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THE NATIONAL DREAMS OF THE U.S. AND THE U.S.S.R.
VS. THE GREEK DILEMMA

Introduction

In the first and main part of this paper an attempt shall be made to
investigate the social values and patterns reflected by the socialization
processes followed in the U.S. and the U.S.S.R. Concern with these two
systems stems out of a personal assumption that, though they are very
diverse from one another, both systems have influential power on the Greek
goals for citizenship. This assumption will be investigated in the last part of
this paper. Here, in an effort to understand Greek ideals, the values and
patterns seemingly prevelant in Greece will be reviewed under the light of
the insights acquired by our comparison of socialization processes in the two
world powers.

The effort to look into the Greek values and patterns is an aim | set forth as
a Greek educator. The more clearly national ideals are defined, the more
effective an instrument of national policy education may become. More
particularly, understanding Greek goals for citizenship is a very concrete
goal | set forth as a foreign language pedagogue. And this because in
dealing with a language, one is basically dealing with social values and
patterns. The foreign language coursebook designer and the teacher are
responsible to teach, in a language other than the learner’s own, about
people in modern society, about their behavior, beliefs, feelings, about how
people relate to one another and to institutions. As such, foreign language
teaching, more than other subjects perhaps, could be regarded as a cardinal
socialization agent.

Efforts to understand the Greek national dream or Greek ideals for
citizenship will immediately run against a basic problem: the confusion which
characterizes social values. The fact that there is a confusion of values has
in fact been documented in a small scale investigation into the relational
value orientation of the Greek (Dendrinos, 1980). This investigation
indicated that there are two sets of standars as regards «right» and «wrong»
social behavior. It was discovered that there is a diversity between what
members of the Greek society believe that it is desirable to believe as right
and what they actually believe is right.

The causes for this confusion could be traced historically through to the
present and seen to depend on a variety of factors. A most essential one is
assumed to be that the Greek society still holds on to its traditional values
while also trying to adopt beliefs and ways of living which are foreign to it.
This process is difficult in itself. However there is even greater difficulty
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involved if the input comes from diverse sources as is assumed to be the
case of Greece. In fact, this paper is based on these very assumptions. And
it is at this point that an investigation of the type undertaken here becomes
significant. By investigating the values and patterns relfected by the
socialization processes in the U.S. and the U.S.S.R. we shall presumably be
highlighting the diversities which constitute the basic influences in the Greek
values and practices. This might become evident in the last part of the paper
when the comparisons and contrasts will hopefully support the assumptions
above.

1. — Comparative socialization in the U.S. and the U.S.S.R.

In considering child-rearing and socialization processes in different
cultures around the world, we may begin with the basic anthropological
assumption that «all people everywhere are the same; everywhere all
people are different.» What accounts for human nature and unique
differences in individuals around the globe? Basically, the differences arise
from the sociocultural values of each society.

The U.S. and the U.S.S.R. are in many ways similar: Citizens of both
nations share industrialized, technologically based life-styles; each society
provides relatively equal support services to its members; both countries
consider that they have a world committment to persuade other nations to be
influenced by their national values; each of the two nations has been highly
influenced by the historical fact of its respective revolution.

The American revolution set the tone for the delineation of the ideal
Americans. Some elements that characterize them are that they are
independent, self-driving, motivated to material success, comfori-loving,
competative, status-seeking; they are responsive to law, unless it impedes
individual rights; they are guilt-ridden, and therefore morally judgemental,
and maintain relatively loose ties to family and groups of choice. Americans
value ownership, privacy, education, newness and autonomy. They identify
with their job, have hopes for progress and change, and believe in
cooperation when it serves their enlightened interest.

The Soviets have been profoundly influenced by the series of revolutions
that created the Communist state. As in Koutaisoff (1980:74), according to
Marxist theory, the economic basis determines the superstructure of human
institutions and psychological attitudes. So, the efforts in the Soviet Union
have been geared toward providing the material and technical basis which
should automatically give rise to new production and social relations —
hence to a new society and, eventually, to a «New Communist Man.» Ideal
citizens in the U.S.S.R. are directed by philosophicopolitical views, are
typically scientific, and behavioristically cooperative; some of their charactri-
stics indlude that they are sacrificing, disciplined, obedient, competitive for
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group goals, respectful to law, dependent upon the experts and leaders, and
loyal to the dreams of their children; they seek honor more than status, are
motivated more by shame than by guilt, and are thus prone to control others
and be controlled by outer-directed forces. They value education as the key
to mobility and honor, and are immersed in the immediacy and joy of work
which will bring increasing social recognition. Finally, they have relatively
strong ties to their family, from which they move away with much less ease
than do the Americans.

