding of the ‘all-day’ school in the primary education.

However, they agreed in their majority (74.5%) that the ‘all-day’ school needs to be

reformed.

Figure 4. 6 Parents’ opinions on whether the ‘all-day’ school needs to be reformed

Parents' opinions on whether the ‘all-day’ school needs to be reformed
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4.2.2 Summary of the findings from the parents’ questionnaires

Overall, it seems that the parents’ perception is that the pedagogical aims of the ‘all-
day’ school have been implemented into practice. This is evidenced from the fact that
parents believe that their children learn happily with new teaching practices and
methods and develop new skills. However, it is worth noting that the completion of the

homework at school is still a matter of concern.

In respect of the social aims of the ‘all-day’ school, there is a similar positive response
from parents. They seem to be satisfied as they believe that their children expand their
circle of friends, that there is greater interaction among students and greater
cooperation between students and their teachers. They can also see that the ‘all-day’
school provides of reduction in negative forms of students’ behaviour. More
importantly, they are highly satisfied with the opportunity their children have to
participate in extra activities in the afternoon zone. In general, they agree that their

children spend their time in the ‘all-day’ school happily, creatively and constructively.

Regards the importance of the morning, afternoon and specialist teachers, the findings
reveal that there is inconsistency in parents’ perceptions. In particular, they strongly
believe that the morning teacher plays the most important role in the ‘all-day’ school
whilst they appreciate the importance of the other teachers as well. However, what is
evident in this new form of schooling where all the teachers are supposed to play an
equally important role, parents still perceive the morning teacher to be the important
one. This fact indicates that in parents’ mind the morning zone is of greater importance

for their children’s education.

Regarding the impact of the ‘all-day’ school on parents’ daily routine, parents pointed
out that the ‘all-day’ school gave them the opportunity to dedicate more time to their
work. On the contrary, they do not believe that the ‘all-day’ school has affected the
time spent for them.

Finally, criticizing the institutionalization of the ‘all-day’ school parents emphasized
the fact that the needs of parents’ and students’ are satisfied at the ‘all-day’ school.
However, parents did not give a clear response to the question on whether the ‘all-day’
school is a necessary for the elementary education. However, they strongly agree in

their majority and they request for changes.
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4.3 Analysis of questionnaires for teachers
4.3.1 Demographic data

Amongst the 60 teachers who answered the questionnaires the 72% of them are female
while the 28% are male teachers. The participants’ distribution by age is 68% in the
range of 30-45 years of age, 12% who are under 30 years of age, and the rest of them
(20%) are above of 45 years of age. The 81.7% of these teachers have a previous
working experience in an ‘all-day’ school and only a percentage of 18.3 % of them

answered that they have not worked previously in an ‘all-day’ school.

Figure 4. 7 Years teaching at the ‘all-day’ school
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Figure 4. 8 Pedagogical aims of the ‘all-day’ school

Pedagogical aims of the 'all-day’ school as reported by teachers
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Pedagogical aims of the "all-day’ school

A percentage of teachers (46.67%, Mean=3.75) agreed that the ‘all-day’ school
provides for enrichement of the curriculum with teaching the additional learning
subjects, while a percentage of 38.33%, Mean=3.33, beleived that the ‘all-day’ school
needs to redefine and renew the teaching methods and practices. However, there is a
significant percentage of teachers (30%) who have not expressed a clear view about
this issue. A percentage of 43.33%, Mean=3.53, of teachers seem to agree that the ‘all-
day’ school provides a better-cooperation between teachers and students. Again it can
be seen that there is a percentage of 35% of teachers who are uncertain about how
succesful is this cooperation between students and teachers as neither agreed nor
disagreed. Regarding the way that the different subjects are taught in the ‘all-day’
school, a percentage of 40%, Mean=3.41, agreed that the inter-scientific approach is
applied, while 30% of the teachers have not expressed a clear opinion. Finally,
teachers in their majority (41.67, Mean=3.41) beleived that the ‘all-day’ school
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provides for completion of learning procedures and homework preparation at school
but again there is a considerable percentage of them (38.23%) who neither agreed nor

disagreed.

Figure 4. 9 Social aims of the ‘all-day’ school
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Social aims of the "all-day’ school

A percentage of 40% (Mean=3.03) of teachers agreed that the ‘all-day’ schools limits
‘para-pedia’ and offers financial relief especially of those of the lower class. However,
a considerable high percentage 35% disagrees with this opinion. Approximately half
(45%, Mean=3.22) of the teachers agreed that the ‘all-day’ school limits the
educational imparity with the induction of new learning subjects. A percentage of 31.6
remained undecided. Almost all teachers (95%, Mean=4.50) agreed that the ‘all-day’
school covers the needs of the working parents. Similarly, more that 80% (Mean=4.03)
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of teachers agreed that the ‘all-day’ school provides responsible and affective
supervision of students. A lower percentage (53.3%, Mean= 3.47) agreed that it
supports the acceptance of others and the understanding of cultural differences. In
terms of the role of the ‘all-day’ school in fighting inequality, only a 38.3%
(Mean=3.28) agreed that the school fights inequality and social discrimination. Almost
half of the teachers (45%, Mean=3.27) agreed that the ‘all-day’ school limits negative
forms of inequality. A 35% remains undecided. Finally, only a 35% (Mean=3.13)
agreed that the school provides for parental and local authorities’ activation in order

the school to be the heart of the local community life.

Figure 4. 10 Teachers’ opinions about the ‘all-day’ school

Teachers’ opinions about the 'all-day’ school

Mean

The "all-day' school fulfills The 'all-day' school fulfils The 'all-day’ school fulfils The "all-day’ school fulfils
the students' needs the teachers’ needs the parents’ needs all the above

Almost half of the teachers (46.6%, Mean=3.17) agreed that the ‘all-day’ school fulfils
students’ needs while a higher percentage (51.6%, M=3.18) agreed that it fulfils
teachers’ needs as well. A great 80% (Mean=4.02) agreed that the school fulfils
parents’ needs. In general, a 48.3% (Mean=3.18) agreed in all the above.

221



Figure 4. 11 ‘All-day’ school and curriculum

‘All-day’ school and Curriculum

4.007

Mean

To w hat extent the ‘all-day’ school ~ The morning teachers lisise ~ Who is in charge for the afternoon
has affected the morning and effectively with the afternoon zone of the “All-day” school
afternoon school teachers

The majority of teachers (60%, Mean= 1.87) supported that the ‘all-day’ school has
little or at all affected the morning and afternoon school. A similar percentage (63.3%,
M=2.28) agreed that the morning teachers liaise little or at all with the afternoon
teachers. Neither the head-teachers nor the specialists have been found to be
responsible for the afternoon zone of the ‘all-day’ school as 78.3% (Mean=3.52) stated
that other people are responsible for it.
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Figure 4. 12 Parents’ and students’ support of the ‘all-day’ school according to
teachers

Parents and students support of the ‘all-day’ school as reported by teachers

2.507

2.001

1.507

Mean

1.007

0.50-

0.00—
Parents degree of support of the aims and Students degree of support of the aims and
purposes of the ‘all-day’ school purposes of the ‘all-day’ school

As evident in the above graph, teachers’ belief that parents and students are similarly
supportive of the aims and purposes of the ‘all-day’ school. Specifically, a 53.3%
(Mean=2.42) argued that students are little supportive of the ‘all-day’ school while a
40% supported that students are very much supportive. In terms of parents’ role, a
45% (Mean=2.42) agreed that they are very much supportive whereas 46.7% stated
that they are only little supportive.

4.3.2 Summary of the findings from the teachers’ questionnaires

Overall, it seems that the teachers’ perception is that the pedagogical aims of the ‘all-
day’ school have been partly implemented into practice. This is evidenced from the
fact that teachers agreed that the ‘all-day’ school provides for enrichement of the
curriculum with teaching the additional learning subjects However, they perceived that
the ‘all-day’ school needs to redefine and renew the teaching methods and practices.

Teachers have also expressed positively about teachers-students cooperation and they
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seemed to agree that the ‘all-day’ school provides a better-cooperation between
teachers and students. Regarding the way that the different subjects are taught in the
‘all-day’ school, teachers opinions are divided whether or not the inter-disciplinery
approach should be applied as they expressed doubts about its effectivness . Finally,
teachers believed that the ‘all-day’ school provides for completion of learning
procedures and homework preparation at school but again there is a considerable

percentage of them who neither agreed nor disagreed.

Regarding the social aims of the ‘all-day’ school teachers partly agreed that the ‘all-
day’ schools limits ‘parapedia’ and offers financial relief especially of those of the
lower class. Approximately half of the teachers agreed that the ‘all-day’ school limits
the educational imparity with the induction of new learning subjects. There is strong
evidence from the findings that almost all teachers agreed that the ‘all-day’ school
covers the needs of the working parents. Similarly, teachers agreed that the ‘all-day’
school provides responsible and affective supervision of students and it supports
students’ acceptance of others and the understanding of cultural differences. Teachers
also agreed that the ‘all-day’ school limits negative forms of inequality. However, the
findings reveal that there is inconsistency in teachers’ perceptions with regards the
degree of the school’s encouragement for parental and local authorities’ activation and
involvement in school life. In general, teachers agreed that the ‘all-day’ school fulfils
students’ and teachers’ needs but mainly it fulfils parents’ working needs. The
majority of teachers expressed the view that the ‘all-day’ school has little or at all
affected the morning and afternoon zones. This fact is of major importance as from
teachers’ experience can be revealed that the ‘all-day’ school does not operate as one
unit with a smooth programme and cooperation between morning and afternoon
teachers but it is divided into two separate zones. It is evidence from the findings that
teachers strongly agreed that the morning teachers liaise little or at all with the
afternoon teachers. Teachers also had no a clear picture about who was accountable for
the operation of the ‘all-day’ school especially regarding the afternoon zone. However,
teachers believe that parents and students are similarly supportive of the aims and

purposes of the ‘all-day’ school.
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4.4 Conclusions

In this chapter data collected from semi structured interviews and questionnaires with
the teachers, parents and students of the ‘all-day’ school have been analysed. Thematic
analysis was the method used to analyse the semi-structured interviews. Due to
emerging contradictions amongst the teachers’, parents’ and students’ views about the
impact of the ‘all-day’ school on their lives, dilemma analysis was deployed in order
to better serve the purposes of this study. These findings will be discussed in detail in
the next chapter drawing from the existing literature with the aim of answering the
thesis research questions.
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Chapter S - Discussion

5.1 Introduction

At the outset of this thesis a number of key questions were posed to guide the research
towards a conclusion. These questions arose as a result of a clear review of existing
literature on factors related to the operation of the pilot ‘all-day’ school scheme in
Greece. Whilst this research has covered some of the ground of previous researches
the core questions of interest are:
1. To what extent have the theoretical aims of the ‘all-day’ school been put
into practice?
2. What is the impact of the ‘all-day’ school on the professional lives of
teachers?
3. What are students’ perceptions of the ‘all-day’ school?
4. What are parents’ perceptions of the ‘all-day’ school?

In the following sections, each of these questions will be discussed in detail.

5.2 Research question 1

To what extent have the theoretical aims of the ‘all-day’ school been put into
practice?

The findings reveal important information about the role and impact of the pilot ‘all-
day’ school in Greece on the lives of students, teachers and parents. A number of
important issues that have resulted from the questionnaire and interview material are
both encouraging and disappointing for the operation of the ‘all-day’ school and the

successful application of the ‘all-day’ school curriculum in primary education. The
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‘all-day’ school was introduced and applied as a means of providing a flexible and
educational environment to enhance and accelerate learning. However, the application
and operation of the ‘all-day’ school, since it was first introduced in 1997, as this
research reveals, was affected by a number of issues. It is worth noting that the pilot
‘all-day’ school, which is the phenomenon under examination in this study, was badly
affected during a period of a severe economic recession in Greece. The ‘all-day’
school scheme included a number of ambitious plans, which aimed at improving
learning through the introduction of creative activities, parental support for working
families, elimination of ‘para-paideia’ and assisting unemployed teachers with subject
specialism. A consideration of the theoretical aims of the ‘all-day’ school, pedagogical
and social, in light of the findings, indicates that some of these aims seem to have been
put into practice whilst some others remain unaccomplished. In the following section,
the extent of the implementation of both social and pedagogical aims of the ‘all-day’

school will be analytically discussed.

e Social aims of the ‘all-day’ school
The establishment of the ‘all-day’ school was the result of a number of socio-political
and economical changes which took place in Greece upon its entry into the European
Union in 1981. Significant changes in the Greek society related to new family
structures occurring with the entrance of an increasing number of women in the
country’s workforce. These changes led the Ministry of Education to recognize and
accept the need for reforming the educational system by prioritizing the needs of
working parents (Law 1566/85). In the following paragraphs, the social aims of the
‘all-day’ school are presented and discussed in relation to the literature and in the light

of the findings emerging from this study.

e Limitation of ‘para-paideia™ and financial relief especially of those of the
working class

The ‘all-day’ school aimed at limiting the ‘para-paideia’ phenomenon and at offering

parents financial relief by giving their children the opportunity to complete their

homework at school and in addition to participate in extra activities which otherwise

they would be unable to enjoy. This was an important ambition of the ‘all-day’ school

! The term ‘ para-paideia’ is referred to the private tutorial of the taught learning subjects in school
that take place outside school and the students are made to attend them if they want to pass the exams.
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scheme since parents could spend long hours at work while their children could spend
extra time at school participating in creative and pedagogical activities without any
monetary implications. These activities included homework preparation, sports, theatre
education, ICT, foreign languages, music, art and cultural group activities (FEK
12/620/61531/G1/2011; FEK 1327/2011 t. B; Ministry of Education, 2012, §4).

From teachers’ perspectives all the additional subjects and activities were necessary
for curriculum enhancement and based on their experience students perceived them as
extremely enjoyable and pleasant. This is a view supported by a previous study
highlighting the contribution of the ‘all-day’ school to students learning in a different
and more enjoyable way in relation to the enrichment of its curriculum with extra
activities (Chaniotakis, 2009). The significance of teachers’ views are in accordance
with the views of the OECD report (2012); both views perceived a real need to
reform the academic orientation of the Greek primary school curriculum from teacher-

centered approaches to active student-centered learning.

This study, however, broadens our understanding of the specialist teachers’ accounts
concerning the new activities and subjects of the ‘all-day’ school. Their accounts were
particularly interesting, because these were based on their experience and daily
interaction with the students. Specialist teachers had responsibility for teaching
different new subjects and activities- an innovation introduced for the first time in
Greek primary education as in the mainstream schools all the subjects are taught by
the class teacher (Ministry of Education, 2012, 84). The specialist teachers
highlighted the significance of introducing new subjects and activities for students’
active learning, and also the importance of applying different teaching methods which
appeal to all students, especially of differing abilities (Bouzakis, 1995; Konstantinou,
2007; Chaniotakis, Gregoriadis & Thoidis, 2009).

According to teachers the new activities and subjects are very helpful especially for
students from low income families who can enjoy additional activities different from
the lessons and activities of the conventional school programme. Parents’ financial
relief and support, especially for those with low income as a result of the introduction
of the ‘all-day’ school’s new activities and subjects is evident not only from teachers’
perspectives but also from students’ and parents’ accounts. What is important, at this

point, is the fact that this view has been supported partly in the past by previous
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studies which, however, have examined only the views of the teachers concerning the

enhancement of the ‘all-day’ school curriculum and the possible effect on students

only (Chaniotakis, 2009; Loukeris et al, 2009).

The significant contradiction, however, is that although parents acknowledge the
pedagogical and social importance of the additional activities for their children and
themselves, they are negative in relation to the way the ‘all-day’ school provides these
activities to their children. Parents believe that the ‘all-day’ school has failed to put
into practice its promises regarding the extra activities. They argue that the ‘all-day’
school failed to provide students with the promising new activities effectively and they
raise concerns over the inconsistency between curriculum decision making and
curriculum implementation. The above findings support similar results from previous
studies stressing out the failure of the ‘all-day’ school to effectively provide these
activities to students (Pashali and Tsiagki (2000); Papapetrou and Sousamidou (2004);
Arvaniti , 2004; TXEE-AAEAY, 2007).

According to parents’ accounts the fact that the ‘all-day’ school has failed to provide
students’ with the promised activities, for reasons which will be discussed in the
following sections, has resulted in specific complications. ‘Para-paideia’ is a
persistent problem for the Greek education forcing the parents to send their children
for additional activities and supplementary private tutorial lessons in the afternoon
costing extra money. As a result, the phenomenon of ‘para-paideia™ remains
unresolved as the Greek state has failed with the establishment and operation of the
‘all-day’ scheme to contribute to the limitation of ‘para-paideia™*and the financial
relief of low income families. This is an important finding, as there is not enough
evidence from previous studies concerning the operation of the ‘all-day’ school in

Greece and its effect on students families’ financial relief.

e Limitation of educational parity with the induction of new learning subjects in

order for low-ability students to be more supported

The Ministry of Education aimed with the new learning subjects and activities of the

‘all-day’ school to help and support the students with learning difficulties. This was an

2 The term ‘ para-paideia’ is referred to the private tutorial of the taught learning subjects in school
that take place outside school and the students are made to attend them if they want to pass the exams.
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ambitious aim in order for all students to be equally supported. Having had the ‘all-
day’ school’s programme enriched with additional subjects and activities it was
necessary for teachers to move from traditional teaching methods to more innovative
and creative ones, which could help students learn effectively and in a more
recreational way. There is evidence from the specialist teachers’ accounts that
students’ performance was much better with the application of new subjects and
activities especially for low ability students. The same views are supported by
students’ accounts emphasising the enjoyable and pleasant activities, which help them
learn better and easier. These findings support similar views of previous studies about
students’ improved education at the ‘all-day’ school (Arvaniti, 2004) with the
provision of extra activities. It is worth noting, however, that these findings contrast
with students’, parents’ and teachers’ different preferences about what subjects and
activities they consider the most suitable for students’ needs (Papapetrou &
Sousamidou, 2004).

However, what is interesting and new from these findings is the expanded database
producing useful descriptive information about teachers’ views. A more detailed
understanding of specialist teachers’ opinions about the teaching methods and
approaches of the new activities and subjects, which conflict with those of the class
teachers, is revealed. The findings show a constant contradiction between class
teachers’ views and specialist teachers’ view about the function and operation of the
‘all-day’ school which will be discussed in the following sections. Teachers’ accounts
concerning the effectiveness of the introduction of the new subjects of the ‘all-day’
school and their effect on students’ performance are in contradiction with parents’

views who have also participated in this debate.

