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GROWING UPBETWEEN CULTURES: LINGUISTIC
AND CULTURAL IDENTITY AMONG MALTESE YOUTH
AND THEIR ETHNIC COUNTERPARTSINAUSTRALIA

JOE GRIXTI

Abstract — The paper explores how young peopl€'s cultural identities are being
increasingly redefined in complex linguistic and performative rdation to trans-
cultural experiences. It first considers the situation of young people of Maltese
origin whoseparents settled inAustralia after the Second World War, and critiques
the suggestion that these youths’ educational performance and access to
professional level employment may have been negatively affected by their
alleged loss of ‘mother tongu€e, ethnic identity and cultural heritage. The paper
challenges this perception by outlining the complex ways in which young people
growing up in Malta itsdf (the ‘home’ or ‘ mother’ country) perceive, construct
and performther linguistic and cultural identities. It argues that young Maltese
people’s performative and linguistic constructions of their cultural identities
provide a striking example of ‘glocal’ hybridity, and that, irrespective of whether
they choose to claim Maltese or English or a combination of the two as the
primary marker of their cultural identity, this hybridityisexperienced asa positive
performance and expression of sdfhood.

Educational performance and migrant cultural identity

he Maltese migrant community in Australia is a relatively smal ethnic
minority group, but it dso constitutes a significant diasporic grouping, and isthe
largest Mdtese community living outside of Mdta The number of people of
Maltese ancestry living in Australia has been estimated & just over 152,000
(Austrdian Government [Department of Foreign Affairs and Trade], 2006). This
isequivaent to dmost 38% of the tota populetion currently livingin Mdtaitsdf
(estimated a just over 404,000 in the 2005 Census [Naiond Statistics Office
2006, p. xviii]).

There is some evidence to suggest that the children of Mdtese migrantsin
Austrdia tend to stop spesking Mdtese & home and to even stop identifying
themsdves as ' Mdtese a a faster and earlier rate than gopears to be the case
among other (but by no means all) immigrant communities (see Borland, 2005;
Klen 2005). Thisappears to have been particularly the case with the children of
thosewho settled inAustrdiaduring the pesk period of migretion &f ter the Second
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World War. This phenomenon was at one stage identified as possibly leading to
educaiond underperformance among second generation Maltese-Australians.
According to Heen Borland, an academic researcher who was gpproached for
advice on this matter by the dected representetives of the Matese community in
Victoria in the early 1990s, the community leaders were worried that ‘in
comparison with the Anglo-Austrdian mgority and with most other minority
groups of Australid s post-war mass migration, and indeed many more recent, but
now established minority groups, such as those from south east Asia, young
people from their community, the second generation, were “underperforming” ’
(Borland, 2005, p. 110). The community leaders believed that a key factor
contributing to this‘under perf ormance was ‘the lack of recognition and support
for the Maltese language, culture and heritage both within the community itsdf
and in the broader Australian society’ (Borland, 2005, p. 110):

‘Underperformance was defined according to specific educational
attai nment measures. School retenti on rates through the 1980s for second
generation Maltese-background youth had been consistently below the
stae average. In the 1991 Census approximately two-thirds of suchyouth
in the 15-16 age group had aready | eft schod (Cauchi, 1990), well above
the national average and higher than rates for most other ethnic minority
groups. Concomitartly, a lower proportion of this group as compared to
other ethnic minority groups had tertiary qualifications and, thus, fewer
were gaining access to professiona level employment.’ (Borland, 2005,
p. 110)

Borland (2005) acknowledges that ‘ success in schooling results from a
complex coalescence of factors', but sheinsiststhat akey contributing factor in
theseyoung peopl € s poor educationd performancewasthefact theat they and their
familiesfdt dienated and unsupported in tha ‘their cultureand | anguage werenot
vaued (in some cases not even recognised)’ (p. 115). Citing findings from an
extensive action-research project with Matese background secondary school
students and their parents which she and her colleagues conducted in Mdbourne
intheearly 1990s (see Terry, Borland & Adams, 1993), Borland (2005) notesthat
a factor andysis of questionnaire responses ‘revealed that by far the strongest
factor to emerge was one assocdiaed with a sense of identity as Mdtese (p. 115),
and tha thiswaslinked with atitudesto the use and understanding of theMdtese
language. It is thus suggested that good educationa performance among these
young people wasin some way dependent on their also ‘having positiveatitudes
towards and enjoyment of using the Maltese language, ability to speak and
understand Mdtese and a preference to use Mdtese a home (Borland, 2005,
p. 115). Among the reasons cited by Borland (2005) for making this connection



are the dlaims tha ‘identificaion with one’s heritage language and culture has
been shown to have benefitsin termsof anindividud’s psychol ogical wellbeng’
(p. 120), and that ‘there is a correlaion between having a sense of ethnic
identification, positive sdf-esteem and alesser leve of parent-child conflict in
adolescence’ (p. 115).