1.1. The Socialization Process

Books (1971:131) defines socialization as the process of psychologically
growing up in a society so as to become part of it. Socialization requires that
the individual behave in culturally approved ways and respond to the
dominant ideals, values and motivations. As Elkin and Handel (1972:6),
social order is possible because people are taught, as they grow up in a
society, to regulate their actions in accord with various standards of
appropriateness. The teaching is implicit. Individuals have no choice but be
shaped by their physical, cultural and familial environment. Providing the
biological requisites, a person is molded by interacting with people that have
a certain frame of reference, by the social institutions and by using the
language which is shaped by the culture it expresses. In fact, the function of
socialization is to transmit to new members the culture, i.e. the values which
are dictated by a particular world view and determine people’s behavior.
These values serve as criteria for norms which are realized in the economic
practices of a society, its educational methods, the relations between people
and their sex-role definitions, the childrearing techniques and all other areas
of life.

The commonalities of social mechanisms’ operate in all children, in all
cultures since they are based on universal human needs.? However, how
these are realized, and what the end product of socialization is, differs
across cultures. For example, the results of the mother-infant interaction is
affected by differing parental styles® which, even though characterized by

1. According to Books (1971:132), there are four basic mechanisms of socialization: 1)
desire to obtain affection, regard, acceptance and recognition from others and its corollary; 2)
wish to avoid unpleasant feelings that occur when one is rejected or punished by others; 3)
desire to identify; 4) expressed tendency to imitate.

2. Cultural Anthropology and related fields have been concerned with universal patterns,
values and behaviors. See, for example, Brown and Levinson, ed. by Goody (1978).

3. Thomas (1973) indicates that differences in infintile reactivity include approach-withdraw!
behavior, threshold of responsiveness, quality of mood, and their match with parental attitudes.
Furthermore, the predispositions and potentialities of the child are matched or conflicted with
the mother's behavior.
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idiosyncratic differences, are nonetheless confined within the boundaries of
the cultural values system. Thus, in the American setting the degree of
emotional involvement is determined by values of individualization (Dendri-
nos 1980): a positive relationship is evaluated in terms of how well the parent
can discern in the infant unique traits, and the degree to which s/he can
accept the child as it is (Erikson 1968). On the other hand, in the Soviet
setting, values concerning group identity determine the degree of parental
involvement and behavior. The individual child in the U.S.S.R. is not an end
in itself, as is true in the U.S., but a means in social construction. So,
everything that is done with the child, according to Alt and Alt (1974:135), for
it and through it, is directed toward that end. The primary concern thus lies
with how the child behaves rather that with what it thinks and feels.
Generally speaking, the respective values of individualism and collaterali-
ty in the U.S. and the U.S.S.R. determine how people identify with and how
they function in the group setting. In the U.S. groups have a fairly great
latitude as to choice of interest and activities whereas in the U.S.S.R. they do
not spring from free choice but from a mandate which has been explicitly
defined and to which members of the society are expected to learn to
conform. In the activities of groups sponsored and maintained by the Soviets
there is no emphasis on the individual and individual self-expression as is
true in the U.S., where the group is seen as sustaining and supporting the
individual, as an instrument of release; for, as according to Alt and Alt
(1974:154), one basic difference in the two societies is the extent to which
the Soviets rely on the group as an instrument of character development.

1.2. Socialization in the family

Socialization in each society begins with the personal attachment of the
newborn to the mothering person. What form this attachment takes depends
on a large number of factors among which is how each society evaluates the
family as an agent of socialization. Where the U.S. and the U.S.S.R. are
concerned, there is a basic difference in that the former are eager to find
ways to conserve the contribution of the family to the development of the
personality and character of the child (Coons and Sugarman 1978). The
latter have aspired to move in the opposite direction so as to make an
essential connection between rearing within a group situation and prepara-
tion for life in a collectivist society. Alt and Alt (1974:160) maintain that the
family remains the cradle of individualism and the collective dream cannot
easily be realized unless the state gains possession of the mind and the
spirit of the child.

As above, the Russian child is more likely to be cared for in a group
setting. Alt and Alt (1974:156) assert that in Soviet methods of child rearing
there is value placed on the utilization of the authority implicit in the
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hiararchical structure of the group and the power that it exerts, as well as its
potential as a medium of indoctrination. However, it is also more likely that
the Russian baby will be nursed and fed at greater frequency by the
employed mother, for whom provisions are made. Also, it is generally true
that this baby will receive more physical handling not only by the parents but
by all adults that come in contact with it, everyone of whom is responsible for
doing what they can to protect and guide children. This handling is both
affectionate and restricting. Not in the sense that it restrains the infant’s
movements in any rigid fashion —something that care-manuals caution
against— but in that it does not foster feelings of individuality and
independence, neither of which are aspired by the Soviets.

In contrast to the U.S., in the U.S.S.R., the state sees itself as the primary
«parent» and defines in considerable detail the profile of the future citizen,
and the kind of child-rearing that it will produce, the type of character anc
personality that is embodied in the national goal. The guidelines for child
rearing practices in care-manuals, psychology and pedagogy literature are
much more clear cut, non-conflicting, and they are based on scientific
principles of collective responsibility. Many of these collective principles are
derived on those prescribed by Makerenko (1967) in 1954. He stressed the
importance of submission to the will of the collective as the final authority.
The child must learn to subordinate its own selfish interests to those of the
group, for joy must come from participating in collective strivings that involve
the expenditure of work effort on behalf of common aims rather than from the
gratification of personal desires (Lilge 1968:3).