The study reveals that parents place greater emphasis on the morning-zone teachers’
contribution to their children’s performance perceiving the specialist teachers’ role as
unimportant. There is no such evidence from previous studies examining the effect of
the collaboration of class and specialist teachers on students and how these roles are

perceived by both parents and students.

Concerning students’ opinions the findings highlight their enthusiasm participating in

the extra activities recognising their importance in learning differently and happily.
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Similar views have been expressed by the students in a previous study conducted by
Papapetrou & Sousamidou (2004) with parents placing extra emphasis on the
completion of homework at school and being less interested in their children’s

participation in other athletic, aesthetic or artistic activities and subjects.

e Cover of the need of the working parents

The ‘all-day’ school aimed at responding to parents who wanted an organised school
that supported and educated their children, supported the working family and released
the financial burden and the search for out of school care. In practice, however, and
according to the findings, parents argue that the ‘all-day’ school failed partly to fulfil
its promises. Similar findings in the past have revealed parents’ dissatisfaction with
inappropriate facilities and conditions in the schools (Pashali &Tsiagki, 2000;
Papapetrou & Sousamidou, 2004; INEE/GSEE/ADEDY, 2007; Mousiou-Mylona,
2004)

The extended schooling programme of the all-day school offered tremendous help to
working families and parents who needed to feel that their children had a safe and
productive long afternoon at school while they worked long hours. Parents (57.46%)
agreed that in general the ‘all-day’ school has affected their daily routine. The majority
of parents (66.03%) seem to believe that the ‘all-day’ school gives them the
opportunity to spend more time at work. Parents’ answers also indicate that the impact
of the ‘all-day’ school on parents’ lives is significant as 40.63% of parents agreed that
the ‘all-day’ school allows them more time for themselves. It is an important decision
made by the Greek Ministry of Education to assist the working families and to provide
a creative and suitable learning environment for their children especially for families
experiencing financial difficulties. The positive feedback provided by the majority of
parents fully confirms the ‘all-day’ school’s success in that respect. As argued, the all-
day school is very useful for working parents as they have the opportunity to work

long hours and students remain in a safe environment.

Positive feedback was also received by non-working parents who felt that they were
given enough time to look for a job or work part-time should they wish to. The ‘all-
day school’ succeeded in offering parents an opportunity that they would not have had,
if they had sent their children to a regular school. This was seen by parents as the only

important outcome of the ‘all-day’ school for their children. They are not particularly
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interested in the activities that their children are involved in the afternoon as long as
they gain the knowledge required from attending morning class, and stay safe
somewhere in the afternoon until they finish work. Some working parents’ responses
confirm this view and highlight how important it is for them to leave their children at
school without having to pay a childminder or having to rush back from work to pick
their children up from school. This is an important finding that acknowledges the
positive aspects of the operation of the ‘all-day’ school in assisting working families as

well as single mothers who want to fulfil their career expectations.

The main objection came from the non-working parents who felt that there was no
particular reason for their children to attend the afternoon zone. Their nonworking life
meant that they had free time to collect children from school. One of the most
significant reasons for the non-working parents being dissatisfied was the issue of
students not being able to finish their homework as they got involved in other
activities. They perceived children’s education as very important and were ready to
commit themselves to their children’s extra time outside school activities The parents
believed the time spent in the afternoon session, therefore, gets ‘wasted’ as students do

not learn properly with non-specialist teachers.

The responses provided by both working and non-working parents are very significant
regarding their evaluation of the ‘all-day’ school. Their views reflect the extent to
which the ‘all-day’ school meets its purposes and the expected level of student
learning and performance. In addition, their views provide essential information that
could not have been extracted from students alone. Parents can pinpoint problems with
their children’s performance in school and satisfaction with the curriculum. Indeed,
parents might have been more satisfied with the operation of the ‘all-day’ school, if
their children came back from school exhausted from a long day activity and with
unfinished homework that had to be completed through private tutoring. This research
study significantly complements the literature that did not take into account parents’
views extensively. The findings, for instance, from parents’ responses that the lack of
basic facilities to support practical learning and the gaps in human resources, which
affect student performance, are significant and wide-ranging enough to reveal the
limitations of the ‘all-day’ school. Parents should be given the opportunity to
participate and have a say in the ‘all-day’ school management for their children better

education. The present study provides important information to the Greek educational
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authorities to hear the voices of the stakeholders participating in the operation of the

‘all-day’ school and take measures to improve it.

e Responsible and affective supervision of students

The study shows that parents do not perceive the ‘all-day’ school as a school with two
unbreakable and connected zones, but they view the morning zone as the most
important, as the ‘proper school’ in comparison with the afternoon zone, which is
mentioned with contempt as a form of ‘baby-sitting’. However, the findings reveal that
teachers believe, despite all the negative aspects of the ‘all-day’ school that the ‘all-
day’ school provides parents with the feeling of leaving their children in a safe
environment for long hours. It is of great importance for all those parents with extra
working responsibilities having to stay at work until late in the afternoon. At this
point, according to these findings, teachers claim that parents trust and rely more on
the morning zone teachers, because they are used to the morning school system. These
beliefs are also evident in the way parents contact teachers to get information about
their children’s progress. As they are used to consulting the morning teachers about
their children’s progress, they totally ignore the afternoon teachers. Parents are
interested in a safe environment for their children to stay so they can work or fulfil
other commitments, which they may have. This evidence is supported by parents’
views in previous studies as well, concerning the social characteristics of students in
the open and flexible ‘all-day’ school, concluding that the ‘all-day’ school provides
students with a safe environment while their parents work until late in the afternoon
(Lamnias & Ntakoumis, 2003).

According to the teachers, parents consider that the traditional form of school is the
norm, and they perceive the ‘all-day’ school not as one school unit, but as a school
divided into two zones, which offers their child the option of staying for longer in the

afternoon zone.

The ‘all-day’ school was legislated and initiated in response to the apparent need for a
bigger workforce and also the growing number of working mothers (Law 2525/97).
Moreover, the Ministry of Education lays emphasis on parents’ views and perceptions
in the formation of the school programme. They are invited to suggest up to two
teaching subjects to help the school and family to fulfil the educational and social

needs of the students providing a safe and creative school environment with the
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ultimate goal of providing equal opportunities for education for all students.
Furthermore, the initial purpose of the all-day school was the elimination of ‘para-
paideia’™® (Law 2525/97, Gazette ®.E.K. 1471/22.11.2002). However, the results of
this study confirm that the ‘all-day’ school maintained the status quo rather than

eliminating the issue of ‘para-paideia’.

The ‘all-day’ school proved insufficient in providing education for all subjects and
interests in such quality and quantity in which students do not require additional
classes outside school. This issue was exacerbated by the lack of time for students to
complete their homework in school. The lack of resources and the need for supply
teachers further added to the problems. The findings from teachers’ responses show
that teachers were unhappy with the limited time provided for students within the
curriculum to complete their homework within the school premises. This is also
associated with the perceptions of parents seeing the all-day school activities as non-

important placing more significance to the classes of the morning zone.

e Creation of essential interaction among students

The findings of this study, as revealed from students’ responses contribute to the
literature that argues that the ‘all-day’ school suffers from shortcomings and
deficiencies that affect students’ learning environment (Grollios & Liabas, 2012, p.
12). The present study, however, provides a more detailed account by analysing the
responses of students along with teachers’ and parents’ views offering significant
evidence about students’ relationships and interaction in this specific school
environment. All the previous studies, conducted in Greece concerning the impact of
the institutionalization and operation of the ‘all-day’ school on students, examined,
merely, whether or not the school has succeeded to provide them with a successful
and effective learning environment (Androulakis, 2006; Konstantinou, 2007; Loukeris
et al. 2009; Grollios & Liabas, 2012 ).

According to the students, spending long hours at school affects their interpersonal
relationships and creates positive and negative interactions. There were students who

claimed that they made new friends at school as they have more time to spend with

Y The term ‘ para-paideia’ is referred to the private tutorial of the taught learning subjects in school
that take place outside school and the students are made to attend them if they want to pass the exams.
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their classmates. In the ‘all-day’ school it is important for the students to spend their
long stay creatively and pleasantly. It seems that friendships at school play a balancing
role in students’ lives and affect their school performance. The students of the ‘all-
day’ school seem to overcome negative aspects of their school thanks to the benefits of
their friendship with their classmates. Even when the long day at school becomes very
tiring, having good friends lightens and reduces negative emotions and thoughts. It is
important for students who spend long hours at school to have the ability to build and
maintain good relationships with each other. Especially for the students of the ‘all-
day’ school, which do not provide the appropriate teaching and learning conditions for
the long school hours, the findings reveal that they can adapt better if they have good
friends. The students of the ‘all-day’ school spend almost their whole day at school. It
is important for them to have good friends and develop the necessary social skills.
Friendships at school can help them develop emotionally and morally from an early
age. Apart from the ability to learn how to communicate and work together at school,

they also learn how to solve daily problems.

However, when staying at school for long hours, tensions and arguments can start,
especially in overcrowded schools as the ‘all-day’ schools have small playgrounds and
limited outdoor activities. Students have illustrated very vividly their every day
relationships at the ‘all-day’ school and how these relationships are built. Negative
forms of behaviour seem to be a problem between younger and older students. These
problems arise during break time. The ‘all-day’ school did not provide for different
break times for younger and older children. All the students, of age 6 to 12 (Year 1 to
Year 6) share the same small grounds during break time. This is especially hard for
the students of the small classes, as it is less likely to cope with negative forms of
behaviour from older students. Things can turn out very traumatic for the younger

students, as they can be bullied or mistreated by the senior students.

Friendships at school play an important role not only when students work and learn
together in the classroom but mainly when they are left outside in the school grounds
to play and rest during break time. In an overcrowded schoolyard students test their
ability to communicate and play with others harmoniously, but this is not always easy.
However, because of friendships develop between students, difficult and unpleasant
incidents can be avoided with the support of friends. This evidence is supported by a

significant percentage of parents (48.89%) who believe that the ‘all-day’ school helps
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their children improve their negative forms of behaviour whilst 29.21 % of them do

not seem to have a clear view about this important issue.

Students’ school friendships and relationships have been a favourite subject of study
for many researchers. Based on what students said during research, we can conclude
that the long school hours create opportunities to develop strong friendships, which
can have a positive impact on students’ performance and attitudes towards school. The
‘all-day’ school plays a significant role in developing the social needs of students.
These findings are also supported by parents’ responses, as the majority of parents
(58.09%) recognised the importance of the ‘all-day’ school in giving their children the
opportunity to improve their social skills. It is indicative that a considerable percentage
of parents (59.04%) believe the ‘all-day’ school is the right environment for their
children to develop new friendships with the other students. Also, most of the parents
(62.22%) agreed that the ‘all-day’ school gives their children the opportunity to
interact positively with the other students. In addition, a significant percentage
(68.89%) of parents believes that the relationship between the students and their

teachers at the ‘all-day’ school is positive.

e Parental and local authorities’ involvement in order the school to be the heart
of the local community life

One of the main aims of the ‘all-day’ school was the active involvement of parents and
local authorities in school processes in order for the school to ‘open’ its doors to the
local community and to broaden interaction amongst the stakeholders. The ‘all-day’
school is called to play a significant social role encouraging teachers, students, parents
and local authorities to work together with the aim of improving and expanding its
social and pedagogical aims (Law 2525/97, Pedagogical Institute, 2002).

The present study took place in eight different ‘all-day’ schools in the wider area of
Athens sadly revealed the absence of any local authorities’ involvement in the school’s
life. Only in one school, according to teachers’ accounts, does the local authority seem
to play an active and vital role in the successful operation of the school. This finding
reveals the inconsistency between the theoretical aims of the ‘all-day’ school for active
participation of the local authorities in the local school with what happens in practice.
This particular school is well supported, according to its head-teacher, which has a

positive impact on the school ethos.
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This research study contributes significantly to the literature as previous studies have
not take into account local authorities’ participation in Greek primary school at all.
The findings, for instance, from the teachers’ responses on the lack of active
participation of the local authorities in the ‘all-day’ school’s life are significant enough
to understand the limitations of the ‘all-day’ school. Local authorities alongside with
parents were not given the opportunity to actively participate and have a say in the
school processes, and as a result teachers and students continue to experience the same
difficulties regarding the poor facilities and other problematic organizational issues
concerning the operation of the ‘all-day’ school. On the contrary, international studies
(Epstein, 2001; Epstein & Sanders, 2002; Henderson & Mapp, 2002; Hill & Taylor,
2004; Bacete & Rodriguez, 2004; Hogue et al., 2002; Jeynes, 2005; Sheldon &
Epstein, 2005) highlight the importance of collaborative relationships and activities
involving school staff, parents and local community and authorities. Effective
partnerships of all these members should be based on mutual trust and respect, and
shared responsibility for the education of the children and young people at the school
(DEEWR, 2008).

More specifically, the importance of parents’ involvement in the ‘all-day’ school life
for succeeding its aims was highlighted from the beginning of its institutionalization
(Law N.2525/97). Parents for the first time had the opportunity to participate and
express their opinions about which activities and subjects consider necessary and more
useful for their children benefits. The findings reveal that teachers and head-teachers
welcome parents’ involvement in decision making regarding the afternoon subjects
and activities. This is significant considering that one revolutionary possibility offered
by the ‘all-day’ school is that it could facilitate an independent and optional
curriculum decided by the teachers’ and parents’ board of every school. According to
teachers’ accounts the activities and subjects that are taught during the two or three
additional hours are decided by each ‘all-day’ school considering parents’ opinions
and preferences. This is a very important innovation since the school curriculum in
Greece has traditionally been unified and government controlled (Law 1566/ FEK 167,
Vol. A/ 30/09/1985). The study reveals that, despite the difficulties that the ‘all-day’
school faces in applying its theoretical aims, considering parents’ involvement, it
manages to partly engage parents in the school’s life (F. 50/492/108832 /T'1/ 22/
8/2008, FEK 804, Vol. B /09/06/2010).
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The findings also reveal that teachers and parents hold positive attitudes about parents’
participation in school. They acknowledge the importance of encouraging parents’
involvement in school matters, as they agree that it can help students perform better
(Ferrara, 2009; Gibson & Jefferson, 2006; Mapp et al. 2008;). Recent research
revealed similar results emphasizing that parental involvement enhances student
educational outcomes (Jeynes, 2012). Previous studies have also highlighted the
importance of parent-teacher collaboration, which can contribute to children’s
character development (Molland, 2004; Mylonakou and Kekes, 2007). Overall
parents’ involvement and cooperation with the school can enhance student
achievement (Koshy,Brown, Jones &Portman - Smith, 2012). Finally, teachers’ and
parents’ accounts confirm previous results showing that effective parental involvement
in school leads to considerable benefits for students across all years supporting student
achievement (Baker & Soden, 2005; World Bank, 2008).

Thinking that in Greece parents’ involvement is less critical compared to other
educational systems around the world, the ‘all-day’ school can become the example of
encouraging parental participation in the school life. In a following section a more
descriptive discussion will take place with the particularities of the parents-teachers

interaction as revealed from their own accounts.

e Social aims conclusions
In conclusion, the study reveals that teachers from morning and afternoon zone
completely agree and welcome the enhancement of the ‘all-day’ school with the new
subjects and activities as important for students’ learning. In addition, they agree that
the new subjects and activities offer the opportunity to all students to enjoy for free
activities and subjects with no extra cost for the parents. There are, however, concerns
expressed by all the different teachers of the ‘all-day’ school regarding the extra
problems they face from the failure of the new subjects and activities to be put into
practice. Concerning teachers’ views about the cover of the needs of the working
parents, they agree that the ‘all-day’ school offers to their children a safe environment
for long hours. They also believe that the ‘all-day’ school helps students to interact
better with each other and with their teachers. Finally, teachers would prefer for

parents and local authorities to play a more active role in the school’s life.
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Summarising parents’ views about the importance of the enhanced curriculum of the
‘all-day’ school, they agree with teachers that the enriched programme of the ‘all-day’
school is necessary for their children’s education and for their financial relief and the
reduction of ‘para-paideia’. They also share with teachers the same beliefs about the
inconsistency between policy and practice regarding the application of the new
subjects and activities. Finally, they agree with teachers that the ‘all-day’ school offers
them the opportunity for spending long hours at work having their children of a safe
environment. In addition, students, also, express happily their views about the different
school environment where they can share a pleasant and friendly interaction with their
classmates and their teachers. They express their satisfaction about the new subjects
and activities highlighting their impact on learning differently and creatively.

Having discussed the degree to which the social aims have been met in practice in the
‘all-day’ school from teachers’, students’ and parents’ perspectives, in the following
section the pedagogical aims of the ‘all-day’ school will be discussed in detail, as they

are evaluated by the same stakeholders.

e Pedagogical aims of the ‘all-day’ school
The ‘all-day’ school places equal importance on its pedagogical aims and their
fulfillment as on the social aims which attempt to benefit all the participants, teachers,
students and parents (Law 1566/85). The Greek Ministry of Education decided the
reformation of the educational system with regards to primary education was
necessary, prioritizing the needs not only of the working parents, but those of the
teachers and students. In the next paragraphs, the pedagogical aims of the ‘all-day’
school are presented and discussed in the light of the findings emerging from this
study.

e Enrichment of the curriculum with teaching additional learning subjects and

activities

Results indicate that all the participants in the study, teachers, students and parents,
agree that the enrichment of the ‘all-day’ school curriculum with extra subjects and
activities is beneficial for the students’ progress. Teachers agree that curriculum

enhancement can improve students’ pedagogical and social needs. Moreover, they
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emphasize the relative autonomy and flexibility they enjoy for the first time in
deciding, alongside with the head-teacher’s and parents’ suggestions, which of the
extra subjects and activities are considered as more advantageous for the needs of the
students in each school. The particular results are of high importance since any
previous effort for curriculum reform in the Greek education has been characterised as
‘limited’, ‘fragmented’ and ‘inadequate’ without being accompanied by a ‘structural’
educational reform at all levels of the Greek general education (Flouris & Pasias,
2003, p. 76). Trying to identify the reasons led from one to another failed curriculum
reforms, centralism, bureaucracy and control as well as disagreement amongst political
parties and mainly the lack of educational policy continuity are some of the main

factors that can be considered (Ifanti, 2007).

It is worth mentioning, that from teachers’, parents’ and students’ accounts emphasis
has been put on the significance of the ‘all-day’ school curriculum enhancement and
the relative freedom and autonomy that teachers and parents are enjoying in deciding
the afternoon subjects and activities. The degree, however, of the real effect of the
curriculum enhancement on students’, teachers’ and parents’ lives is under discussion.
Teachers, students and parents agree that there is no doubt about the pedagogical and
social significance of the enhancement of the curriculum. However, what, happens in
reality, is a totally different matter. When discussing different aspects of the ‘all-day’
school schemes impact on teachers, students and parents, it is obvious from all the
stakeholders’ accounts that there is an inconsistency between education policy making
and policy implementation. This is a well-documented problem highlighted in
previous research with emphasis placed on the fact that the decision-making in the
Greek education system seems to be an individual rather than a collective procedure
based on personal and political perceptions (Gerou, 1996; Papadimitropoulos, 2003;
Saiti & Eliophotou-Menon, 2009). More importantly, every time the government
changes the Minister of Education administration changes which has resulted in an
over-flexible education policy (Saiti & Eliophotou-Menon, 2009) and a vast number of
Education Acts and Laws which create a huge centralised and bureaucratic education
administrative system (Persianis, 2003, p.45). As a result, the State fails to implement
and put into practice efficiently and timely any education planning and decision (Saiti
& Eliophotou-Menon, 2009). In addition, the situation becomes increasingly

complicated as the majority of decisions necessitate the Minister’s signature.
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In conclusion and regarding the enhancement curriculum, the extra new activities and
subjects are beneficial for all involved, students, parents and teachers. For the students,
the new subjects are very helpful, as it has been discussed above, especially for those
coming from low income families. They would not, otherwise, have had the
opportunity to learn and enjoy something additional at school for free, and different
from the lessons and activities of the conventional school. For parents, the ‘all-day’
school offers the opportunity for their children to participate in additional activities
that they could not afford otherwise, according to the teachers’ and parents’ accounts.
For the specialist teachers, the ‘all-day’ school solved a major social problem, by
offering employment to special subject teachers. Most of the specialist teachers, for
example, music, art, drama and ICT teachers have been unemployed for years. With
the introduction of the ‘all-day’ school they have the opportunity to work and offer
their services to students and the society as a whole. Additionally the ‘all-day’ school
helps young specialist teachers to find employment, even if this is not feasible under

permanent contracts.

Another interesting finding is that teachers accept the need of the timetable of the ‘all-
day’ schools to be unified something which have been of a priority for the Ministry of
Education (F.12/620/61531/G1/2010 (FEK 804/2010, t. B’; F. 12/620/61531/G1/2011
FEK 1327/2011; F.12/773/77094/G1/2006; FEK 1139, B’; F.12//620/61531/G1/2010
(FEK 804, t. B).

The present study shows that teachers either from the morning zone or from the
afternoon zone realize the need for cooperation to decide which teaching subjects will
be taught in the ‘all-day’ school, to co-estimate the needs and capabilities of the
specific school units such as students’ interests, students’ learning levels, parents’
preferences, school’s facilities and equipment and extra available school time.
Teachers also admit that they take into account the parents’ suggestions for their
preferred teaching subjects. These findings are more than encouraging as they reveal
the willingness and positive attitude of teachers to support the introduction of the
additional subjects believing in their positive impact on students. Teachers also
emphasize the fact that they consider the autonomy and choice of decision making, in
the formation and planning of the school programme, given for first time to students,
teachers and parents, as revolutionary and innovative (F.12/520/61575/I"'1/30-5-2011).
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Regarding teachers’ views about which new subjects and activities are most popular
amongst students it is revealed that students enjoy more sports, drama, dancing and
computing lessons. In other words, students prefer subjects which encourage their
creativity, emotions and action with gender differences being identified. This evidence
is supported by previous research as well emphasizing the significance of learning

through enjoyable and active subjects (Papapetrou and Sousamidou, 2004).

Finally the study reveals that the curriculum of the ‘all-day’ school places emphasis on
the afternoon cultural group activities, encouraging students from different classes,
mixed groups to participate. In this study teachers highlight the importance of student
interaction in these activities with the collaboration of teachers, specialist teachers and
local authorities.

e Redefinition of teaching with the renewal of teaching practices in order for
teaching methods to become collaborative and explorative - Inter-disciplinary
approach of the taught subjects

The findings reveal teachers’ views are contradictory concerning the teaching practices
and methods applied in the ‘all-day’ school. The morning teachers insist on ‘well-
tried’ and more traditionally oriented teaching methods whilst the afternoon teachers,
especially the specialist teachers, realise the need for the application of new teaching
approaches and methods in order for the students to enjoy learning. A recent OECD
report (2012) attributes the slow and minimal change in the curriculum over the years
to the fact that teachers have no challenge to assume new roles or develop new
teaching practices. However, the findings reveal again the inconsistency between
policy making and policy implementation in the Greek educational system considering
the ambitious 1996-2002 educational reform with regards the curriculum reform. The
main element of this curriculum reform was the development of the Single Unified
Frame of Curriculum Studies, Eviaio [Tl aioio Ipoypoyudrwv Xrovémv, (EPPS). The
new form of curriculum was a multidisciplinary curriculum emphasising a better
coordination between the different levels of compulsory education, introducing new
subjects and identifying more concrete educational goals (Law 2525/1997, article 7).
Regarding primary education and within the context of the Singe Unified Frame of
Curriculum  Studies Interdisciplinary (DEPPS), Awo@suotiké Eviaio Illaioio

Ipoypouudrwv Xrovomv the “‘flexible zone” was integrated at the primary school level
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in order to enhance the curriculum interdisciplinary and with creative activities
concerning health education, environmental education, cultural and social education
(Alahiotis, 2001, p.5).

The contradicting views expressed by class and specialist teachers about the need to
reconsider the teaching practices and methods in the ‘all-day’ school reveal once again
the degree of difficulty in applying a prescribed education policy without considering
the particularities of the Greek education (Persianis, 2003). However, despite teachers’
argumentative attitude, there is hope for the teaching methods improvement in the ‘all-
day’ school. Traditional teaching methods have been replaced by interdisciplinary
approaches which emphasise on students’ holistic learning needs connecting the
different subjects of the curriculum rather than learning form each subject solely
(Pedagogical Institute, 2003).

e Completion of learning procedure and schooling preparation at school
(homework completion)

Students’ perceptions collide with teachers’ views of the ‘all-day’ school in many
ways. First and foremost, students expressed their dissatisfaction with the issue of the
homework completion in school (F.12/520/61575/T'1/2011), which they found
inappropriate as they do not have enough time to focus on preparation. The issue of
homework has dissatisfied most importantly the parents as they are obliged to send
their children to classes outside school, and the teachers as they feel that the time is not
sufficient (in this case homework is limited to one hour) for homework preparation.
This is an interesting result as the issue of homework seems to affect the primary

agents of the ‘all-day’ school culture and this issue needs to be promptly discussed.

This finding contributes to the current literature, (Kyrizoglou, Grigoriadis, 2003;
Thoidis & Chaniotakis, 2008), which highlights that the problems affecting the ‘all-
day’ school emanate from unprepared students and challenges the view that this is
only associated with the students and not the parents and teachers. This study is not
suggesting that the ‘all-day’ school is failing completely in that respect but accepts the
view that the ‘all-day’ school encounters difficulties, and makes suggestions about the
extending hours, which should accommodate both the teachers to assist students to
prepare well within 1hour. For parents a well-prepared student for the following day at
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school means less complications in relation to sending students to private classes and
less concern about student performance in school. The afternoon teachers who
experience this problem on a regular basis highlight the problem but their views are
not taken into account as they have limited say and influence on the schooling

programme.

Perhaps the morning teachers in collaboration with the head-teachers, who play a
major part in the formation of the school programme, and witness limitations on
student performance due to a lack of preparation, should initiate a dialogue between
the different parties and provide sustainable solutions. There are examples, as
indicated by students’ accounts, with teachers who believe that teaching and learning

is an internal school matter.

e Better co-operation between teachers and students.

Despite the difficulties students experience in completing their homework at school,
they seem to enjoy the activities taking place in the afternoon zone. According to the
teachers’ perceptions students are quite happy to study and participate in extra
specialist subjects provided by the curriculum, as they would have not been able to
study any of these subjects if they stayed at home. The study of languages, sports and
music offers students the opportunity to learn in groups and share their knowledge and
experiences with the teacher and other students as learning becomes more enjoyable.
This offers students the satisfaction of learning effectively and performing better.

While one would expect that teachers’ troubled relationships would hinder student
performance, this study reveals that good relationships between teachers are not a
perquisite necessary for successful student performance and/or a successful school
culture. This finding challenges the traditional view in the literature that associates
good collaboration between teachers as necessary for students’ successful learning and
contributes to the literature that supports it (Cullen, 2007). One point worth
mentioning is that students’ positive attitude to learning in the afternoon session was
also associated with the strong relationships created with their teachers. The findings
of this study reveal that the extended programme of activities taught in the all-day
school enhanced the student-teacher relationships, as students got closer to teachers

and their peers, leading to increased pedagogical and social skills.
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The ‘all-day’ school curriculum not only allowed students to develop strong
relationships with more than one teacher, the class teacher, but it contributed to the
creation of better relations between teachers and their peers, which was one of the
main aims of ‘all-day’ school (F.50/268/102487/1"'1/2012, Ministry of Education). This
is an interesting finding as it contradicts the negative result of the ‘all-day’ school,
which according to teachers, affects and creates tensions between teachers. The
positive aspect of the ‘all-day’ school is that it offers a flexible school programme that
helps ease tensions between teachers, as they need to work more closely with each
other. The ‘rolling’ of the school programme allows for subjects to be equally
distributed amongst morning and afternoon sessions creating flexibility and

encouraging interaction between teachers.

e Pedagogical aims conclusions

In conclusion, the study reveals that teachers are satisfied with the relevant freedom
and autonomy they enjoy for the first time in the formation of the school programme
and in deciding which extra activities they consider more important for the students of
each school. There is, however, a high degree of contradiction between the class
teachers’ and the speciality teachers’ views regarding the redefinition and introduction
of new teaching methods. The academic orientation of the primary school curriculum
forces class teachers to present themselves as the authority or the expert in the field,
and to apply teacher-centred approaches in teaching, leaving little room for student
active learning (OECD, 2012).

The class teachers, as revealed, insist on traditional well-tried teaching methods while
the specialist teachers call for new methods which encourage students’ active
participation in learning where students can discover how to learn differently and
happily. Trying to identify the reasons behind these contradictions probably the
‘limited’, ‘fragmented’ and ‘inadequate’ curriculum changes without being
accompanied by a ‘structural’ educational reform at all levels may be the key factor
(Flouris & Pasias, 2003, p. 76). In addition, factors such as centralism, bureaucracy
and control as well as disagreement amongst political parties and mainly the lack of
educational policy continuity can be considered (Ifanti, 2007).
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According to findings, the most controversial issue regarding the pedagogical aims of
the ‘all-day’ school remains the completion of homework at school. Teachers
acknowledge that due to time limitations and lack of staff students are unable to
complete their homework at school. The present study reveals that there is a real gap
between policy making and policy implementation. Again trying to identify the
reasons behind this gap the example of the ‘all-day’ school clearly shows that decision
making in the Greek educational system seems to be an individual rather than a
collective procedure based on personal and political perceptions (Gerou, 1996;
Papadimitropoulos, 2003; Saiti & Eliophotou-Menon, 2009). In addition, every time
the government changes, the Minister of Education alongside the political
administrators change which has resulted in an over-flexible education policy (Saiti &
Eliophotou-Menon, 2009) and a vast number of Education Acts and Laws which
create a huge centralised and bureaucratic education administrative system (Persianis,
2003, p.45). As a result, the State fails to implement and put into practice efficiently
and on time any education planning and decision (Saiti & Eliophotou-Menon, 2009).
The situation becomes more complicating as the majority of decisions necessitate the

Minister’s signature.

Parents’ accounts regarding the pedagogical aims are focused mainly on the failure of
the ‘all-day’ school to fulfil its promises regarding the application of the new activities
and subjects. They express their dissatisfaction about the way the ‘all-day’ school
operates and they call for reformation of its institutionalization. Their main concern is
that their children are coming back home late in the afternoon with their homework
uncompleted and they have to spend extra time and effort in assisting them with the
extra work left unfinished for the next day. This is another example of inconsistency
between education policy and practice confirmed by the institutionalization of the ‘all-
day’ school scheme. This evidence supports previous research findings regarding
educational reforms in Greece concluding that contradicting reforms in education have
devastating results for all stakeholders (Saiti & Eliophotou-Menon, 2009; Andreou,
2000, Persianis, 2003).

Finally, students highlight their satisfaction in learning differently, the opportunity to
interact for first time with more than one teacher and to develop strong relationships
with their classmates (Ministry of Education, ®.50/492/108832 /T"1/ 22/ 8/2008, FEK
804, Vol. B /09/06/2010). Nevertheless, they strongly complain for the poor
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infrastructure and facilities at their school and how these affect their education and
school lives. A matter which is linked with the failure of the Ministry of Education to

put into practice its promises.

5.3 Research question 2

What is the impact of the “all-day’ school on the professional lives of teachers?

In the following sections, issues associated with the professional lives of the teachers
and how they have been affected by the implementation and operation of the ‘all-day’
school will be discussed. More specifically their professional relationships with other
teachers, their relationships with parents and their opinions about the resources and

how they affect all participants’ lives will be discussed.

e Professional relationships with other teachers
The increase of school hours for the teaching of specialist subjects required consistent
assistance by the afternoon teachers who needed to work collaboratively with the
morning teachers. The differences in role and teaching subject affected rather than
enhanced relationships between teachers. As Day et al. (2007) point out the different
roles, responsibilities and new dynamics created by teachers’ interaction are key
elements that influence teachers’ professional development within the school. In the
case of the ‘all-day’ school and according to the reports from teachers, cooperation
between the morning and afternoon teachers was minimal. This was due to the
discriminatory attitude of the class teachers playing the main role, as opposed to the
supplementary role of the specialist teachers. A significant percentage (63 %) of
teachers supported this evidence by claiming that the morning teachers liaise a little or
not at all with the afternoon teachers. Relationships, in that respect, are very
competitive and sometimes, as Barth argues, ‘dangerous’ for the running of a healthy
learning ‘community’ (Barth, 2006, p. 1). According to this research power
relationships are developed between teachers and tensions and conflicts arise from
their everyday interactions. The afternoon teachers expressed dissatisfaction and
disappointment with this discriminatory treatment by both the morning teachers and by
parents. The attitudes of the morning teachers seem to be provocative towards the
afternoon teachers, many times unintentionally, as they consider their teaching status
as stable and separate themselves from the other teachers working in the afternoon
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zone. The morning teachers in some way separate themselves professionally from the
afternoon zone teachers as they perceive themselves as the main teachers of the ‘all-
day’ school having to teach the basic school subjects. By contrast, such attitudes and
perceptions contradict the aims of the ‘all-day’ school, as defined by the official
documents (Law 2525/97, ®.E.K. 1471/22.11.2002, ®. 353.1./324/105657/A1/8-10-
02, ®EK 1340t. B, YA), calling for a close, interactive and effective cooperation
between class and specialist teachers in the morning and afternoon zone. The
morning teachers seem to enjoy and take advantage of the power their title offers them
as class teachers. Consequently, they have first choice in the formation of the school
programme and the teaching schedule and they consider their class their personal
territory. Collegial relations between teachers are very difficult to establish especially
when teachers have different subject specialties that do not require the sharing of
knowledge, or discussions about common practice (Barth, 2006). In the ‘all-day’
school, specialist teachers have encountered difficulties in communicating with the

class teachers of the morning zone.

According to the reports of the specialist teachers there were times when they felt
isolated and ‘left out’ even though they were asked for assistance by the class teachers
of the morning zone. This finding contributes to the literature (Wang & Haertel, 1994)
that treats this relationship between teachers as a dichotomy in the school community.
In addition, the present study enhances this point further by highlighting the view that
tense relationships between teachers are more evident between teachers working in
different sessions and with different skills sets. As this study shows, for instance, the
class teachers, working in morning sessions with permanent contracts, were given a
greater say in the formation of the school programme and the teaching programme
than the non-contractual specialist teachers whose role was considered supplementary.
In short, the role of the class teacher was considered more important than the role of
the specialist teacher who assisted students with their specialist subjects and

homework.

Another important finding of this study, which is supported by the current literature
(Barth, 2006) and is related to the latter point, is that the full time school teachers
have the skills and knowledge needed to assist students better. Although this is not
always the case, it is evident from the present study that the parents of the students
attending the all-day school share a similar view as they believe that their children
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learn better in class when working with morning teachers. One reason that enhances
this belief is that the morning teachers tend to have a stronger control over students’
communication with their parents than the afternoon teachers who have no

communication with them at all.

Collaboration and interaction between teachers is also limited or non-existent, as they
do not tend to see each other directly. As this study reveals, teachers work at different
times of day and are involved in different tasks and subjects. Communication is not
direct but through a ‘book’ where the morning teacher leaves notes to the afternoon
teachers and relates to the subject matter.

Teachers’ collaboration is further exacerbated by differences in teaching practices.
This finding contradicts the literature (Southworth et al, 2000) as the lack of strong
professional relationships between teachers who, in the case of the ‘all-day’ school,
are not able or willing to collaborate and share teaching practices, methods and ideas.
This prevents teachers’ professional development and affects school improvement.
Teachers have different concerns about teaching and student methods and practices.
This study reveals that the morning teachers are more interested in using curriculum-
centred methods of teaching. The afternoon teachers are using learner-centred teaching
methods where the role of the student is more important, as it acknowledges individual
skills and experiential student learning (Law 2525/97, F.50./343/85329/T'1, 31-8-
2005).

In addition, there are gaps in teaching, which have to be filled by the morning and
afternoon teaching staff. This creates frustration and anxiety as a result of the
increased responsibilities. This affects professional development as teachers do not
have extra time for training and professional innovation. This finding supports the
views of Hargreaves and Goodson (2004) that teachers’ work has intensified and has
been significantly restructured with roles broadened including prescribed curricula,
policy and resources. As a result teachers’ work has affected their professionalism
moving from a culture of classroom autonomy and individualism and expertise to a
culture of goals, standardized criteria and accountability (Hargreaves & Goodson,
2004).