The Soviet Union is not content with the laissez-faire policy about parental
responsibilities that exists in the U.S. The parents’ obligations are carefully
spelled out and include careful daily scheduling, systematic organization of
the child’s activities and time (Levshin 1982:70). Parents are persuaded to
love their children in a rational and demanding or conditional way, and are
endowed with the responsibility of rearing their off-spring in the image of the
«Soviet Man» that is carefully constructed in the pedagogical literature.
Generally, child rearing in the U.S.S.R. is scientific, rational, self-conscious.
Questions of control and discipline are discussed and solved deliberately.
Parents tend to be conscientious and often demand high standards of
behavior of themselves because setting a good example is one of their
important roles.

The child is of extreme importance in the Soviet Union* and the official line

4. Asis Alt and Alt (1974:136), «... there are virtually no gaps in the arrangements for the
care, education and protection of children of children in the Soviet Union. The universality and
completeness of the various programs designed to conserve child-life merit sincere tribute: the
far-flung health system, the growing educational establishment with its many and varied
resources. In truth, the variety of measures designed to help parents discharge their
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is «youth-centered humanism». According to Geiger (1978) the welfare of
children is a serious, a sacred matter even,® in an ideology that portrays a
better future, such as that of the Soviets. Children are seen to bring new
hope to their parents’ lives, but there are also high demands made upon
them as they are growing up, while ultimately they are expected to care for
their parents in their old age.

The above are elements which characterize ideals about child rearing in
the U.S.S.R. Naturally, as in all societies, here too one may distinguish
different patterns. In fact, it is possible to make a distinction in three general
categories of family lines: i.e., the authoritarian, the permissive and the
authoritative. On a very superficial level these might seem to fit the U.S.
family types studied by Baumrind (1967). However, in considering the
cultural diversion, one can detect the great distance keeping them apart. The
permissiveness, for example, is directly related to interdependency patterns
in the U.S.S.R.® whereas in the U.S. it is contigent to the national goals of
permissiveness — the U.S. generally being a permissive society, where
children are to be brought up «free to be you and me.»”

The ideals of the American society, stemming from the values of
individualization, come in direct contrast with Marxist theory and Soviet
values. Consistent with the Americans’ world view, interest is centered on
the existential person, since his/her being is not determined by the
environment and since it is believed that «existence precedes essence.»®.
Hence, the ultimate aims are self-knowledge and self-actualization by
having each individual explore and experience by him/herself (Combs and
Snygg 1979:412) so as s’/he may arrive at new and adequate relationships
between him/herself and the world in which each operates. Children thus are
not to be disciplined and taught; they are not to be seen as «objects to be
treated» (Morris and Pai 1976:357) for this is thought to dehumanize them
by denying them their purpose and freedom. A child is to understand by
self-discovery so that, according to Rogers (1969), it may acquire «signifi-
cant learning,» so that it will not be led into dependency on others.

responsibility for the caring and rearing of the child are probably more complete than most
nations have developed”.

5. An excerpt from the official line in The Family of the U.S.S.R. on why Soviet parents
should love and care for their children explains: “‘Children are our future, our joy and happiness.
Our first thoughts are about them. Theirs must be a life of smiles. For their sake we are fighting
and working”. (Time, Events and People. Tract printed in Moscow in 1979).

6. In a nonpermissive society, permission granted to the child to indulge in an activity means
that someone else takes the responsibility for the act. Thus, itis not the child who is accountable
for the deed, but the person on whom the responsibility is transposed. Thus, a dependency
pattern is established.

7. Words from a song by Marlo Thomas, popular in the '60s.

8. See Rogers (1969:68-72).
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By incorporating the American values of individualization, the parent aims
at the cultivation of self-discipline discriminately, the allowance of spontenei-
ty, the development of creativity, and the guidance toward self-knowledge
and introspection. And this because, as maintained by Maslow (1971),
people who know themselves are passionately and infinitely interested in
their own existence and hence walk in-the paths of self-actualization which
will lead them into becoming fully functioning persons.

Like parents all over the world, American parents are interested in their
children’s welfare, and have certain obligations towards them. However,
they are first of all responsible to themselves as individuals and to their own
personal lives. The same is true of children who are brought up to face no
real obligations toward parents but first of all to themselves. In fact, what
constitutes freedom, in the American concept, which is ideally the ultimate
goal, is that «I can live here and now by my own choice.»® Despite the
diversity of social values and goals in the U.S., inspite of the lack of a general
line to achieve this ideal, the above are the basic principles that underly
socialization patterns which take on different forms and shapes.

1.3. Socialization in Education

In all countries, education is an instrument of national policy. It is
structured and organized so as to pass out values and ideals.® This fact
however is rarely admitted as bluntly as in the U.S.S.R. primarily because
the whole Soviet thought is predominated by principles derived from
environmental (cultural) determinism. The basis of this philosophy is non
teleological, and can be characterized as scientific realism. Society is
«logical» and the human being is to serve the whole in order to sustain that
logic. Thus, the official Soviet position is that there can be no conflict
between individual and society. Personal fulfilment, as Alt and Alt (1974:151)
explain, cannot be attained through experience opposed to the proclaimed
aims of society. It can only be achieved through the realization of social
goals, for the individual does not exist outside of a social matrix.