This study reveals that the extended teaching programme required an increase in the
number of specialist teachers. However, the Ministry of Education (MOE) failed to
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bring substitute teachers to areas in which they were particularly needed. The absence
of essential staff resulted in the deterioration rather than the enhancement of
relationships between teachers. This is closely associated with organisational and
policy issues often decided outside school.

Poor relationships are linked, therefore, to the inability of the Greek Ministry of
Education to provide sufficient teaching staff. The Ministry of Educations contribution
is essential to enhance teachers’ relations. More essential, the time teachers devote to
the teaching of extra classes could be used for professional development. This is very
important considering that teachers need to keep themselves constantly informed about
curricula and pedagogy innovations as well as about new developments into new
technologies. Reflecting on the significance of teachers’ new roles in modern societies,
it is understandable why in many high-performing education systems teachers have a
double role to play: to improve educational outcomes by improving themselves
(OECD, 2011). Professional development helps teachers understand the subject matter
that they are teaching, and can lead to improvements in students’ learning.
Professional development has proven successful for enhancing student achievement

and performance (Joyce & Showers, 2002).

More specifically, this study reveals that teachers’ professional development in Greece
is characterized by inconsistency and lack of well designed action by the Greek
Ministry of Education, an argument strongly supported a recent OECD report (2012).
In addition, it can be claimed that any training provision offered to teachers is decided
and carried out through conventional practices without any form of flexibility
(Papastamatis et al, 2009).

e Relationships with parents
The ‘all-day’ school places emphasis on teachers’ relationship with parents as it has
been designed to serve and fulfil the needs of the working parents (Law 2525/97,
F.EK. 1471/22-11-02, F. 353.1./324/105657/A1/8-10-02, FEK 1340t.B, YA, F.
12/620/61531/G1/31-5-2011, FEK 1327/2011t. B’). Parents’ participation in the
operation of the ‘all-day’ school is considered crucial in determining the school’s

SUCCEsSS.

250



The ‘all-day’ school aimed at responding to parents who wanted an organised school
that supported and educated their children, supported the working family and released
the financial burden and the search for out of school care. In practice, however, parents
argue that the ‘all-day’ school failed to fulfil its promises. According to teachers,
parents were often complaining about the lengthy day at school that their children
experienced and the insufficient time provided for homework completion. This is a
view which supports previous studies highlighting parents’ concerns about the
completion of the homework at school, especially for Language and Mathematics
(Papapetrou & Sousamidou, 2004; Thoidis & Chaniotakis, 2008; Androulakis, 2006;
Konstantinou, 2007; Loukeris et al. 2009).

In short, while the all-day school assists working families with the extended
programme, it proved an impediment to student learning and performance. Teachers
admit that students’ parents often argue that they should be given the choice about
whether or not to send their students to the afternoon session. This view emanates
mainly from non-working parents who have the time and flexibility to collect their
children from school earlier. There is an evident disagreement between parents about
the usefulness of the all-day school and how students are benefiting from the extended
schooling programme. The specific findings contradict previous research results
showing that parents, in their majority (93.9%), were satisfied and have expressed
positive views about the operation of the ‘all-day’ school (Institute of Labour, IN.E-
I'.X.EE, 2003).

e Satisfaction with resources
According to teachers the reality is that the ‘all-day’ schools seem to be in decline, due
to the insufficient and delayed number of the specialist teachers, who are needed to
work in these schools, and also due to the inappropriate facilities and infrastructure
available at the ‘all-day’ schools. From the eight ‘all-day’ schools, which participated
in this study, six operate as double schools, which means that in the same building two
different schools operate. There are huge difficulties for teachers and students alike,
relating to overcrowded classes, limited playgrounds, and facilities. The situation, in
which the ‘all-day’ school operates is problematic due to the disorganised and
unprofessional state of these schools. Unfortunately, these findings support results of
previous studies, which means no measures have been taken for the situation regarding

the school resources to be improved (Pashali & Tsiagki, 2000; Arvaniti, 2004;
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Mousiou-Mylona, 2004; Androulakis, 2006; Konstantinou, 2007; Loukeris et al.
2009).

In some ‘all-day ‘schools, their success is the result of the willingness, the enthusiasm
and also the personal effort and commitment of those individuals such as, head-
teachers, teachers and specialist teachers, who believe in the establishment and in the
expansion and reformation of the ‘all-day’ school for the benefit of the Greek primary
education. An important evidence revealed from this study and which contributes to
literature is that good school leaders can really make the difference and effectively
transform a school (Hargreaves, 2009; Hargreaves and Fink, 2008; Leithwood et al.,
2004; Middlewood, 2010).

Some teachers strongly believe that the ‘all-day’ school is a necessary form of
schooling for the advancement and improvement of students’, teachers’ and parents’
lives as a whole. However, teachers believe that the Ministry of Education is
responsible for not appointing the specialist teachers on time and, therefore, the
schools are not prepared and cannot operate with clear aims and objectives from the
beginning of the academic year. Once again teachers highlight the need for more
organised and well thought educational reforms under a widely agreed strategy among
the Greek political parties (OECD, 2011).

Teachers also claim that suitable facilities, resources and school equipment are
necessary for the ‘all-day’ schools to operate. All ‘all-day’ schools use the same
facilities used by the mainstream primary schools. When the ‘all-day’ schools were
first introduced new facilities and classroom refurbishment were carried out. It became
apparent that the students who had to stay and work extra hours inside the school
needed extra provision of facilities (Pedagogical Institute, 2003). Unfortunately, these

facilities are no longer provided by the Greek state to the ‘all-day’ school.

Teachers claim that in theory the provision of the ‘all-day’ school is beneficial.
However, they strongly believe that the ‘all-day’ schools have failed to provide the
additional working areas for the specialist subjects and activities such as art, music,
dancing, and drama, due to the lack of the necessary space and infrastructure needed.

Overall, the last seven years the ‘all-day’ school, seems from the teachers’ point of

view to be in decline due to lack of adequate funding, necessary facilities and
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insufficient number of specialist teachers who are not appointed on time. Teachers are
frequently expressing their disappointment. All the hopes and enthusiasm of the first
years have slowly disappeared. They believe that it is a declining concept, which needs
immediate reformation in order to be viable. Teachers complain about the funds,
which are available for the ‘all-day’ school, and also the need to be seen as a school,
which addresses different needs for different students. For example, they complain
about the buildings and the unacceptable or non-existent facilities for the schools, the
need of creation of a proper canteen, where the students can have school meals or their
packed lunch. Teachers argue that the ‘all-day’ school has failed to achieve its aims.
This therefore is an impediment in achieving a positive outlook from the teachers’
point of view, as the changes of the ‘all-day’ schools do not seem to lead to any
immediate positive changes. The future of the ‘all-day’ school has also been affected
by the economic crisis in Greece which makes its future even more uncertain (OECD,

Greece at a Glance Policies for a Sustainable Recovery, 2010).

5.4 Research question 3

What are students’ perceptions of the ‘all-day’ school?
e Access to teachers

An important issue that is acknowledged by students of the ‘all-day’ school and shared
by teachers is that the students’ relationships are strengthened, especially with the
afternoon teachers. Students enjoy learning in the afternoon classes as they have the
opportunity to interact closely with the teacher and fellow students. The afternoon
classes, which involve group activities, help students build their social and
pedagogical skills and learning more effectively as children are able to note any
problems directly to the teacher and also benefit from a close interaction with their
peers. Students acknowledge that their extended programme allows subjects to be
studied through experiential learning that they would not have been able to experience

in mainstream schools or if they had the choice to stay at home.

The ‘all-day’ school aims to create strong and supportive relationships amongst the
students and their teachers. The students should have all the support and
encouragement needed from their teachers to develop, improve and expand their skills
whilst at school (Law 2525/97, F.E.K. 1471/22-11-02, F. 353.1./324/105657/A1/8-10-
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02, FEK 1340t.B, YA, F. 12/620/61531/G1/31-5-2011, FEK 1327/2011t. B’).
Students have expressed their views about their relationships with their teachers,
which seem to be very interesting. Each student emphasises different aspects when
commenting about their relationship with their teachers. There are those students
whose good or bad relationship is based on the professional role of their teacher. They
believe that they have a good relationship with their teachers if they are helpful with

them and make the lessons easy and pleasant.

Another important issue brought forward by students, and directly relating to the point
made above, is that students feel that in order to win the favour of the teacher in
afternoon sessions, the teacher should always offer them the treatment they deserve.
One student refers to the case of students arguing with each other and the important
role the teacher should play in resolving the argument. Other example students
mentioned is that teachers should provide the assistance and knowledge to students
who need it the most. Teachers who care about their students are more likely to build
trustful relationships with them and gain their confidence and respect (Klem &
Conrell, 2004).

In addition, students can build trust and confidence when teachers seem to have the
right amount of knowledge for their speciality. Students seemed to think that in most
cases the teachers of the afternoon sessions are not specialist for the subject matter.
Teachers are rather inclined to fill gaps of different specialism in the school

programme following delays in the appointment of specialist teachers.

e Sufficiency of resources
The findings reveal that students’ dissatisfaction is also associated with the poor
facilities of the all-day school for studying specialist subjects. Students’ numerous
complains about the lack of important basic facilities to do sports, good-size

classrooms and assistive technology for studying IT has gradually deteriorated.

It can be argued that the ‘all-day’ school was affected enormously by the major cuts
imposed on the public sector by the Greek austerity programme. However, when the
final reforms took place on the ‘all-day’ school it was very important to deal with this
soon and appropriately (F.12/773/77094/G1/2006, FEK 1139, t. B’ and
F.12//620/61531/G1/2010, FEK 804, t. B’). The students are now encouraged to do
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sports in the courtyard and not in indoor gyms or courts for sport education. Moreover,
as the number of students grew (30 students per class) due to the amalgamation of two

schools, facilities became obsolete.

Furthermore, students’ responses highlight a number of negative aspects of the ‘all-
day’ school related to infrastructure facilities, and the absence of specialist teachers,
which are significant enough to impede student performance. Student performance
was equally impacted by long hours of teaching and unfinished school homework left
to be completed at home. The ‘all-day’ school creates a very unpleasant environment
for the students as it operates a long-hour programme with no proper lunchtime and no
break from classes. The present study contributes significantly to the literature by
revealing students’ accounts and treating them equally important as of the teachers’
and parents’. This is important as in previous studies concerning the
institutionalization of the ‘all-day’ school in Greece a lot of emphasis have been

placed only on teachers’ and parents’ views.

It is evident that the planning of the ‘all-day’ school was not seriously considered
before being implemented. It is obvious, following the analysis of students’ responses
that the reform of the ‘all-day’ school created more problems than it solved at least for
the benefit of the students. The ‘all-day’ school does not offer an appropriate learning
setting for its students. It is not adequately equipped with the necessary facilities to
assist students with their learning and more importantly, it does not offer students a
well-planned school programme with breaks and activities supported by the necessary

system and infrastructure.
e Time to complete tasks (homework)

The completion of the homework at school and particularly in the afternoon zone has
been prioritised by the constitution and theoretical background of the ‘all-day’ school.
Students are expected to go home with their homework finished at school (Law
2525/97, Ministry of Education, 1998). At least for the lessons of Language and Maths
the homework completion is necessary to take place at school with the help of the
afternoon class teacher who is appointed mainly for this purpose (Ministry of
Education, F.12/520/61575/1'1/30-5-2011).
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The present study reveals that many students cannot complete their homework at
school as there is a significant delay in appointing the afternoon specialist teachers on
time and a shortage of primary teachers needed to help students with their homework
in the afternoon zone. The students themselves are supporting teachers’ and parents’
views about the failure of the ‘all-day’ school to offer to them the opportunity to
complete their school tasks at school and return home without their schoolbags. These
findings also contribute to previous research results showing students’ dissatisfaction
and frustration concerning their homework completion at school (Papapetrou&
Sousamidou, 2004).

Considering that the ‘all-day’ school is still perceived as a project in progress it is
disappointing, after sixteen years of its operation, to continue facing problems related
to homework completion due to inadequate number of teachers sent to work in the
afternoon zone. These problems affect the operation of the ‘all-day’ school badly,
causing a disorganised situation and substandard function of the school as a whole.
The curriculum of the ‘all-day’ school defines and makes clear that one to two hours
per day, depending on the class level, should be spent on the preparation and
completion of the homework at school (Ministry of Education, F.12/520/61575/T'1/30-
5-2011). However, this study reveals that this is not the case.

From what students claimed it is revealed that the homework completion remains a
controversial issue. It seems that the ‘all-day’ school has failed to achieve this target.
This seems to have affected mainly the senior students as they have more subjects to
study, they are given more homework and most of the times they have to share the
same afternoon teacher with another class. The students of Year 1 and Year 2 have
been given priority in having their own afternoon teacher to help them with the
completion of their homework but according to students, no matter what class level,

the issue of homework remains unresolved for the ‘all-day’ school.

e Impact on students personal lives

In the ‘all-day’ school it is important for the students to spend their long stay
creatively and pleasantly (Ministry of Education, 1998; Pedagogical Institute, 2003).
The study reveals that friendships at school play a balancing role in students’ lives and

affect their school performance. The students of the ‘all-day’ school seem according to
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their own accounts to overcome negative aspects of their school thanks to the benefits
of their friendship with their classmates. Learning and playing with friends at school is
of great benefit for them. The findings highlight that even when the long day at school
becomes very tiring, having good friends make students happy. These findings are
very important as there is not any other study conducted in Greece concerning
students’ feelings and thoughts regarding their relationships with their classmates and
the ways they use to cope with the obstacles they face as a result of attending the ‘all-

day’ school.

The present study contributes to the literature showing how important it is for students
who spend long hours at school to have the ability to build and maintain good
relationships with each other. This evidence becomes more important considering that
the students of the ‘all-day’ school are not being provided with the appropriate
teaching and learning conditions but they feel better if they have good friends.
Moreover the students of the ‘all-day’ school spend almost their whole day at school.
It is important for them to have good friends at school and develop the necessary
social skills. Friendships at school can help them develop emotionally and morally
from an early age. Apart from the ability to learn how to communicate and work
together at school, they also learn how to solve daily problems. However, the study
reveals that tensions and arguments can start as a result of the long school hours
especially in the overcrowded ‘all-day’ schools with asphyxiating play grounds and
limited outdoor activities offered to them. Also, the findings show that negative forms
of behaviour seem to be a problem between younger and older students. These
problems, as the present study reveals, arise during break time. The ‘all-day’ school
did not provide for different break times for younger and older children. All the
students, of age 6 to age 12 (Year 1 to Year 6) share the same small grounds during the
break. This is especially hard for the students of the small classes as they have no

experience of coping with negative forms of behaviour with older students.

In conclusion, the findings reveal that the long school hours create opportunities to
develop strong friendships, which can have a positive impact on students’ performance
and attitudes towards school. This study broadens our understanding of the students’
accounts concerning the impact of the ‘all-day’ school on their lives. Their accounts
were particularly interesting, because these were based on their experience and daily
interaction with other students and were based on first hand experiences.
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5.5 Research question 4

What are parents’ perceptions of the ‘all-day’ school?

In the following sections significant findings are revealed regarding parents’ accounts
about the impact of the ‘all-day’ school on their working and family lives. Parents also
give important evidence expressing their thoughts about the education provided to
their children. Finally, interesting results are shown reflecting parents’ relationships

with the morning and afternoon teachers.

e Impact on parents’ personal lives (work options-finances)
To reinforce the issues discussed above, it is worth analysing parents’ responses as a
means of comparing their views paralleled to the teachers’ and students’. A high
percentage of parents (57.46%) agree that in general the ‘all-day’ school has affected
their daily routine. The majority of parents (66.03%) seem to believe that the ‘all-day’
school gives them the opportunity to spend more time at work. It is also indicated by
parents’ answers that the impact of the ‘all-day’ school on parents’ lives is significant
as parents agree that the ‘all-day’ school allows more time for themselves, not either to
spend at work or to get involved in activities that otherwise they could not have the
opportunity to participate. These finding contribute significant to the existing literature
and broaden our understanding of the parents’ accounts concerning the effect of the
‘all-day’ school on their lives. Similar findings have been revealed by previous studies

(Pashali & Tsiagki, 2000; Lamnias & Ntakoumis, 2003; Arvaniti, 2004).

¢ Response to education provided
More than half of parents (55.24%) agreed that their children feel happier about their
learning in the ‘all-day’ school while a considerable number of parents have not
expressed a clear opinion (28.25%) about this aspect of the “all-day” school. The main
purposes of the ‘all-day’ school are very promising but they have loopholes that
should be either reformed or dealt with swiftly to meet the needs of students.
Especially in the afternoon zone this situation seems to be the most troubling with the
absence of important staff, poor infrastructure and fruitless student activities. It can be
argued that improvement of school facilities was abandoned at a time when Greece
experienced major budgetary cuts in public services. Since then the ‘all-day’ school

suffered enormously from major cuts that affected its operations immensely.
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There are not only external factors affecting the main functions of the ‘all-day’ school.
The ‘all-day’ school was also affected by planning issues that were never fulfilled.
Parents revealed that the ‘all-day’ school failed to structure the school curriculum
according to the standards of equal opportunities to advance education (Law 2525/97;
Ministry of Education, 1998; Pedagogical Institute, 2003).

This legislation required the ‘all-day’ schools to provide activities and study subjects
(such as Music, Drama, foreign languages) to low-income and minority families that
are unable to provide these for them. This was a very ambitious plan that encountered
problems in its implementation. The study reveals that a large percentage of parents
(66.03%) believed that their children have been helped by the introduction of new
teaching practices and methods by the ‘all-day’ school. Regarding the introduction of
the additional learning subjects and activities in the afternoon school 76.19% of the
parents have found the specific innovative aspects of the ‘all-day’ school to be

beneficial for their children (Ministry of Education, 2012, §4).