Consistent with Soviet thought and social ideals, the educational system
in the U.S.S.R. has relied heavily on instruction, imitation and shaping. The
school is thought to be, in Broefenbrenner's (1974) words, a «children’s
collective» where group responsibility, support and interpersonal coopera-
tion is advocated for the welfare of society. The teaching serves to foster
acceptance of the established but also for development of a critical mind. In
the 1970s efforts were made to get youngsters to assimilate more

9. See Rogers (1969:296).
10. This, in fact, is the reason that Carnoy (1977) supports that education schemes set up in
deprived countries by the economically developed ones have acted as imperialist dominators.
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knowledge, handle information more rationally, reason and generalize at an
earlier age, and think in abstract terms (Koutaisoff 1981).

Consistent with American thought, where one’s essence is not predeter-
mined but free and hence enabled to be shaped, and directly relevant to the
core values of American culture based on individualism (Spindler 1983:136-
9), the American school has been founded upon the concepts of individual
development and democracy of education propounded by Dewey (1961)
and exorting influence today still. The school intends to provide equal
opportunity for all, and to develop self-reliance, creativity, self-esteem and
personal dignity. The aim has been for knowledge to be self-discovered, and
for learning to be self-initiated, the ultimate goal being personal control and
responsibility.

In both societies schooling starts in infancy but attendance is optional.
However, in the U.S. preschooling is more or less a solution to the problem
of the increasing in number working mothers. It is also an answer to more
and more women'’s demand to find time and seek themselves as persons, to
raise their consciousness and acquire self-esteem though discovering their
interests and skills. In the U.S.S.R., preschooling is not only a solution for the
working mother whose contribution to the labor force has been necessary,
but it is also in accord with the national ideals that have from the beginning
advocated rearing and character development in a collective setting. In fact,
this is the very reason that the Sakhola Internants were established in 1958
but failing to succeed in replacing the family now board disadvantaged
children.

Thus, in the U.S.S.R. preschooling is a state matter and a republican
concern; as such, child care is represented at each of the levels of
republican government (Drake 1980). Even though the function of child care
for physically healthy children is delegated to the Education Department,
administration may also be repressented by the organizations responsible
for organizing social workers. Every enterprise provides, administers and
finances nurseries and kindergartens for women who work. In these
institutions, there is an one party line and they function under an integrated
program and guidelines for instruction lesson by lesson from birth to
kindergarten.'” Generally speaking, emphasis is placed on obedience,
attention and response, on physical training and intellectual development.
Cooperation and collective play is of prime importance in the early years.'?

11. Chancey (1969) edited two volumes for the Educational Testing Service in the U.S.
translating into English the intricate components of children’s scheduling and program of
instruction in the U.S.S.R.

12. For this reason, for example, when infants are as young as three months the Soviets
group them into collectives of six to eight children in playpens raised to provide face - to - face
interaction with the staff.
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To ensure that the methods for training preschoolers are sustained in the
home, there is much parent education and home visits.

Early childhood education is still primarily a matter of each individual
family unit in the U.S.Day-care centers are often private institutions, as are
kindergartens, though college and university set ups are common, frequently
becoming experimental centers for new approaches and techniques to
learning. There is no integrated program for preschool education which is
not centrally controlled as in the Soviet Union. Hence, even though one may
detect here too an overall pattern of enculturation and acculturation, 13
training is based on different philosophies of child upbringing, giving thus
way to varieties of methodologies. The closest to an integrate preschool
program in the U.S. came in operation on a nationwide basis in 1965 with the
Project Head Start. This was a comprehensive program that aimed at
disrupting the cycle of proverty experienced by many Americans and was
thus concerned with the welfare, health and education problems faced by
the poor (Austin 1976:3). Its objectives were set according to the
predominant American values and do not differ much from the overall
objectives in preschool centers throughout the States. Among others
outlined by Austin (1976:4), these include: fostering self-confidence,
sponteneity, curiosity and self-discipline increasing the sense of dignity and
self-worth within the child and its family (Bissell 1982).

The objectives verbalized for preschool education in the U.S. are to finally
be achieved with a continuous child-centered education. So, elementary
schooling too has been aiming at a socialization away from repression and
externally imposed discipline, towards greater freedom and faith in the
capitalist system stemming from Dewey’s philosophy. Thus, the various
reforms in the educational system were designed to meet the needs of the
individual in a capitalistic industrialized society based on a particular
heirarchical economic philosophy (Carnoy 1977:255).