However, as it is evident from parents’ responses, it is extremely difficult for the ‘all-
day’ school to provide a sustainable programme where students learn effectively in the
afternoon session. Students are not learning sufficiently as there is not enough time
for them to cover all subjects required and to complete their homework on time. From
parents’ responses this is a controversial issue since 43.18% of the parents believed
that the ‘all-day’ school gives their children the opportunity to complete their
homework at school while 32.38% of them are not satisfied because their children fail
to complete their homework at school. These findings support previous views of the
students and teachers participating in this study who have expressed similar concerns
about the failure of the ‘all-day’ school to efficiently support students with their
homework completion. In addition, the above findings support similar results of
previous studies stressing out the disappointment of parents realizing that the ‘all-day’
school has failed to meet its social and pedagogical needs (Institute of Labour , INE &
Institute of Pedagogical Studies of the Teaching Association of Greece, I'*EE-
AAEAY, 2007).
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An immediate result of these deficiencies was the creation of tension between all those
involved in its operation. In this case, relations between parents and their children
were affected, as parents were required to cover the gaps of their children’s unfinished
homework by providing extra tuition. In parallel to the issue of the unfinished
homework parents claim that they had to keep up with the stress students brought
home from an exhaustive day at school and with the burden of the private classes. This
is an important finding as it fully captures the meaning of the two-way flow of
influence that the ‘all-day’ school created amongst teachers, between teachers and
students, and between parents and students. The present study contributes significantly
in understanding the particularities and complicating relationships which are created
amongst the stakeholders participating in the operation of the ‘all-day’ school. It is
worth mentioning that if the ‘all-day’ school worked efficiently, relationships between
the people involved in its operation would have been better in the school culture.
Relationships would become better if the school programme worked properly, if there
were no staffing problems, facilities were adequate and there was no evidence of
discrimination against teachers whose role is mainly supplementary. It is also worth
highlighting, though, that this research study has revealed for first time the
contradicting relationships dynamics between the main three stakeholders, teachers,
parents and students caused mainly by the inconsistency between the promised
education and the education provided.

e Parents’ relationship with teachers
An important point that should be mentioned in relation to parents’ perceptions of the
‘all-day’ school is parents’ relations with the teachers. It can be argued that the strong
relations parents build with the morning teachers and not with the afternoon teachers
contributed greatly to the deterioration of the ‘all-day’ school community. Indeed, a
high percentage of parents claimed that the morning teachers played a more important
role in children’s education as they provided knowledge on core subjects of primary
importance taught in mainstream schools. Only a small percentage (34.92%) believed
the afternoon teacher plays the most important role for their children, while 33.02%
neither agreed nor disagreed. The afternoon teachers mainly provided company to
students who stayed at school until late afternoon. It is sad to see that parents do not
treat the extra activities taught in the afternoon classes as equally important as the

subjects taught in the morning classes. This attitude contradicts the statute of the ‘all-
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day’ school which clearly states that the ‘all-day’ school should operate as a unified
school and not divided in two separate zones (Law 2525/97; Ministry of Education,
1998; Pedagogical Institute, 2003).

There are parents, however, that appreciated the value of the afternoon classes. As
argued, afternoon teachers put a lot of work in teaching extra activities and have to
deal with an extremely high number of students in small classrooms. It takes a lot of
skill and knowledge to be able to cope with the needs of students especially when
teachers’ work is not much appreciated by the school system. This is another
important finding of the failures of the ‘all-day’ school system as it values the work of
teachers differently in accordance to their status, teaching background and influence
on the school curriculum. Although one might argue that judgement towards teachers
can be formed from general perceptions and general attitudes, in this case a school
system with so many deficiencies will generate shortcomings of its execution. The
present study, however, broadens our understanding of the parents’ accounts

concerning their relationship with the teachers.

5.6 Conclusions

In conclusion, the study reveals crucial perspectives held by parents’ concerning their
relationships with the teachers of the ‘all-day’ school. It is evidence from international
recent research that parental involvement enhances student educational outcomes
(Jeynes, 2012). Regardless of the form of parents’ involvement in their children
education the main purpose of this involvement is for their children to do well in
school (Ferrara, 2009; Gibson & Jefferson, 2006; Mapp et al. 2008). Parents as
educational stakeholders provide schools with valuable help. Their involvement and
cooperation with the school can enhance student achievement (Koshy, Brown, Jones
&Portman - Smith, 2012). Research has also shown that effective parental
involvement in school leads to considerable benefits for students across all years and it
is seen as important in supporting student achievement (Baker & Soden, 2005; World
Bank, 2008).

However, in the case of Greece, parents’ involvement is less critical compared to other

educational systems around the world. In Greece, each school forms its own parents’

261



committee according to the Law 2621/98. Therefore, the example of the ‘all-day’
school which encourage parents’ involvement in the school processes could mark the

beginning of a new era in the Greek primary education.
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Chapter 6 — Conclusions

6.1 Introduction

In this chapter the results, findings and discussion from the questionnaire and
interview material will be drawn together. An overview of the research process will be
briefly carried out. A summary of the main conclusions will be presented in response
to the research question. The implications for policy and practice will be discussed and
the recommendations will be made. The limitations of the research will be explained
and possible areas for further research in relation with this research will be identified.

Finally, the contribution of the research to knowledge will be discussed.

6.2 Overview of the research process

The focus of this research is the reform of the pilot ‘all-day’ school legislated and
initiated in the period 1997-2002 and its impact on teachers’, parents’ and students’
lives. The aim of this research is to provide the data on the perceptions and feelings of
the teachers, parents and students, who are playing an important role in the operation
of the ‘all-day’ school. In order to identify study’s sample, eight (8) amongst 16 ‘all-
day’ Greek schools in the District of Athens were contacted (see table 1). From these
eight schools in the sample, 922 respondents participated in the survey. From the total
number of respondents 107 were teachers with response rate 56% and 815 were
parents with response rate 39%. In addition, interviews were conducted with head-
teachers, deputy head- teachers of the afternoon zone of the ‘all-day’ school, teachers,
parents and students. Eight interviews were conducted with the head-teacher of each
participating school, eight with the deputy head- teachers of these schools, 32 with

teachers (16 class teachers and 16 specialist teachers), 37 parents and 29 group-student
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interviews (from Yearl —Year 6) and 16 individual students. Part of the data gathered
coincided with the literature data which had been previously reviewed while new data
contradicted to the literature was also collected. The data collected was thematically
analyzed and the main findings have been analytically discussed. In the next section

the main conclusions in response to the research question will be presented.

6.3 Answering the research questions

This research was focused on the research questions stated in Chapter 1. The basic
purpose of this research was to explore what is the impact of the institutionalization of
the ‘all-day’ school on the teachers’, students and parents’ lives. This primary focus
was explored by investigating the views and perceptions of the main stakeholders
involved in the ‘all-day’ school. In the next section a summary of the main findings

will be presented.

6.3.1 Research question 1

To what extent have the theoretical aims of the ‘all-day’ school been put into practice?
Semi-structured interviews were conducted with teachers, parents and students of the
‘all-day’ school concerning the degree of the successful implementation of the
theoretical aims of the ‘all-day’ school. In addition questionnaires based on the
theoretical aims of the ‘all-day’ school distributed to the teachers and parents trying to

find out their perceptions.
Research findings with regards to the Social aims of the ‘all-day’ school

Additional activities and subjects:

e All participants, teachers, students and parents emphasized that the new
activities and subjects were very helpful especially for those students of low
income families. However, the ‘all-day’ school had failed to implement
effectively the extra activities and raised concerns over the inconsistency

between curriculum decision making and curriculum implementation.
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e The phenomenon of ‘para-paideia™ remains unsolved as the “all-day’ school
has failed with the additional subjects and activities to provide financial relief
to the low income families.

e The ‘all-day’ school has failed to persuade parents that the ‘all-day’ school is a
unified school with two unbreakable zones. Parents consider the morning zone
as the most important, as the ‘proper school’ and the afternoon zone as a
‘baby-sitting’ Zone.

e The need of the new subjects and activities to be taught by specialist teachers

created tension relationships between morning and afternoon teachers.

Students’ interaction:

e Negative forms of behaviour seemed to be a problem between younger and
older students as the ‘all-day’ school did not provide for different break times
for younger and older children.

e However from students’ accounts revealed that the long school hours created
opportunities to develop strong friendships, which can have a positive impact
on students’ performance and attitudes towards school.

e The majority of parents (58.09%) recognized the importance of the ‘all-day’
school in giving their children the opportunity to improve their social skills.

e A significant percentage (68.89%) of parents believes that the relationship

between the students and their teachers at the ‘all-day’ school is positive.

Parental and local authorities’ involvement in the ‘all-day’ school:
e Teachers highlighted the lack of active participation of the local authorities in
the ‘all-day’ school. However, teachers and head-teachers welcomed parents’

involvement in afternoon subjects and activities decision making.

' The term ‘ para-paideia’ is referred to the private tutorial of the taught learning subjects in school
that take place outside school and the students are made to attend them if they want to pass the exams.
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Research findings with regards to the pedagogical aims of the ‘all-day’ school

Curriculum enhancement:
e The enhancement of the ‘all-day’ school curriculum with extra subjects and
activities is beneficial for the students’ progress according to all stakeholders.
e Teachers welcomed the autonomy and choice of decision making in the
formation and planning of the school programme.
e Students preferred subjects which encouraged their creativity, emotions and

action.

Teaching practices and methods:

e Teachers’ views were contradictory concerning the teaching practices and
methods applied in the ‘all-day’ school.

e The morning teachers insist on ‘well-tried’ and more traditionally oriented
teaching methods while the afternoon teachers, especially the specialist
teachers, emphasized the need for applying new teaching approaches and
methods in order the students to enjoy learning.

e The morning teachers are more interested in using curriculum-centred teaching
methods.

e The afternoon teachers are using learner-cantered teaching methods where the

role of the student is more important.

Homework completion:

e The most controversial issue regarding the pedagogical aims of the ‘all-day’
school remains the completion of homework at school. All the participants
agreed that the ‘all-day’ school encounters difficulties (time and staff
shortages) in providing students with the help needed for completing their

homework at school.
e The afternoon teachers expressed their disappointment as they have limited say

and influence on the school programme.

Cooperation between teachers and students:
e Teachers believed that students were happy to study and participate in extra

specialist subjects
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e Teachers’ troubled relationships have not affected students’ progress.

e Students’ positive attitude to learning in the afternoon session was associated
with the strong relationships created with their teachers. The extended
programme of activities taught in the all-day school enhanced the student-
teacher relationships, as students got closer to teachers and their peers, leading
to increased pedagogical and social skills.

e The ‘all-day’ school curriculum not only allowed students to develop strong
relationships with more than one teacher, the class teacher, but it contributed
to the creation of better relations between teachers and their peers.

6.3.2 Research question 2

What is the impact of the ‘all-day’ school on the professional lives of teachers?

Semi-structured interviews were conducted with teachers, parents and students of the
‘all-day’ school concerning the impact of the ‘all-day’ school on teachers’ professional
lives. In addition, questionnaires distributed to the teachers and parents trying to find
out their perceptions about the impact of the ‘all-day’ school on teachers’ professional

lives. In the next section, findings from research question 2 are summarised.

Teachers’ relationships:

e The differences in role and teaching subject affected rather than enhanced
relationships between teachers. Cooperation between the morning and
afternoon teachers was minimal.

e Power relationships were developed between teachers and tensions and
conflicts arose from their everyday interactions.

e The morning teachers seemed to enjoy and take advantage of the power their
title offers them as class teachers.

e Tense relationships between teachers are more evident between teachers
working in different sessions and with different skills sets.

e The afternoon teachers expressed dissatisfaction and disappointment with the
discriminatory treatment by both the morning teachers and parents.

e Collaboration and interaction between teachers was also limited or non-

existent, as they do not tend to see each other directly.
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Teachers’ collaboration was further exacerbated by differences in teaching
practices.

The Ministry of Education (MOE) failed to bring substitute teachers to areas in
which they were particularly needed. The absence of essential staff resulted in
the deterioration rather than the enhancement of relationships between

teachers.

Satisfaction with resources:

Teachers believed that the Ministry of Education has failed to appoint
specialist teachers on time.

Teachers strongly believed that the ‘all-day’ schools have failed to provide the
additional working areas for the specialist subjects, and activities.

Teachers expressed their disappointment about the funds available for the “all-

day’ school which addresses different needs for different students.

6.3.3 Research question 3

What are students’ perceptions of the ‘all-day’ school?

Semi-structured interviews were conducted with teachers, parents and students of the

‘all-day’ school concerning the impact of the ‘all-day’ school on students’ lives. In

addition, questionnaires distributed to the teachers and parents trying to find out their

perceptions about the impact of the ‘all-day’ school on students’ lives. In the next

section, findings from research question 3 are summarised.

Access to teachers:

Students’ relationships were strengthened, especially with the afternoon
teachers.

The afternoon classes, which involved group activities, helped students to build
their social and pedagogical skills and learn better as they are able to note any
problems directly to the teacher and also benefit from a close interaction with

their peers.

Sufficiency of resources:
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Students’ dissatisfaction was associated with the poor facilities and resources
of the ‘all-day’ school for studying specialist subjects.
Students believed that the ‘all-day’ school did not offer an appropriate learning

setting for them.

Time to complete tasks (homework):

Students could not complete their homework at school due to shortage of
primary class and specialist teachers.
The failure of the ‘all-day’ school to assist its students with their homework

has affected mainly the senior students as they have more subjects to study.

Students’ relationships:

Friendships at school played a balancing role in students’ lives and affected
their school performance.

The long day at school became very tiring, but having good friends lightened
and reduced the bad emotions and thoughts of the students.

Students having to stay at school for long hours caused tensions and arguments
in the overcrowded ‘all-day’ schools with asphyxiating play grounds and

limited outdoor activities.

6.3.4 Research question 4

What are parents’ perceptions of the ‘all-day’ school?

Semi-structured interviews were conducted with teachers, parents and students of the

‘all-day’ school concerning the impact of the ‘all-day’ school on parents’ lives. In

addition, questionnaires distributed to the teachers and parents trying to find out their

perceptions about the impact of the ‘all-day’ school on parents’ lives. In the next

section, findings from research question 4 are summarised.

The impact on parents’ working lives:

The ‘all-day’ school allowed parents more time for themselves not necessarily
to spend it at work but for getting involved in activities that otherwise they

could not had the chance to participate.
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Response to education provided:

Parents agreed that their children felt happier about their learning in the ‘all-
day’ school. The additional learning subjects and activities in the afternoon
zone have been perceived beneficial for their children.

Parents believed that the ‘all-day’ school curriculum in practice did not offer
equal opportunities to all students.

Parents realized that the ‘all-day’ school had failed to meet its social and
pedagogical needs and admitted the creation of tension between all those

involved in its operation because of all the deficiencies.

Parents’ relationship with teachers:

Strong relations parents built with the morning teachers and not with the
afternoon teachers contributed greatly to the deterioration of the ‘all-day’
school community.

Parents claimed that the morning teachers played a more important role in
children’s education.

Parents’ discriminative attitude towards the afternoon zone teachers reflected
the failures of the ‘all-day’ school system to equally value the work of all

teachers.

Parents’ relationships with their children:

Relations between parents and their children were affected, as parents were
required to cover the gaps of their children’s unfinished homework by
providing extra tuition.

The issue of the unfinished homework intensified parents-students
relationships as they had to keep up with the stress students brought home from

an exhaustive day at school and with the burden of the private classes.

6.4 Implications for policy and practice - Recommendations

In the following section the research implications will be discussed and

recommendations will be made in an effort to identify the areas on which the present

study can have utility and influence on both policy and practice.
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6.4.1 Educational policies

It would be valuable for the Greek Ministry of Education which undertakes any
responsibility of high —level educational planning and policy making to leave behind
the strong central control and bureaucratic practices and move forward allowing all the
members of the educational community to participate in the formation and effective
application of the national education policy. The case of the ‘all-day’ school has
proved that the Greek Ministry of Education underestimated all these factors necessary
for the successful implementation of its theoretical aims into practice. Therefore, it is
critical for the primary education and the education as a whole in Greece to become a
collective procedure allowing the voices of its active stakeholders to be heard.
Education policies should be based on a commonly agreed strategy amongst the Greek
political parties rather than the result of any change occurred in power or because of
the conflict with the previous government (Gerou, 1996; Papadimitropoulos, 2003;
Saiti & Eliophotou-Menon, 2009). .

6.4.2 Curriculum reform

The ‘all-day’ school curriculum enhancement in theory with additional subjects and
activities was very promising considering the flexibility given for first time to the
teachers, parents and students to have a say in the final structure of the school
programme. However, while the design and theoretical background of the formation
of the ‘all-day’ school curriculum was very ambitious, in practice its implementation
met tremendous obstacles. The Greek Ministry of Education should have taken in
consideration the particularities of its educational system and dealt in advance with
those parameters such us centralism, bureaucracy and control as well as disagreement
amongst political parties and mainly the lack of educational policy continuity (Saiti &
Eliophotou-Menon, 2009). It would be crucial for the ‘all-day’ school’s future a better
planed curriculum which it would be based not only on the needs of the students but

mainly on the degree of its successful implementation step by step.

The curriculum changed content should be adapted to the changing needs of the Greek
society. The ‘all-day’ school reform was an effort of demonstrating to European
partners that Greece is moving forward aiming to educational modernization,

decentralization, openness, flexibility and quality through an innovative, revised and
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enhanced curriculum (Law N.2525/97). However, after fifteen years of its
establishment, the ‘all-day’ school remains a project in process. It is critical for the
primary education in Greece the institutionalization of the ‘all-day’ school to become
the successful example of reforming the primary Greek schools learning from the
mistakes of the past years. This can be feasible by adding subjects that will prepare
students in becoming competent professionals in a globalized society and successfully
cope with the demands of the 21 century. This study offers the opportunity to the
Greek educational community to listen to the stakeholders’ voices that evaluate the
institutionalization of the ‘all-day’ school through their active participation in its

operation and take measures.

6.4.3 Teaching methods and practices

Although in Greek primary education the traditional teaching methods have been
replaced by the interdisciplinary approach (Pedagogical Institute, 2003), the case of
the ‘all-day’ school reveals that there is a constant conflict amongst those teachers who
insist on the ‘well-tried’ teaching methods and those ones, especially the specialist
teachers, who have realized the need for the application of new teaching approaches
and methods in order the students to enjoy learning. It is crucial for the Greek Ministry
of Education to provide teachers with the necessary training from the beginning of
their career in order to apply those teaching methods necessary for their students’
better learning. Teachers should be ready to cope with increasingly more complex
learning environments achieving the best results for their students (OECD, 2012). For
this reason the Ministry of Education needs to enhance teachers’ training starting from

the early stages of their studies and during their whole teaching career.

6.4.4 Teachers’ professionalism

Teachers working in the ‘all-day’ school experience a series of professional
challenges. Unprepared to teach in a completely new educational environment found
themselves to experiment their professional status in a conflict and contradicting
school environment. The teachers of the ‘all-day’ school should move from the
autonomy and individualism enjoying into their classrooms to cooperate with different
specialist teachers achieving educational outcomes under very difficult conditions.

This is not easy to be achieved if the teachers will not be inspired and learn how to
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cooperate better and more effectively with their colleagues. It is a matter of good
leadership which can inspire teachers’ work, encourage their performances and
manage building a harmonious school environment for the benefits of all stakeholders
(Hargreaves, 2009; Hargreaves and Fink, 2008; Leithwood et al., 2004; Middlewood,
2010). In addition, teachers have been assigned with the demanding task of providing
their students with those skills to become competitive and active citizens and workers
of the 21* century (Goodson, Hargreaves, 2006; OECD, 2011). There is also a need
for teachers to enhance students’ ability to succeed into classrooms with cultural
heterogeneity and diversity by differentiating their teaching styles, methods and
approaches. It would be beneficial if the Greek Ministry of Education implement
robust and consistent professional development training to assist head-teachers’ and
teachers’ competence in order to keep them constantly informed about curricula and

pedagogy innovations as well as about new developments into digital resources.

6.4.5 School leadership

The case of the ‘all-day’ school makes clear that it is necessary for the school leaders
in Greek primary education to enhance their roles with extra responsibilities which at
the present are limited to bureaucratic duties such as the ‘interpretation’ and
‘implementation’ of the laws and regulations (Eliophotou-Menon and Saitis, 2006;
Fintzou, 2005; Pyrgiotakis et al., 2001; Saitis & Menon, 2004; Saitis &
Gournaropoulos, 2001; Saitis, 2008; Saiti, 2012). This is crucial for the future of the
‘all-day’ school which needs head-teachers and deputy head-teachers who are not just
accountable to deliver and implement the decisions of the authorities. The ‘all-day’
school leaders should be entitled with more flexibility and freedom in organizing and
running their schools according the real needs and particularities’ of each school.
Given the fact that the ‘all-day’ school is an innovation for the primary education the
same innovative should be the role of its head-teachers and such as to become the
example for inspiration for all the head-teachers of the primary education in Greece.
There is need for the ‘all-day’ school head-teachers to follow the example of their
colleagues in other western countries, such as in the UK, and make the difference in
their school (Hargreaves, 2009; Hargreaves and Fink, 2008; Leithwood et al., 2004;
Middlewood, 2010). For instance, emphasis should be placed by the Greek Ministry
of education on teachers and leadership training as charismatic and well trained
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teachers and leaders can only improve the educational standards (Harris, 2005;
Leithwood et al. 2004; Southworth, 2002). It is time for the Greek government to
encourage the institutionalization of school agencies responsible for teacher and
leadership training in order the quality of the education workforce to be improved.
The Government and local authorities could work together for the creation of school
agencies which can enable and support the development of a self-improving, school-
led system following the successful example of similar agencies (National College for
Teaching and Leadership) in the United Kingdom (DoE, 2013).

6.4.6 Quality assurance procedures

Every ‘all-day’ school should have a charismatic, capable head-teacher accountable to
a range of school performances. The head-teacher of the ‘all-day’ school is called to
play a crucial role in monitoring, planning, organizing and balancing the operation of
the ‘all-day’ school. It would be helpful if quality assurance procedures could be
placed into practice by the Greek Ministry of Education in order the school standards
to be kept high. The luck of quality assurance procedures in the operation of the ‘all-
day’ school makes necessary for the Greek educational authorities to take prompt
measures for the benefit of all the stakeholders. Greece should learn lessons from other
education systems, where emphasis is placed on quality assurance procedures,
inspection and monitoring of keeping the school standards high. The Greek Ministry
of Education should follow the successful examples of the UK where a robust
planning, monitoring and evaluation by leaders was consistent with school managers
to analyze a range of performance data. The Greek schools need to adopt policies from
other educational systems where the head-teachers carefully tracked the progress that
pupils made, conducted lesson observations systematically, and routinely scrutinized

pupils’ work to identify strengths and areas for further development (DoE, 2013).

6.4.7 School stakeholders’ interaction

The ‘all-day’ school gave the chance to its stakeholders to play an active role in the
school’s operation for the first time. Having this opportunity the stakeholders of the
‘all-day’ school should closely interact and cooperate in order for the ‘all-day’ school
to have a beneficial impact on all of them. The ‘all-day’ school is still a project in

progress with uncertain future. It is true that under the difficult economic situation that

274



Greece is experiencing the ‘all-day’ school has a number of challenges to overcome.
Issues, such as, poor human resources, inexistent funding, the inability of the Ministry
of Education to appoint on time the teachers needed, organizational problems, are
some of the obstacles that the ‘all-day’ school should overcome. It is crucial for the
stakeholders to join their voices and efforts and keep alive and progressive the ‘all-
day’ school project regardless all its problems. If the Greek educational authorities are
unable to improve the operation of the ‘all-day’ school, the cooperation of the

stakeholders can make the difference.

6.4.8 Parental involvement

It is an innovation for the primary education in Greece that for the first time the ‘all-
day’ school ‘allows’ parents to have a say in the curriculum formation asking them to
suggest the extra subjects and activities that they perceive important for their children
needs. This is very important as in Greece parents’ involvement is less critical
compared to other educational systems around the world. Hopefully, parents’
involvement in the ‘all-day’ school practices can be expanded in all the levels of the
Greek education given that parental involvement can become a valuable resource for
the school. Such an initiative should be encouraged by the school itself by inviting
parents to participate more actively in the school’s operation. This can also be
achieved if the school allows for parental management, involvement in education
programs decision making or administration of the school (Ferrara, 2009; Gibson &
Jefferson, 2006; Mapp et al. 2008).

6.4.9 Local authority involvement

Except the crucial role of the parents’ involvement in the ‘all-day’ school processes,
local authorities also can play a significant part. The ‘all-day’ school aims to ‘open’ its
doors to the local community and broaden its stakeholders’ interaction. It would be
beneficial for the local community and for the school if the ‘all-day’ school invited the
local authorities to participate in school activities, for instance, with cultural character,
enabling them with responsibilities in organizing and presenting events with the

participation of teachers, students and parents.
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6.4.10 Homework completion

One of the most controversial issues of the ‘all-day’ school is the homework
completion at school. A closer cooperation between teachers and parents would
possibly helped students to complete their homework at school. Previous studies
(Goldman, 2005; Desforges & Abouchaar, 2003; Peters, Seeds, Goldstein & Coleman,
2008; Duckworth, 2008; Flouri &Buchanan, 2004; Sharp, Keys, & Benefield, 2001)
focus on the importance of parental involvement in pupils’ homework mainly
completed at home. However, in contemporary societies a number of challenges such
as work commitments for both parents, single parents, childcare issues of other
children, lack of time and difficulties with literacy and numeracy prevent parents from
providing their children with their homework support needed (Farrell, 2003; Bynner
& Parsons, 2006). In such cases, the school should provide parents with the
opportunity their children to complete their homework at school. The Ministry of
Education should prioritize the appointment of sufficient number of teachers in the
‘all-day’ schools tasked with the responsibility of helping students with their
homework completion. In addition, changes in the curriculum and school programme
could help the smooth operation of the ‘all-day’ school allowing for more time for

students’ homework to be completed at school.

6.5 Limitations of this research

One of the limitations of this study is that, although an effort has made for the
institutionalization and operation of the ‘all-day’ school to be examined in depth, the
research methods used focussed on the interviews and questionnaires only.
Observations could have enhanced the evaluation of the ‘all-day’ school scheme
providing the opportunity to observe and experience from firsthand the stakeholders’
interaction. The power of the participants’ voices in a research project is clear but
observing them would further strengthen the research findings. In addition, this study
did not collect data on the actual students’ learning outcomes after attending the ‘all-
day’ school, therefore it remains unclear what the impact of this reform on learning
actually is. However, it is noted that this was not one of the aims of this study.
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Another limitation of the study was that it took place in the periphery of Attica
(Athens). There are currently 28 pilot ‘all-day’ schools operating in Greece but only 8
contributed data to this study. Including the remaining in the study could have
provided additional insights as to how the ‘all-day’ school operates and reveal further
details on the particularities that relate to its operation leading to further suggestions

for improvement.

6.6 Further research

The present study has examined in great extent the impact of the ‘all-day’ school on
teachers’, parents’ and students’ lives revealing significant views of the main
stakeholders who are actively involved in the ‘all-day’ school processes. The voices of
the research participants call for reconsideration and reformation of the ‘all-day’
school. As a result, this study can become the aspiration for an extended possible
research exploration in the institutionalization of the ‘all-day’ school scheme. In
Greece there are only 28 pilot ‘all-day’ school with compulsory attendance for all their
students. It would be, therefore, very beneficial, this time the learning outcomes to be
examined evaluating in what degree the ‘all-day’ school contributes to the students’
better academic performance. Such an evaluation alongside with the contribute of this
study could provide the educational community and authorities with all the
information needed for revaluating and reforming anew the ‘all-day’ school project.
Finally the present study can become the basis of further research regarding the need
of consistency between policy making and policy implementation in Greek education.

6.7 Contribution to knowledge

The present research is very significant as it is the first study examining the
institutionalization of the ‘all-day’ school in such depth. It is the first to enable the
main stakeholders of the ‘all-day’ school, the head-teachers, teachers, students and
parents, to both voice their experience and to evaluate the ‘all-day’ school scheme

after sixteen years of its operation.

This research has explored the impact of the institutionalization of the ‘all-day’ school

in Greece, on teachers, students and parents. Previous studies have examined the
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operation of the ‘all-day’ school to a degree but were focused on different aspects of
its operation, not addressing significant parts of its process. Specifically, previous
studies about the ‘all-day’ school were general and did not manage to bring together
the key elements of the all-day school neither did they provide a comprehensive and
holistic examination of its operation. A major aspect of this study’s contribution is the
examination of the perceptions of the key stakeholders of the ‘all-day’ school offering
them the opportunity to express their perceptions and to consider their personal
experiences of being involved in the school’s life. This study is distinctive in that it
contributes significantly to the existing research knowledge, broadening our
understanding of those parameters affecting the implementation of educational reforms
in Greece and moreover highlighting the particularities that are characteristic of the
Greek education system.

One of the major contributions of this study is the identification of persistent
inconsistency between policy making and policy implementation in Greek education.
As a result, the pedagogical and social aims of the ‘all-day’ school were not
successfully put into practice as evidenced from the perceptions of the involved
stakeholders. Second, this study reflects the educational situation in Greece offering
explanations and answers concerning an education system which struggles to be
modernized and improved mainly because of its centralized and absolute status and its
controlled character. Third, the present study contributes significantly to knowledge as
it has empowered the research participants, enabling their voices to be heard by those
concerned with Greek education. All contradictions, tensions and dilemmas expressed
not only by the different groups of stakeholders but by the members of the same
groups of participants make the particular study distinctive and unique. This study
could provide the stepping stone for the reconsideration and reformation of the ‘all-
day’ school proposing a set of changes regarding ways in which its institutionalization
could be improved. Despite the contradictory views of its stakeholders and their
dissatisfaction because of is unsuccessful operation, the ‘all-day’ school provides an
educational reform which has the potential to fulfil its theoretical aims. The
stakeholders of the ‘all-day’ school strongly agree that this reform is potentially
innovative and with certain adaptations, holds great promise for the future of the

primary education in Greece.
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Appendix 1: Information letter

Brunel

UNIVERSITY

WEST LONDON

Dear

My name is Ailina Gkoratsa and | am a research student in the Department of Education at Brunel

University under the supervision of Professor Roy Evans and Dr Deborah Jones.

I am writing to ask whether you would be interested in participating in a research enquiry that draws on
the field of Educational Reforms that have taken place in Greece as a result of the country’s entrance into
the European Union. My research study will be particularly focused on the establishment and operation
of the ‘all-day’ school.

As a previous primary teacher in Greece, working the last years in ‘all-day’ schools, I believe that my

research study will be very useful for all of us, teachers, parents and students.

Within your busy schedule, | would really appreciate the opportunity to talk with you. More specifically,
I am interested in exploring the implementation of the “all- day” school in Greece in terms of its
consequences on teachers’ work. I am also interested in exploring parents’ and students’ views about the
impact of the ‘all-day’ school on their lives. The research would involve you in a short interview of

between 45 minutes to one hour.

If you agree | would be pleased to come to your school at a convenient time for you. All interviews are
confidential and although the work will be published, individuals will not be identifiable in any way and

no comments will be attributed.
Many thanks for your time and | look forward to hearing from you.

Yours sincerely
Ailina Gkoratsa

E-mail: xxxxxxx@yahoo.com

Tel.: 0044(0)xxxxxxx, 0044(0)XXXXXX
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Appendix 2: Letter to the head teacher

January 10th 2008

Re: Interviewing teachers and students in your ‘all-day’ school

I am writing to you to request your help with a research project on the impact of the institutionalization

of the ‘all-day’ school in Greece on teachers’, students’ and parents’ lives.

I am a research student in the Department of Sports and Education at Brunel University under the
supervision of Professor Roy Evans and Dr Deborah Jones. At this stage, | would like to conduct
interviews with the teachers and students from Year 1 to Year 6 in your school. Therefore, | would be
very grateful if you were kind enough to allow me to visit your school and conduct the interviews with

the teachers and students of your school.

Before undertaking my doctoral studies, | worked for many years as a primary school teacher in Greece.
I can assure you, therefore, that | am sensitive to the needs of children, teachers and schools when there

are visitors in the classroom.

If appropriate and desirable, | would be more than willing to assist the teacher on the day of my visit, in

order to conduct the interviews without disturbing the daily school programme.

Please do not hesitate to contact me if you have any questions concerning the aims of my research or
the nature of my proposed visit. | also enclose the contact details for my supervisor, who is more than

happy for you to contact them directly.

I hope you will able to help with the initial stages of this research project. | look forward to hearing

from you.

Yours sincerely,

Ailina Gkoratsa
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Appendix 3: Parental consent letter

Brunel

UNIVERSITY

WEST LONDON

“What is the impact of the institutionalization of the ‘all-day’ school in

Greece on teachers, parents and students lives?”

Parental Consent Form

Please circle as

appropriate

Have you read the Participant Information Sheet? Yes
Have you had an opportunity to ask questions and discuss Yes
this study?
Have you received satisfactory answers to all your Yes
questions?
Do you fully understand what the study involves? Yes

Do you understand that your child/ward is free to withdraw

from the study

at any time? Yes
without having to give a reason for withdrawing? Yes

Do you consent to your child taking part in this study? Yes
Signature of Parent/Guardian..........c.ccoeevveiiniiniiieiiniinniennnn Date....ooeevuiennnnns
Name in capitalS.....cccviuiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiir e it rraeas
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Appendix 4: Participant consent letter in Greek

Brunel

UNIVERSITY

WEST LONDON

«Ilowe ewvan ) emidpacn Tov Oronpepov Xyoreiov otnv EALGO0 6TOVS d00KAAOVG, paBNTES KOt

YOvEig;»

Emotoi) Xuvaiveong TUNETEYOVTOV

Hapaokxaio paite X 6t0 arnapaityto Kovti

N (0%

Xag &yer e€nynosl o gpeuvnTig T @Uon TS £pevvac ko TL Oa

APEWOTEL 0O GOC KATA TN OLAPKELY TNG GCUVEVTEVENGC;

Eiyate v gvkapio va ovinmicere 0épato wov drtovral tnv

OVOVURIO KOl EPTIGTEVTIKOTITO TOV 0E00UEVOV TOV 00 GVYKEVTP®OOT

"Exete katavoioel 6T1 0 0o avapepOsi To Ovopa oog 6€ Kapd

onpoocigvon g épevvog;

‘Eyete PePormBei 6T giote £hevBepor vo amoympioeTe amo TNV

£PEVVA OTTOLOONTTOTE GTIYNY] TO OTOPUGICETE YOPIS VO ODGETE

€nynosig;

ZORQOVEITE vo TAPETE PEPOS CAVTI] TNV EPEVVA ILE OIKIT] GUG

Kol povo 0éinon;
YTOYPOP] ZUHPETEYOVTOGC v eeuerurenrennranronrosasssssnsssassssssnssssssnssssssssns

Hpepopnvid.....ccovevenennnn.

OvopaTeETOVORO (KEPUAGII).eeererrrinrrierierinioieriarsnessarsnrossssssnsonsns
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Appendix 5: Letter of approval for the research from the

Ministry of Education

\

mglws
s 348lo8

Na Starnpndei péxpr
BaBpog aopaAciag
EAAHNIKH AHMOKPATIA Mapoia1,26-09-2008
% \ TOWHO Api8.NMpuwr. BaBuog MNpotep.
5 X0 eIREYMATIS @15/ 1205/ 107611 11
O\t ebvas Bepa Madaiag
Npog: xa Aikiva Mkopdrea
ENIAIOE AIOIKHTIKOZ TOMEAL . 2@Penrose House
NPOTOBAOMIAE KAl AEYTEPOBAGMIAL \_46 Newshoime Drive
EKMNAIAEYIHI London, N21 1TW
AIEYOYNIH INOYAQN N.E Kotv; 1. Naidaywyxé vonrodto
TMHMA A Meaayeiun 395
153 41 Ay, Nopooxeun
AvBpta Namavdpiov 37 2, Appédioug Ixohikotg ZupPolhoug

151 80 Mapoioi { Méow twy Avoewy N.E A" ABwiy,
B° ABnviv, [ ABnvay & Meipaid)

NAnpogopies : P. MEwpyaxdmmouhog 3. Arég Exmriong M.E A’ ABrviv,

TnAfpwvo  :210.34,42.248 B’ ABnviv, M ABnviv & Mespmd
Fax :210.34.42.241
e-mail : spudonpe@ypepth.ar

QEMA: ‘Sykpion ££EUVIG

Arnavrantag o¢ oyeTkd ainpd oag kal ¢yovrag umbyn v apiBy. 8/2008 wpatn Tou
Tuhuarog ET.ET. Tov Maibaywyikod IvoTTodTou, 0ag KEVOURE YWWoTO on gyxpivoupe M
Siegaywyr Mg EpEUVAC 0O¢ pE Bépa; " H emlbpaan Twy exnmabeuTikuwy pETappuBuictwy aToug
SaoxGAous, padnris kar yovel, H mepimwon rou Odofuepou Anponkat Zxoeou oy
EAdaSa ", n omole 8o mpaypaTteTomBs! ora gxoksic Tou cuvnéven Thaka pe nig axdhouBeg
EMONPAVOEIC:

1. H Gdoio yopnyeita yia pia etk

2. Npwv amrd 1g EMOKEYES Cag o1a oyoMla va UTTEPYEr CUVEVWGNTN PE TOU AiguBuvric
10u¢, Toug Iyohxols Zuppodhoug Kol guvepyaoia pE 1o SIBAKTIKG TROOWITIKG, WaTE Vo
eEaopahETal N opoAd AETOUPYIa TLWY OXOMNKGEY YovabLv.