Evincing the American concept of individualism in a capitalist society, and
contributing, in curiculum building, to the experimentalism that characterizes
the decentralized American educational system in the Individually Guided
Educational reform. According to Chase (1977), this is one of the more
widely adopted and better impemented of the innovations that started taking
shape in the 1960s to be realized in the 1970s. In giving an overview of the
IGE, Klausmeier (1977) explains that a model of instructional programming
for IGE takes into account each student’s individual characteristics and it is

13.Both the U.S. and U.S.S.R. have had to educate for enculturation and acculturation due to
the large variety of ethnic groups which comprise their societies. In the U.S., however, there has
been a trend in the recent years to move towards a more pluralistic society (see “Education and
Cultural Pluralism” in Morris and Pai 1976).
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used with explicity stated instructional and all curricula areas objectives.
Students achieve these objectives to a level judged to be appropriate for the
particular individual student. Objective - based instruction implies that not all
students engage in the same number or kinds of activities, or reach an
identical level of achievement, interest or motivation. Continuous progress is
thought to be ensured by adapting instruction to the rate of learning and
other characteristics of the individual who is seen as a person. This
personalized instruction aims at encouraging or increasing self-direction and
a positive self-regard along with self-control and personal responsibility.

Other movements for implementing educational reform in the U.S. have
been consistent with individualistic "values. These include efforts for
“deschooling” based on the ideas expressed by Holt (1972) who is
concerned with children’s innate capacity for learning and with the
individual’s unrestrained freedom that leads to meaningful learning; they
also entail efforts for a more “*humanistic education” based on the ideas
expressed by the pioneers of humanistic psychology, Maslow (1968) and
Rogers (1964) as well as others who consider education as a process of
“self-actualization” and the only “‘significant learning” as “‘self-discovered”
learning. Finally, they include movements toward a “free” school and the
“open classroom”. Supporters of the “free” school (see Graubard 1972,
Kozol 1972) believe that children ought to be removed from the regimenta-
tion of the public schools so that learning can become self-initiated, creative
and rewarding. Advocates of the “open classroom” believe that this is a
means of making the classroom less authoritarian and a way of seeing
students as individuals of worth and respect (Kohl 1969). More generaly, in
all educational movements the individual's choice has been considered as
the primary factor, and the role of the family in each is seen to play an
essential role (Coons and Sugarman 1978).

The philosophical conceps of the Marxist doctrine concening equality of
dialectical materialism and environmental realism come in sharp contrast
with American concepts. These give rise to distrust in individual differences
and all efforts to deal with them in Soviet education have long been
discarded. The educator sees the child as much more malleable, and failure
and backwardness are attributed to congenital defects rather than to lack of
intelligence and ability. Thus, research by psychologists and pedagogists
has been centered on the learning process: what helps a child to remember,
attend, concentrate, draw conclusions or relate factors.

To ensure consistency in carrying out a unified program from elementary
education onwards, a program through which specified goals will be
achieved, there is a centralized curriculum in the centrally controlled Soviet
education system which nonetheless gives power to local authorities
(Koutaisoff 1971). In this «democratic centralism» there are very strong
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informal links between units in the educational hierarchy and the chains are
maintained through various organisms (Drake 1980). This curriculum is
worked out with a definite syllabus for each subject, and differential
coursework on a selective basis is permitted only to older youth after they
have been exposed to a school schedule that examplifies the philosophical
concept of rationalism, where science and technology are part of all
children’s education; exceptions are made to the artistically gifted only,
whom there are special schools.

Throughout his/her school life, the Soviet youngster is to respond to
demands of discipline and standards of morality. In fact, character education
is a matter of course in Soviet schools. Education for citizenship in a
communist society, and all that this society entails is the basis of the school
structure, curriculum and teaching methodology. It is furthermore affected
through the collaboration of all members of society, particularly the youth
organizations, such as Pionneer and Kosmomol, under the overall direction
of the central committee of the party,’* and the parents committees that
bring the family and school into continuity and support the youth movements.

2. — The Greek dilemma in perspective

In the first part of this paper we have seen American socialization agents
_pushing the developing member of society towards independence and
self-reliance, toward becoming conscious as an individual of worth and
responsibility. The Soviets on the other hand have been seen helping youth
towards acquiring greater group awareness and cohesiveness —the
collective responsibility being the ultimate goal. Both at home and at school
the Soviet youth’s activities are structured and there are strong official
models, a united pedagogical literature, the party line in education and
child-upbringing. In the U.S. such structure and organization clasches with
national ideals and education has moved towards individualization and less
structure. Americans’ individualistic values make them feel uncomfortable
with high levels of obedience and deference, and these are not qualities
which the parents and the school strive for. On the other hand, collateral
values in the U.S.S.R. do not allow the nurturing of the individual ego for the

/

14. Youth organizations in the U.S.S.R. are organized in a way so as to provide structured
extra - scholastic activities which are in line with desired goals for character development.
These organizations include: Palaces and Houses of Pioneers; young technicians stations;
children’s parks; stadiums. There are also children’s houses of artistic training; sections
attached to workers’ and kolkhoz clubs; houses of culture; home - management circles. In the
U.S. extra - curricular activities, directly connected with school life, are a variety of clubs for
drama and oratory, journalism and other professions, technical drawing, art, music and a variety
of sports.
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society’s primary concern is to tighten the reins of social responsibility and
group identity.

It has become very clear throughout the first part of this paper that each of
the two nations examined has its own national dream and all the values and
ideals of each society are thereby consistent. If we turn our attention to
Greece what will strike one immediately is that there seems to be no unified
vision concerning the sort of society that we Greeks want to live in and what
types of behavior standards we wish to set. To support this first impression
we could use our personal observations, knowledge, experience and
intuition and to mention a few examples randomly chosen.

In our country we seem to want to develop autonomous, independent,
self-reliant individuals that can support a free economy, We also value
imagination and creativity as stepping stones to self-actualization, or simply
as ends in themselves. At the same time we want people to be
behavioristically cooperative, disciplined, submissive, obedient, respectful to
law regardless of the individual rights it violates, dependent upon the nuclear
and extended family, upon the elders, the authorities, the experts and
generally all those that “know"-especially if this knowledge is scientific and
rational, if it is knowledge of objective facts.

Another set of conflicting values that readily comes to mind when thinking
of our society is that which on the one pole carries love of comfort, of
material possessions and of ownership. These are generally accepted
desires, desires which are maintained by the mass media, even nationally
controlled radio and television. On its other pole this set of values has a
definite admiration for the spiritually enlightened, the artistically talented, the
intellectually gifted, the culturaly enriched. Furthermore persons who put
deep feeling and emotion over ownership and give up all material
possession for the ‘“‘gearnings of their soul” are appraised and valued.

A keen observer and member of the society could go on with endless sets
of conflicting values: the desire of status vs. the love of honor; the quest for
individual status and personal happiness vs. ingroup status and happiness;
the obligations to self vs. obligations to the ingroup vs. obligations to the
collective; the wish for self-drive and internal motivation vs. valuing control
by outer directed forces; the desire to learn to be competitive on both
individual and group level, so as to maintain free enterprise, vs. depreciation
of any form of competitiveness and self-assertion; the love of freedom as an
ultimate goal vs. the desire for interdependencies and strong attachments.

Having examined the American and the Soviet Societies comparatively
and then turned to the conflicting values of the Greek society, one has the
feeling that, whereas the national goals of the U.S. and the U.S.S.R. derive
from hope in the future, Greek goals derive from disillusionment, from
despair about what has gone wrong rather than from optimism about what
can turn out right. It seems that there is no national dream to attain.
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Traditional values may still serve personal and familial relationships but they
do not serve the socioeconomic needs of the nation which has no choice but
to follow along the paths of more technologically advanced countries.
Hence, Greece is obliged to adopt new values and ideals. For the input it
looks to both world powers for reasons which are political, economic, social
and geographic. The input is thus conflicting. The base on which the
conflicting input comes to be absorbed is not similar to either side and this
because the view of the self in the Greek culture is different than the view of
the self in the U.S. and the U.S.SR. (Lee, 1959). The basic perspective has
traditionally been lineally oriented rather than individualistically or collateraly
oriented (Dendrinos, 1980).

The end result of what is discussed immediately above is the confusion
that prevails over Greek goals evinced in conflicting values but also in the
clash between what is desired and what is practiced. Furthermore it is
evinced in conflicting practices. We could probably think of endless
examples taken from socialization processes at home; however, we shall
trace through socialization processes in education where, if there were a
definite vision of the sort of society we want to develop, it would have
definitely been expressed through the educational system and teaching
practice since education is acknowledged by the government to be the basis
of all social change."®

Though in the Greek society individual differences are not disregarded, in
fact they are recognized in each person who is considered to be a unique
being as well as a member of a unique family, few efforts have been made
towards individualization and learning autonomy. On the contrary, in order to
ensure uniformity, the centrally controlled Greek education system —similar
in structure to that in the U.S.S.R.— provides a centralized curriculum which
is worked out with a definite syllabus for each subject. Differential course
work, on a selective basis, has been permitted to older youth, like in the
USSR, with a recent education act — strangelly enough by a socialist
government that has also introduced the idea of comprehensive schooling,
basically an American conception. Unlike what one would have expected,
right wing government in the past, aiming towards a capitalist system, had
not allowed room for any differential coursework whatsoever.

Teaching in Greek schools, much like in the U.S.S.R., has relied heavily
on instruction, imitation and shaping. To “teach” almost always means to
transmit one’s knowledge, rather than to develop learners’ abilities and skills
so that they can learn on their own. Learning is more often than not equated
with acquisition of information available rather than with discovery and

15. See: «O véupog 1268/82 yia tn dopn kat Aettoupyia t@dv A.E.l.» OEAB, oel. 7 («I'V
auTé N nawdeia avTiKEPeVIKA amoTeAel BEUEAIO TNG KOWWVIKAG aAAayng»).
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experience. The learning process generally focuses on getting pupils to
attend, remember, recite and less often to relate factors and draw their own
conclusions.