3. Ta aroTEAéoHaTa YG EPEUVES O0g va xowatroinSolv oro Naidaywyixd vamrodro xal
om Aivon Emoubdv N.E

4, H guppetog Twyv EKTIOIREUTIKWY KOl TW yoviwv oy £peuva givar TTavio
Tpoaipt Tk, yivera pe Bikr Toug £uBUVn ka1 £OCOV TO EMBUPOUV

320



5, Epyahela Tng €pevvag yio T ouhoyn Sedopévwy amé yovilg xal exmabeutikods 8o
cival o nUIGOPNUEVES ouvevrellexs kal 1@ fpwInuaTOASYIa Kal amd toug padniég n
niBounuévn cuvbvieudn.

6. I10 EpWINPOTOAGYIO TWY dooxdhwy: 0) va Siopopgwiel 1o gpwinpatoddyio gTo
GUVOAD 10U LE TPOTTO TroU VUt anpeNvel T EMMADYES TOU © Baokaheg kal by va 1Ig kuxhtver, B)
n epwmon 5 va yivel gpumon 2 km y) orig gowtoeg 6 xal 7 va karaypagolv o
BpaoTnEIOTNTES, WOTE Va pmopei 0 Bdoxahog va TIC xararge o OEpd TPOTERAIOTNTAS
mpooBTovrag Kkl Kamold Bikr Tou

7. Mo mv difaywyr) TG Epeuvdg 0Og OTOUS paBnrig Ba mptmel vo Tponyn@el
EVIPEDLIT TWV YOVEWN KOl TWV CKTBEUTIRGN, (WOTE VT UTTGPXE! yparrm ouykarasean Twv
yovéwy ExovTag iroyn or yia GAES TIG TIEPITITLOEIS 1) OUppETOXT 0TV EPEVVE Bev cival
UTTOXPEWTIKG

8. O1 BicuBuvtéc Ko Ol EKTaIBEUTIKO] TWV axohtiwy va gVnpEpWBOUY yia 10 MEPIEXOUEVD
Ka! T0UG OXOTTOUG T £PEUVAG PE ypan emotoM], H amaox6Anon KaBe exmadEuTiKoU otV
¢peuva Be Ba umeppaivel Ta 15 ACTTIG TNC WHaG K@ O XPAVO TToU O Saoxkahol Sev aoxody 1T
BidaxTIka Toug kednKovIa.

9, Npw amd 1 ouviviewEn pe Toug pabnrég Ba umapte ouvenwonan pe 10 BievBuvid
kai toug Saoxdhoug kaBe oyoheiou yia 10 Xpovo ouvivmong palj roug, O1 OUVEVTEUEEIS HE
Toug padnrég va ylvouv OF wpeg ExTeg ibakTIKOu Wpapiou fev CiTpEmEiOln GE Kopla
Tepimiwon n fvreoaxomnan, f nxoypanon Xai n Quroypdenan Twv paBnriv.

10, Ta epuynPaTOAGYKI Elvar VT GVLVUHT KO3 kwBikomoinyéva. ZE kG MEPITTLION
va mpn8el n avwvupia Ty paBniwy Kai Twv EXTTQIBEUTIKWY,

Or AiewBuvrts Mpuropddpiag ExmaiBevang OToUS OTOIouS KowoToEiTal 10 £yypape
QuTd, TepaKaACVTal Va LVHERUIIOUV TXETKG TG ayokeia ora omoia Ba mpayparomoingel n
tpEuva.

0 AIEYOYNTHE
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Appendix 6: Interview questions for teachers, parents,
students

INTERVIEW QUESTIONS FOR TEACHERS

e Have you ever worked in an ‘all-day’ school? (What is it like? / What do you think it is like?)
e What do students tell you about the ‘all day’ school (morning/afternoon zone)?
e Has the ‘all-day’ school affected the school curriculum? In what way?

e How do the morning and afternoon curriculum relate to each other? Is there any continuity
between the two?

e Who is responsible for the management of ‘morning and afternoon’ zones (record keeping,
continuity, communication)?

e What kind of new subjects and activities does the ‘all day’ school include? (Give examples)

e Which new subjects and activities of the ‘all-day’ school are most preferable from your students?
Why do you think this happens?

o Is students’ attendance compulsory? Can parents opt out? What is your opinion about it?

o From what you have heard/your experience is there any difference between the ‘all-day’ schools
operating in different peripheries of Athens?

e In what ways does the establishment and operation of ‘all-day’ school meets the needs of students
and their parents?

e From your daily contact with the parents what is your feeling about their acceptance of the ‘all
day’ school?

¢ From your daily contact with the students what is your feeling about their acceptance of the ‘all-
day’ school?

e What do you think is the impact of the ‘all-day’ school on your professional life?
e What would you change in the operation of the ‘all-day’ school? Why?

e Do you perceive the institutionalization of the ‘all-day’ school as important for the Greek Primary
Education? Why?
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INTERVIEW QUESTIONS FOR PARENTS

What is your opinion about the operation of the ‘all-day’ school?
For how long do your children go to this school?

What do students tell you about the ‘all day’ school (morning/afternoon zone)?

Has the ‘all-day’ school curriculum affected your children lives? In what way?

e How do the morning and afternoon curriculum relate to each other? Is there any continuity
between the two?

e Who is responsible for the management of ‘morning and afternoon’ zones (record keeping,
continuity, communication)?

e What kind of new subjects and activities does the ‘all day’ school include? (Give examples)

e Which new subjects and activities of the ‘all-day’ school are most preferable from your children?
Why do you think this happens?

e s students’ attendance compulsory? Can you opt out? What is your opinion about it?

e From what you have heard/your experience is there any difference between the ‘all-day’ schools
operating in different peripheries of Athens?

e In what ways does the establishment and operation of ‘all-day’ school meets the needs of students
and their parents?

e From your daily contact with the teachers what is your feeling about their acceptance of the ‘all
day’ school?

e From your daily contact with your children what is your feeling about their acceptance of the “all-
day’ school?

e What do you think is the impact of the ‘all-day’ school on your working and personal lives?

e What would you change in the operation of the ‘all-day’ school? Why?

e Do you perceive the institutionalization of the ‘all-day’ school as important for the Greek Primary
Education? Why?
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INTERVIEW QUESTIONS FOR STUDENTS

¢ Do you like your school? Why?

o For how long are you coming to this school?

e  Which zone of the “all day’ school (morning/afternoon zone) do you like more? Why?

e What kind of new subjects and activities are you doing in the ‘all day’ school? (Give examples)

e Which new subjects and activities of the ‘all-day’ school do you like most? Why?

e Who is your most favourite teacher? Why?

e Who is responsible for the ‘morning and afternoon’ zones?

o Is your attendance compulsory for both zones? Can you opt out? What is your opinion about it?

e From what you have heard from your friends going to other ‘all-day’ schools is there any
difference between the ‘all-day’ schools operating in different areas of Athens?

In what ways do you think the ‘all-day’ school is different from other primary schools?

e In what ways do you think your school helps you?

e Are your parents pleased with your school? Why?

o Are you pleased with your school? Why? Can you say the same for your teachers?

e What would you change in your school? Why?
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Appendix 7: Questionnaire for the teachers

Questionnaire for the teachers of the “All-day” school

Part 1: General Details
Please indicate or circle the most appropriate:

Are you?
[ ] Male ] Female

What is your age range?
[ ] Under 30 ] 30-45

Have you ever worked in an “All-day” school?
No
Yes. For how many years...................

How many years teaching experience do you have?
[]05 [] 6-10 [] 11-15

Part 2: Pedagogical aims of the ‘all-day’ school

] Over 45

[] 15-20 [ ] Over20

The following matters relate to the aims and purposes of the ‘all-day’ school. Please indicate your

position in respect to the following:
Please indicate or circle the most appropriate:

1 2 3 4 5 1=completely agree

The ‘all-day’ school provides for enrichment of the curriculum

with teaching additional learning subjects and activities.

The ‘all-day’ school provides for redefinition of teaching with
the renewal of teaching practices in order teaching methods to

become collaborative and explorative.

The ‘all-day’ school provides for better co-operation between

teacher and student.

8. The ‘all-day’ school provides for inter-scientific approach of

the taught subjects.
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9. The ‘all-day’ school provides for completion of learning

procedures and schooling preparation at school.

10.

11.

12.

13.

14,

Part 3: Social aims of the “all-day’ school

Please indicate or circle the most appropriate:

1 2 3 4 5 1=completely agree

The ‘all-day’ school provides for limitation of ‘para-
paideia’ and financial relief especially of those of the

lower class.

The ‘all-day’ school provides for limitation of
educational imparity with the induction of new learning
subjects in order the low-ability students to be more

supportive.

The ‘all-day’ school provides for cover of the need of

the working parents

The ‘all-day’ school provides for responsible and

affective supervision of the students

The ‘all-day’ school provides for creation of an
essential interaction among students in order to be
supported to accept the variation of others through a

better understanding of their culture differences

The ‘all-day’ school provides for fighting off inequality

and social discrimination
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15. The ‘all-day’ school provides for limitation of negative 12345

forms of child behaviours

16. The ‘all-day’ school provides for parental and local 123435
authorities’ activation in order the school to be the heart

of the local community life

Part 4: ‘All-day’ school and curriculum

17. To what extent do you think the ‘all-day’ school has affected the morning and afternoon school?
a.  Very much
b. Alot

Explain in what ways.

c. Little
d. Very little
e. Notatall

Why? Please explain.

18. Do you think that the morning teachers liaise effectively with the afternoon teachers?

a.  Very much
b. Alot
c. Little

d. Very little
e. Notatall

19. Who is in charge for the afternoon zone of the “All-day” school?

a. The class teacher

b. The head teacher

c. The specialist teacher

(o IO @ T (1o o7 1) TSP
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20. Which are the main activities of the afternoon zone of the “All-day” school? Put them in an order on

the basis of the time spending for each of them.

21. Which are the main subjects of the afternoon zone of the “All-day” school? Put them in an order

according to your opinion.

Part 5: The ‘all-day’ school, the parents, the students and the teachers

22. Are the parents supportive of the aims and purposes of the ‘all-day’ school?

a.  Very much

b. Alot

c. Little

d. Very little
e. Notatall

23. Are the students supportive of the aims and purposes of the ‘all-day’ school?
a.  Very much

b. Alot

c. Little

d. Very little

e. Notatall

24. What is your opinion for the “All-day” school?

It fulfils the students’ needs Yes No
It fulfils the teachers’ needs Yes No
It fulfils the parents’ needs Yes No
It fulfils the needs of all the Yes No
above
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25.

26.

Do you consider the institutionalization of the “All-day” school necessary for the elementary

education?
Yes. Why?

Please state

No. Why?

Please state

Do you think that the “All-day” school needs to be reformed?

YES. Please INAICAIE WHY?......c.voi ettt et es e sra e st e seenaesreeneeas

Thank you for taking the time to fill out this questionnaire
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Appendix 8: Questionnaire for teachers in Greek

EPQTHMATOAOITO I'TA TOYXZ AAYXKAAOYXZ TOY OAOHMEPOY XXOAEIOY

MEPOZX I: I'svikég Epoticeig

Hoparxaiod en)éére 1 KOKADGTE THY KATAAINIOTEPY YIA GAG ATAVTHON:

®vlro:

L] Avdpag ] yovoika

Hlwio:

[] Kéro tov 30 ] 30-45 ] 46 o Thvo

"Eyete Eavagpyootel oto Ohonpepo Xyoreio;
a) Ox

B) Nat. ['o téoa ¥pOvid.....cveeeveneenne.e.

[Iéca ypovia EKTOLOEVTIKNG EPTTELPIOG EXETE;S

[]0-5 [] 6-10 [] 11-15

] 15-20 ] meprocédtepo tov 20
MEPOZX II: Howaymyukoi ckomoi Tov Ororpepov Tyoreiov

Ot gpotoelg mov akoAovBovy oyeTiloviol He TOVG GTOYOLG KOl TOVG GKOTOLS TOV OAONUEPOL

Xyohieiov. Iapokaid Tapovoidorte T O1kN cog BEon oe oyéon pe o axdAovda:
Hoparxaiod emlélte 1) KOKADGTE TV KATAIINIOTEPY YIA GAG ATTAVTHON:

1= anéivta SLOPOVEO
2= 010QpOVO

3= 0VTE S10.QOVA, OVTE COUPOVD
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10.

4= cvpeoOve

5= an6rvta cVPPOVA

Amolvta

CVUPOVA

To Olonjuepo EyoAeio pe Tov TpOTO TOL AEITOVPYEL TETLYAIVEL TOV
EUTAOVTIGUO TOV AVOADTIKOD TPOYPAUUATOS LE TN S1dacKoAi0

eMmPOGOETOV PAONGLOKDOV OVTIKEWEVOV KOl dPOCTNPLOTHTMV

To Olonfuepo Xyoleio divel Eppact og véeg nebBddovg
SdaoKkoAog Le oKOTo 1 ddackaAin va YIVETOL TEPIGGOTEPO

GLVEPYOTIKT KOl OLEPEVVNTIKT

To Olonfpepo Xyoleio metvyaivel TNV KAADTEPT] CLVEPYACIA

SooKGAlov Kot pobnm

To Olonfpepo XyoAelo anocKonel 6T SIEMGTNUOVIKY TPOGEYYIoN

TOV JO0KTIKOV OgpdTmv

To Olonfuepo Eyoleio mapéyet T dvvatdTTA 6TOVG PodNTéG va

KOADTTTOVV TG LoBNOLOKEG TOVG OVAYKEG GTO GYOAEID

To Olonfpepo Eyoreio forfa Tovg pabntég va

TPOETOUALOVTAL GTO GYOAELO Y100 TNV EMOUEV UEPQL

MEPOZX III: Kowovikoi okomoi Tov Olonpepov Xyoreiov

Hoparaiod emléére 1] KOKADGTE THY KATAIINAOTEPY VIO GAG ATTAVTHGH:

1= ambérvTa S10QOVO

2= 10QOVO

3= 007T€ 10.QOVA, 0VTE CUUPAOVD
4= ocopeove

5= améivTa copPOVO
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19.

11. To Oronuepo Zyoreio meTVYAIVEL TOV TEPLOPIGUO TNG 1 2 3 4 S5
‘Topoamotdeiog’ Kot TNV OIKOVOUKY] (VOKOVPLoT TV

KOW®VIKGQ a60evESTEPOV OTPOUATOV

12. To olonpepo LyoAeio 6TOYEVEL GTOV TEPLOPIGUO TNG 1 2 3 4 5
EKTOUOEVTIKNG OVICOTNTAG LLE TNV EICAYMYN VEDV LOONGIOKOV
AVTIKEWLEVOV STVOVTOG ELPACT] GTNV EVIGHVOT TV 0OOVUTOV

pabntov

13. To Oronuepo Zyoreio KOADTTEL TIC AVAYKEG TOV 1 2 3 4 5§

epyalopev@V YOVE®DY

14. To olonpepo oyorelo mapéyet veevOBLVN Kot 1 2 3 4 5§

QTOTEAEGULOTIKT] EMLTAPNOT GTOVG HodNTEG

15. To Olonjuepo Exoleio divel Eppacn otn dnpovpyia 1 2 3 4 5
0VOLOOTIKNG OAANAETIdpaong HeTa&d TV podnTdV Kot Tovg
Bon6a va. katavoncobv Kot awodeyTodV T1 SLoPOPETIKOTITO

TV GAA®V

16. To Oronuepo Zyoreio meTvyaivel Ty Katdpynon 1 2 3 4 5§

AVICOTNTOV KOl KOWMVIKOD OTOKAEIGLLOV

17. To Oronuepo Zyoreio divel Eppaon 6Tov TEPLOPIOUO 1 2 3 4 5§

HOPPAV aPYNTIKNG CUUTEPLPOPAG LETAED TOV HobNTOV

18. To Olonjuepo Xyoleio GToyeVEL GTNV EVEPYOTOUOT| TOV 1 2 3 4 5
YOVE®V KOl TNG TOTIKNG 0L TOd101kNoN G MOTE TO GYOAEID VO

AOTEAEGEL TO KEVTIPO TNG TOMIKNG KOWVOTNTOG

MEPOZX IV: Olofjpepo Xyoreio kot AvoAVTIKO Tpdypappo

Yg moro BaOpd vopilete 6TL TO 0AONIEPO GYOAELD EYEL EXNPEAGEL TNV TPMOIVI] KOL QTOYEVIUATIVI]
Agrtovpyio Tov 6Yo0AEIOV;

ITapa woAd

IToAv

Eé&nysiote pe morovg TpoOTONS

Atyo
EXdyota
Kaborov
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INorti; Hopokelo eénysiote

20.

T &

124

21.

24.

IMotevere 6T 01 0GGKALOL TS TPIVIIG LOVIG 6UVEPYALOVTOL UTOTEALEGUATIKG LE TOVG
000KAAOVG TNG aTOYEVRATIVIIG COVNG;

[épa ToADd

oo

Atyo

EXdyota

Kaf6rov

Mowog givar vrevOVVOGS Yo TV aoyevpaTiviy OV TOL 0Aofepov Gy oAEioV;
O daoKaAog TNG TAENS

O d1evbovng

O 3G6KaAOG EOIKOTNTOG

AANOG (ONAMOTE) e vveveerrerireere et stete ettt sttt sb et sn ettt

. IToweg givan o1 KOprES dpacTNPOTNTES TOV 0AONLEPOL GYoAciov; Bahte Tig 6€ 681pd

TPOTEPALOTNTAS LE BAon TOV YPOVO TOV UPLEPOVETAL TNV KAOE dpacTnpLoTnTO.