The principles of the type of education that has briefly been described
above are obviously consistent with environmental determinism and
scientific realism. Such educational structure and practice serves a society
in which it is believed that personal fulfiilment “cannot be attained through
experience opposed to the proclaimed aims of society” but that, on the
contrary, ‘it can only be achieved through the realization of social goals, for
the individual does not exist outside of a social matrix.”'® However, it is not
at all clear that these are convictions of the Greek society. And, even if they
were, it is again through educational policies that such beliefs come to be
contradicted. The steps taken toward educational innovation are in
themselves contradictory and do not respond to a distinct vision of a society
with coherent values. For example, while the worked out definite syllabus for
each subject allows no room for individualized instruction, and centraly
determined evaluation criteria do not provide opportunities for individualized
assessment, general educational policy, pedagogy manual and teacher-
education coursebooks talk about the development of learner-autonomy and
learner-centered teaching. There are also very definite concerns expressed
by the state and teacher-trainers towards developing in the pupil self-esteem
and personal dignity. There is also a verbalized interest that pupils do not be
seen as ‘‘objects to be treated”, and that a humanistic approach to
education be taken so that pupils become self-reliant, so that they develop
their imagination and creativity."”

The concerns described immediately above are consistent with non -
deterministic- views and with phenomenological rather than ontological
percepts of reality both of which underlie capitalism. And, in order for
objectives such as these above to be realized, it seems logical that they
should have to be placed within the boundaries of an individualistic value
system — a system in which “‘each individual exists in a private world of
experience of which s/he - the |, me or myself —is the center”'® Obviously in
such a system the individual, as a separate entity, has obligations first of all
to him/herself rather than to “‘country, religion, family”. And it is believed that
one is determined neither by the immediate nor the extended environment.
On the contrary, within this framework, the human being’s unique quality for
self - awareness is recognized and there is an appreciation of the individual’s

16. These are beliefs associated with the values in the U.S.S.R. already mentioned earlier in
this paper. - )

17. These are values associated with the U.S. already mentioned earlier in this paper.

18. These values are consistent with the humanistic psychosocial model. See Rogers, 1961.
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ability to relfect, reinterpret, and re-organize his/her past experience; to be
critical and evaluative of his / her own behavior; to integrate experiences and
make plans in terms of past, present and future. The individual is hereby
recognized as an active participant in shaping his/her own destiny — both of
individual and group levels.

Any trained observed of the Greek reality who participates in everyday life
in Greece and stops to reflect on the beliefs and goals verbalized would not
reject the above values as unfamiliar. At the same time this same person will
readily recognize how these very values come to clash with more traditional
ideology as well as with the other set of input values discussed earlier in this
last section of the paper.

Conclusion and implications

In this paper we have investigated the basic features which characterize
socialization processes in the U.S. and the U.S.S.R. — two societies with
distinct values and ideals which determine the standards of appropriate
social behavior. The insights we have developed from this investigation
highlight the schizophrenic confusion that prevails over Greek social values
and practices. Hence, we are permitted to make a number of assumptions
about the nature of this confusion documenting these assumptions with
personal observations. These assumptions could serve as the basis of a
series of hypotheses concerning socialization processes in the Greek family
and education. Systematic investigation might then yield data which could
prove useful in defining our national ideals and into making our education an
effective instrument of national policy.

Further to the above, it could be asserted that, even before any systematic
investigation is undertaken, recognizing the problem is a step toward
resolving the confusion. And, as educators of teachers, pupils or both it is
our duty to begin focusing our attention on what it is that the society expects
from us, what we expect from our society and from our students. We can
begin then to foster the sorts of values and advocate the patterns desired for
the ideal citizen in Greece.
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MEPIAHWH

BaotAtkr) Aevdpivoul, To EBvikd épaua twv dU0 unepduvdauewy
Kat To eAANVIKO SiAnuua

2T0 TPWOTO MEPOG TNG HEAETNG auThg eEeTdloupe TIG BAOLKEQ
KOWWVIKEG agleq emavw oTIg omoieq otnpifeTal n daraldaywynon Tou
Aueptlkavol Kat Tou 2oBleTikoU moA{tn. ‘ETol, amd In pia mAeupd
BAEMoupE TO 6papa NG APEPIKAVIKAG KOolvwviag Tou otoxeUel otnv
aveEaptnoia, Tnv autoduvauia, Tnv autoyvwoia Kat Tn ouvewdnto-
rnoinon g atopikng agiag kat euduvng. To épapa autd anoppéet anod
LA QTOMIKLOTIKY) KOOHOBewpia Kal hia ¢atvopevoAoyLkn avtiAnyn g
MPAYHATIKOTNTAG. ZUVENWG, £pXETAL O AP avIiBeon pe To dpaua
™G 20BLETIKAG Kolvwviag, To onoio eival AMOTEAEONA UIAG KOOUOBEW-
piag TEPBAANOVTOAOYIKOU VTIETEPUIVIOUOU KAl OVTOAOYIKOU PeaALl-
opoU. SUpewva de e TIc andPelg mou cuvemndyeTal n Bewpnaon autn
TOU KOOUOU Kal TNG MPAYyHATIKOTNTAG, TO avBpwrivo 6V OAOKANp®VE-
Tal yéoa ano TG eUrelpieq ekeiveg mou eival EVAPHOVICHEVEG UE TIQ
TONTIKEG ETUBIOEELG TNG Kolvwviag, €pOoovV To AToHo Oev €xel
unéoTaon £Ew anod To KoWwVIKO auvolo. MNa To Aéyo auTo, o MOAITNG
™G 20BleTIkAg Evwong wheital mpog TNV amoKInan Hiag 0AOKANPpw-
LEVNG OUABIKNG OUVEIBNONG HE AM@TEPO OKOTIO TNV QVANTUEN LoXupoU
alebrRuaTog euBlvNg anévavtl oTny Kotvwvia. H emiteugn tou okorou
AUTOU ETUBIOKETAL HE CAPDG dlayeypapUEVN MAdaywyikr kaBodnyn-
on and TNV MoALTeia, n oroia divel TNV KATeuBUVTAPLA YPAUHT) Yia TOV
TPOMO AvaTpoPNg OTO OTITL Kat ekmaideuong oto oxoAeio. Ztig H.M.A,,
avtiBeTa, paiveTal va undpxel HikpdTepn enépBaon amd Tnv NMoATela
Kal peyaiUtepn euehiEia 6oov agopd Tn dlanaildaydynon Tou veapou
AleptkavoU- 6UWG, N CUVETEL TIOU XAPaKTNpilet Tig agieg kat autng
g Kowwviag Bétel Ta oTevd mMAaicla, péoa ota omoia n Baoikn
eTuS{WEN elval n avdartugn Tou atépou Tou €xel TNV eudbivn Twv
MPAEE®V TOu Kal BadiZel MPOG TNV avakaAuyn NG MPOOWTIKNAG ToU
aAnbetlag.

H mAnpo@dpnon TOU amoKToUUe e Tn OUYKPLon Tou TpdMOU
dlanadaydynong ot dUo UMEPBUVANEG Hag XPNOWWEUEL yia va
SLAUOPPOCOUE I OTTTIKN Ywvia cUuPwva pe v omola BAEMOUpE,
oTO JeUTEPO WEPOG TNG HEAETNG, T olyxuon mou erukpatel ota
eANVIKA £BVIKG 1BAVIKA Kal, KaTA CUVETIELD, OTOUG EMBIWKOUEVOUG
otéX0UG MEOW NG ekmaideuong. Ta oTolxeia mou napouctdlovral oTo
onueio auTté TG MEAETNG TMPOKUMTOUV Aro MPOOWITKA €UMEeLpia Kat
mapatienon Kat evioxUouv Tnv mpoomndbela va SlEPEUVIOOUUE TIG
OUYKPOUOUEVEG a&ieg TIOU CUVETAYovTal GUYXUON OTOUg ETUBIWKOME-
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VOUG OTOXOUG TNG Kovwviag Hag Kat va odnynolue otnv katavonon
TOU TIPOBANHATOG.

H mpoomndBela Slepelivnong TWV EANNVIKGOV &MV KAl KOWOVIKOV
oTdXWV TIOU YIVETAL OTN HEAETN AUTH SNAGVEL YEVIKA TO MPOCWTIKO
LOU €V3LAPEPOV WG EKMAIBEUTIKOU TOU TIPOCdOKA Ta capng dlaye-
YOAUUEVA £BVIKA 1BAVIKA VA BETOUV TOUG OTOXOUG TNG EKTIALSEUTIKAG
MOALTIKAG, TN BAon endvw oTnv onoia otnpifeTal To MEPLEXOUEVO KAl N
BIBAKTIKT] TIPOOEYYLON TV OXOAK®V eYXElPpdinv, aAAd kat ot ugbodot
d13aokariag. To elBIKOTEPO EVBIAPEPOV HOU TPOKUMTEL amd TNV
€VAOYXOANOoN WOU pE TNV EEVOYAWOON eKmaideuon, kat autd dlotL n
31daokahia TG EEvNG YADOOOAG CUVETIAYETAL Tn HETAS00N KATOLWY
KOWWVIK®V aEldV Kal Toug TPOmoug EKppaong Twv aglov autdv. O
ouyypagéag Tou EeVOYAwooou BiBAlou Kal 0 BACKAAOG TNg &Evng
vyA®ooag yivovtal ouclaoTikd urelBuvol yla va dddgouv, oe Hia
YA®Goa AAAN ard Tn UNTPLKN YA®COA Tou HadnTr, OXETIKA pe TN B€on
TOou aTéHOU 0N oUYXPOoVN KOWV®VId, Yl TNV KOWVOVIKT TOU GUMTEPLPO-
pd, yla To TG avtihapBdavovtal Ta kaenueptvd yeyovota yipw Tou,
nog alobdavetal Kal aviidpd o€ OxEoNn ME auTd, yla TG OXEOELG TOU
atépou e GANOUC avBp@moug Kal Pe ToUg KovwvikoUg Beouols. Katd
ouvémela, N E&vn YA®OOQ, GUYKPLVOUEVT e AAAa OXOAIKA pabnuata,
aroteAel évav MOAU onuavtikd mapdyovia KOLVWVIKOTOoInong Ttou
atépou.
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