. Iloweg motevete 6TL 00 £mpene vo. ivar 01 KOPLEG OPUGTNPLOTTES TOV OLOT|LEPOV GYOAEIOV;

Bdlte Tig 68 0E1pa TPOTEPUIOTNTUG CULPMVE PUE TV YVOUT] GOGC.

MEPOZX V: OLonjpepo Xyoireio, yoveic, paOntéc kot ddoKarol

Y pilovv o1 YOVEIS TOVG GKOTOVG KOl TOVG GTOYOVS TOV OLOT|UEPOV GYOLEIOV;
ITapa woAd

[ToAd

Atyo

EXdyota

Kaborov
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25. Avtamokpivovtar o1 pednTéS 6TOVS GKOTOVG KUl 6TOVS GTOY0VS TOV 0AOLEPOV GYOLEIOV;

a. Ilapa moiv

b. Tlolv
c. Aflyo

d. EAldpota

e. KafBolov

26. oo m O1K1| GOG YVAOUT YL TO OLONUEPO GYOALELD;
Hapakxaio emlééte 1) KOKADGTE THY KATAAINIOTEPY YIA GAG ATAVTHON:

1= ambérvTa S10QOVO

2= 310POVA

3= 001¢ 10QOVA, 0VTE GVUPOVA
4= cvpeoOve

5= amérvta copeOVO

KoAvmtet tig avaykeg t1ov padntov 1 2 3 4 5
Kolomtet Tig avaykeg tov dookdlav 1 2 3 4 5
Kolomtet tig avaykeg Tov yovémv 1 2 3 4 5
Kolomtet tig avaykeg Ohov 1 2 3 4 5

27. Nopilete 6T1 TO 0A0NUEPO OYOLEID givarl amapaitnTog Ocopndg Yo Ty TpoToPfadpio ekraidgvon
A) Naw. [,

Hoapaxoro e&nyeiote

B) Oy Tati;

Hoapaxoro eényeiote

28. Nopilete 671 0 Ocop6g TOV 010N PEPOV GYOAEiov YperdleTan ahhayEc;
a.  Nou Tart;

MMopaxoio eEnyeiote

b. Oy lNori;
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Hopakord e&nyeiote

2og evyopioted molD yio ToV Ypovo oag

Aliva I'ropdroo,
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6
7.
8.
9

10.

Appendix 9: Questionnaire for parents

Questionnaire for the parents of the students of the “All-day” school
Part 1: General Details

Are you?
[ ] Male ] Female

What is your age range?
[] Under 30 ] 30-45 ] Over 45

Part 2: Pedagogical aims of the ‘all-day’ school
Please indicate or circle the most appropriate:

1 2 3 4 5 1=completely agree S=completely disagree

The ‘all-day’ school has enabled my child to feel happier about his/her learning

The ‘all-day’ school has helped my child to learn better with the new teaching practices and methods
The ‘all-day’ school has enabled my child to develop new skills with the induction of the additional
learning subjects and activities

The ‘all-day’ school provides for completion of learning procedures and schooling preparation at
school.

The “All-day” school fulfils the learning needs of my child?

Part 3: Social aims of the ‘all-day’ school

Please indicate or circle the most appropriate

1 2 3 4 5 1= completely agree 5= completely disagree

The “All-day” school fulfils the social needs of my child

The ‘all-day’ school has increased the friendship circle for my child

The ‘all-day’ school provides for better co-operation between teacher and student

The ‘all-day’ school provides for limitation of ‘para-paideia’ and financial relief for my family

The ‘all-day’ school provides for creation of an essential interaction among students in order to be

supported to accept the variation of others through a better understanding of their culture differences

11.
12.

The ‘all-day’ school provides for limitation of negative forms of child behaviours

The ‘all-day’ school provides for responsible and affective supervision of the students
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Part 3: ‘All-day’ school and teachers
In the ‘all-day’ school some teachers may have a greater practical impact.

Please indicate or circle the most appropriate:

1 2 3 4 5 1=completely agree S5=completely disagree
13. The morning teacher has the most important role
14. The afternoon teacher has the most important role
15. The specialist teacher has the most important role
16. They are all of them important

Part 4: ‘All-day’ school and your daily routine

17. How much has the “all-day” school affected your daily routine?
a. Extremely
b.  Very much
c. Very
d. Little
e. Notatall
18. In case that the ‘all-day’ school has affected your daily routine

Please indicate or circle the most appropriate

1 2 3 4 5 1= completely agree 5= completely disagree

| have more time formywork 1 2 3 4 5
I have more time formyself 1 2 3 4 5
It hasn’t changed. 12345

Please state any other impact of the ‘all-day’ school on your daily routine

19. Do you consider the institutionalisation of the “All-day” school necessary for the elementary
education?

Yes. Why? Please indicate
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No. Why? Please indicate

20. Do you think that the “All-day” school needs to be reformed?

Yes. Please indicate why?

Thank you for taking the time to fill out this questionnaire

Ailiva I'kopdroo,
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Appendix 10: Questionnaire for parents in Greek

EPQTHMATOAOI'TO I'TA TOYXZ I'ONEIX TOQN MAGHTON ITOY ®OITOYN XTO
OAOHMEPO XXOAEIO

MEPOZX I: Howdaymyikoi ckomoi Tov Oronpepov Xyoreiov
Hoparxadod enléére 1) KOKADGTE THY KATAAINIOTEPY YIA GAG ATAVTHON:

1= anéivta SLOPOVEO

2= 10.9OVO

3= 007TE 10.QOVA, OVTE CVUPOVD
4= ocopeOvVO

5= am6)vTa CVPPOVA

Amolvta Amolvto

R TTOYO) CVPUPOVA

1. To Olonuepo Zyohieio diver T dvuvordTTO GTO TAdl OV VO GOAVETAL TTO YAPOVUEVO LE TOV

Tpomo oL pabaivel

2. To Olonuepo Zyoieio Ponbd to moudi pov va pobaivel kaAdtepa pe TG véeg peBddovg

S1daoKoAMOg

3. To Ohonpepo Xyoreio divel T dvvatdmmra 610 Todi Pov va ovartogel véeg de&10tnTeg pe v

€100YMYN TOV EMTPOCHETOV LOONGIOKOV OVTIKEWEVOV Kol SPAGTNPLOTATOV
1 2 3 4 5

4. To Olonpepo Zyoieio diver v evkoipio oto moudi pov va olokAnpdvel o Stdfoacpo g

EMOUEVG LEPAG GTO GYOAELD

5. To Ohonpepo ZyoAeio KOAOTTEL TIG LAONOIOKES OVAYKES TOV TOLS100 LoV

1 2 3 4 5
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MEPOZX II: Kowovikoi ckomoi Tov Olofpuepov Xyoreiov
Hapakxaio emlééte 1) KOKADGTE THY KATAAANIOTEPY VIO GAG ATAVTHON:

1= amdérvTa S10QOVO

2= J10POVA

3= 001¢ S10QOVA, 0VTE CVUPOVA
4= ocopeOve

5= améivta copPOVO

Amolvta Amoivta

TV O) CVPUPOVA

6. To Ohonpepo ZyoAelo KOADTTEL TIC KOWOVIKEG AVAYKES TOL TOLSLOV [LOV
1 2 3 4 5

7. To Ohonpepo Zyoheio Exetl fonbnoet To modi Lov va KAVEL TEPIGGOTEPOVS PIAOVG
1 2 3 4 5

8. Zto Ohonuepo XyoAeio To mardi pov evBappovetat vo, cuvepydletatl KaAHTEPO HE TOVG dUGKAAOVG

T0VL

9. To Olonuepo Xyoleio diver v gukapic 610 7Adl HOV VO GUUUETEXEL GE TEPIGCOTEPEG

SpaotnpldTTeS GTO GYOAElD

10. To Olonpepo Xyoreio fonba to Taudi pov vo cuvepyaletot KOAVTEPO [LE TOVG GAAOVG LaBNTES
1 2 3 4 5

11. To Olonpepo Xyoreio divel Eppaon otn PEATIOON TG CLUTEPLPOPAG TOV TUGIOV [LOV
1 2 3 4 5

12. Xto Ohonpepo ZyoAeio to Toudi pov vidBeL 0oQUAEG KOl TPOCTATEVUEVO
1 2 3 4 5

13. Xto Olonuepo XyoAeio TO TOUSi OV TEPVA TNV MPO. TOV EVLYAPIOTO

1 2 3 4 5
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14. Xto Olonjpepo Xxoleio To madi pov mEPVE TV GPO TOL OMUOVPYIKE

1 2 3 4 5

MEPOZX III: Olonpepo Xyoreio, padntéc, 646Karol Kot yoveig

Y10 Olonuepo Xyxoleilo pepkoi ddokarol TBavov va Egovv onpavTikdtepn eXidpact otovg podntég
Hoparxaiod eni)éére 1) KOKADGTE THY KATAAINIOTEPY YIA GAG ATAVTHON:

1= anéivta SLOPOVEO

2= 10.9OVO

3= 0VTE S10.QOVA, 0VTE COUPOVD
4= ocopeOve

5= am6)vTa CVPPOVA

Amolvta Amolvta

OLlLPOVO OCVULPOVD
15. O mpowdg ddokarog £xel To SNUAVTIKOTEPO POAO 6T0 OLoTLEPO ZYOAElD
1 2 3 4 5
16. O anoyevpativog ddokarog £xel To GNUAVTIKOTEPO pOAO 6T0 OAoNEPO TYOAEID
1 2 3 4 5
17. O dGokarog edkOTNTAG £)EL TO GNUAVTIKOTEPO POAO 6T0 OAONpEPO TYOAEID
1 2 3 4 5
18. Olot ot ddokorot tov Orofuepov LyoAeiov gival onuavtikol

1 2 3 4 5

19. I1660 T0 0A0N1EPO GYOAELD EYEL EXNPPEACEL TIS KOONUEPIVEG GOG OPUCTNPLOTTES;

a. Ilapa mord

b. TIo\d

c. Afyo

d. EAdypota
e. KaBdérov

Ye nepintoon mov To Orofpepo Lyoreio £xel exnppedaoel TNV KaONuEPIV] 060G povTiva

Hopokodo emAééTe 1) KOKADGTE THY KATALANAOTEPY YIG. GAS ATTAVTHOHN:
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1= ambérvTa S10POVO

2= J1POVA

3= 007TE 10.QOVA, 0VTE COUPAOVD
4= ocopeOve

5= améivta copPOVO

20. 'Eyo meprocdTepo ypovo yio Th 60vAerd pov 1 2 3 4 5
21. 'Eyo weprocdtepo ypovo Yo Tov £00T6 pov 1 2 3 4 5
22. Aev éer ahhater Timota ot KaOnuEPIVI pov povtive 1 2 3 4 5

23. MopokoA® ONAOOTE 0OTOLAONTOTE ALY ETiOPaoT VORILETE OTL £YEL TO OAONNEPO GYOLEID GTN
Lo cag

24. TTowx givonn O1K1| GOG YVAOUT] Y10 TO OLOT|LEPO GYOAELO;
Hapakxaio emlééte 1) KOKADGTE THY KATAAINIOTEPY YIA GAG ATAVTHON:

1= ambérvTa S10QOVO

2= 310QOVA

3= 001¢ S10QOVA, 0VTE GVUPOVA
4= ocopeOve

5= améivTta copPOVO

Amolvta Amolvta

OLPOVO CLUPOVD

Kolvnter Tig avdykes Tov podntov 1
Kolvntel Tig avdykes Tov dookdimv 1

Kolntel Tig avaykes TV YOVE®V 1

NN NN
W W W W
L N S
(9 Y | IRV | B |

Koalimter Tig avaykeg 6A@v 1

25. Nopilete 611 TO 0honuepo cyoleio ivor amapaitnTog Oeondg Yo Ty TpoTofadpuia
eKmaidgvon
Nou. Tori;

Hopaxord e&nyeiote
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Oy Tati;

Hopaxord e&nyeiote

26. Nopilere 6T1 0 Ogopndc TOV OAONPEPOL GYOAEIOD YperaleTon alrayéc;
Noau. Tt

Hapaxoro e&nyelote

Oy Tardi;

Hapaxoro e&nyeiote

2og evyopiore mold yio ToV Ypovo oag

Aliva I'ropdroo,
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Appendix 11: Personal motivation for the research and
context

| started working as a teacher in a primary school in Athens in 1988. | had attained my degree in
Education only a year prior to finding this job. I recall feeling extremely fortunate at that time as the
number of unemployed teachers in Greece was very high and vacancies particularly in the private
education sector were very low. By the mid 90s the appointment of teachers in public schools was

determined by their place on a seniority list, called ‘epetirida’.

This seniority list was a traditional system used for employment of teachers in public schools, and was
based on the date candidates graduated as teachers and the submission of their degrees. These
determined their priority on the seniority list when a vacancy was to become available. In practice, this
system was very ineffective, because there was a long time lapse from when teachers graduated to
their actual appointment in a school. With the gloomy prospect of facing unemployment for the next
ten years, | decided to seek opportunities within the private sector. | was fortunate enough to find a job
| started my teaching career in a small private school with limited experience and limited training. It
was not long in my new role before | realised what | studied in University was very much theoretical
and that | had to rely on my enthusiasm and real passion for teaching in striving to become a good
teacher. This was indeed the most challenging period of my teaching career. During these early times |
had to build my professional identity exploring different methods of teaching, establishing which
teaching approach was more effective for my students’ progress, and learning through interaction with

my students. It was a true journey of discovery that provided me with good skills for teaching.

After five years in teaching, | decided to attend a two years postgraduate training course in primary
education. With this degree | sought to improve my individual skills, learn new methods of teaching,
and obtain any information on educational changes and innovations. The course also gave me the
opportunity to test and share my experience with other primary teachers and learn from their
experiences. In addition to the benefits the course had for my self improvement, as a teacher, the
postgraduate degree upgraded my professional status. Acquiring more qualifications would provide

me with more and better opportunities and empower me in my profession.

In 1999 following a ten year career in the private education sector, | decided to leave and move into
the public education sector. Working in a number of different public schools in Athens | had the

opportunity to work in some of the ‘all-day’ schools right at the beginning of their operation.

The establishment and operation of the ‘all-day’ schools in Greece brought about the need for more
teachers within primary education and saw a long awaited decline in unemployment across the
teaching profession. Whilst these ‘all-day’ schools gave new teachers the opportunity to start their
teaching career it presented me with a real dilemma. Was | to stay in the public sector with all these
new changes and challenges or return to the private sector where | first started my career? At this time,

I was working in one of Athens best primary schools where | was extremely happy thoroughly
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enjoying my work. My relationship with my colleagues, my students and their parents was excellent. |
adored my students who flourished in what | believed was a very creative and rewarding environment

to learn and teach in.

Without dwelling too long, | decided to stay in the public education sector and be part of the large
changes within education. Moving back to the private sector would not be challenging enough and
could restrict me in future opportunities. | therefore do not regret my decision irrespective of the
problems facing Greece today with the economic crisis and impact on the whole public sector

including the public schools.

Whilst working in different ‘all-day’ schools in Athens, I saw improvements such as better equipped
classrooms with more interactive boards and new desks and chairs in the classrooms. However
teachers found the changes and new ways of working difficult because there was limited information
and inadequate training provided to prepare them. The teachers were trying to adjust and put into
practice the theoretical aims of the ‘all-day’ school without really understanding how to implement

these.

The ‘all-day’ school commenced operation as a pilot scheme too soon and before the appointment of
the specialist teachers. This resulted in problems with the application of the enhanced new curriculum
causing frustration and disappointment with the teachers, students and their parents. However once
this was overcome teachers ,for the first time, had the flexibility to decide and select subjects from the
curriculum, and plan and prepare school programs according to the particular needs of each ‘all-day’

school.

| found myself in a complicated situation with mixed feelings, when | first started working in an all-
day school, even though | was an experienced teacher. However, | was excited to be given the
opportunity to work in this new type of school with the extended school hours, the enhanced
curriculum with new subjects and activities. Having worked in a private school, which offered all
these opportunities to the students and their parents, | had high expectations from the all-day schools.
As time went by, it appeared that this was very different and complicated compared to a private
school. The ‘all-day’ schools started operating thanks to the enthusiasm and effort of some teachers,
even though this new type of school was not well-received by the whole community of teachers and

parents.

As is the case with any kind of educational and social reform opinions may be divided as peoples’
expectations and needs are different. In the case of the ‘all-day’ school in Greece, in my opinion the
majority of teachers’ and parents’ boards reacted negatively. Teachers were not prepared to work in
schools with extra responsibilities and expectations without having previously received any training or
any previous familiarisation with the concept and organisation of the all-day school. | found myself in
the middle of continuous disputes amongst teachers complaining about the teaching hours and the

formation of a long hours school program. All teachers were requesting flexible working hours for
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both morning and afternoon teachers. The morning zone teachers wanted to be able to work for the
same convenient hours that they used to work in the mainstream schools, from 8.30 to 13.30. The
afternoon zone teachers argued that it is impossible to work in an ‘all-day’ school, which operates in

two separate zones without having the interaction and cooperation with the morning teachers.

At the time, | had to work as an afternoon teacher and | had witnessed from first hand a new working
environment arising between morning and afternoon teachers. | personally remember the frustration |
experienced working as the only afternoon teacher in an 'all-day' school in Athens having to cope with
more than 45 students from different years (Year 1-Year 6) in the same classroom. | had to find

innovative and creative ways to help all students complete their homework for the next day.

I could not collaborate or at least liaise with the morning teachers as when | was due to start the
afternoon zone they would have already left from the school. In the event that | was able to meet some
of the morning teachers, they would not collaborate as they felt that after completing their daily school

hours they did not want to have any involvement in the afternoon zone.

My experiences as described above urged me to get involved and contribute, if possible, towards the
improvement of the ‘all-day' school by voicing the thoughts and experiences of all the stakeholders,
teachers, students and parents. This decision led me to start my research about the ‘all-day’ schools in

Greece and to study the impact of this reform on teachers’, students’ and parents’ lives.
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