Theextent to which thefindings of the 1993 survey cited here by Borland can
be seen as representative of the wider Maltese-A ustrdian community (in other
Australian states as well as in Victoria itsdf) has been questioned elsewhere
because of their limited geographical focus (the survey focused on students and
parents drawn from four schools within Mebourne s western region) (see Klein,
2005, p. 12). But perhgps morecriticdly, there are anumber of conceptud aswdl
asempiricd problemswith this pattern of accounting for educationd outcomesin
terms ethnicidentification. Thelogic here appearsto & least partly derivefrom a
conflation between concepts of psychological wellbeing, self-esteem and
harmoni ous nuclear family relations on the one hand, with unexamined
assumptions about the nature, paterns and trgectories of culturd, ethnic and
diasporic identity on the other. The ascription of perceived educational
underperformance among young Maltese-A ustrdians to a loss of identification
with ancestrd ethnicity, especidly asreflected in theloss of the ‘mother tongue,
thus gppears to be based on a conviction tha theloss of * mother tongues’ among
emigrant cultures can ‘signd the loss of someoriginary sdf’ (Fortier, 2000; cited
inKlein, 2005, p. 1). And theloss of this‘originary sdf’ isin turn assumed to lead
to ongoing identity confusion and failure to achieve educationa potentids.

| want to argue tha this concept of an ‘originary self’ essentidises identity
formation and misrepresents the root causes of educationa ‘under performance
because it fails to take account of the complex ways in which culturd identities
are forged, particularly in increasingly globaised and hybrid contexts like those
which prevail in Australia and in Malta Indeed, the clam that educational
underperformance is somehow linked to the éandoning of ‘mother tongue and
aloss of afinity with the culture of the ‘mother country’ can be shown to be
paticularly problematicwhen one considers thecomplex and hybrid diversity of
the cultural and linguistic situation in Malta itsdf. | shall be discussing that
situation in somedetail bd ow, drawing on fiddwork which | conducted in Malta
between 1998 and 2000, and again between 2002 and 2004. Before going there,
however, | want first to briefly suggest alternative ways of approaching and
contextualising the question of educational ‘underperformance’ among the
Mdtese-Austrdian youth referred to in Borland's study.

The patterns of educational and professional performance (or otherwise)
among Maltese-Australian youth need to be understood in relaion to the broader
demographic and sodio-economic contexts of the Mdtese-Austrdian diasporic



experience. As was the case with migrants from other countries, there were
significant differences between the educational backgrounds and career
expectations of migrants who chose to settlein Australiaduring the period of peak
migration between the late 1940s and early 1970s, and those who migrated there
after the 1980s. These diff erences were a consequence of a complex mixture of
forces, but were largdy determined by ongoing changes in Australian migration
policy to accommodate Australia s economic needs and devel opment. Theperiod
of peak Maltese migration to Australia coincided with the Australian
government’s decision after the Second World War to institute a programme of
mass migretion toincreaseA ustraia s popul ation in order to fecilitate the post-war
reconstruction of the economy, especidly the development of manufacturing.
Migration was to provide the workers and consumers underpinning the new
economy (Collins, 1991; Inglis, 2004). These patterns changed significantly as a
consequence of changes in Austrdian immigration policies in the 1980s, which
led to amore systematic encouragement of skilled migration, and a consegquent
increase in the educationd qualifications and professiona expectations of most
new migrants (see Colic-Pe sker, 2002). Indeed, it can beargued that thechanging
patternsin the educationa backgrounds of settling Mdtesemigrants are reflected
intheeducationd performances of ther children and grandchildren. Longitudina
studies of education and employment paterns anong Mdtese- Austrdians since
thepeak period of migrationinthe mid-1950sand 1960sindicatethat, while first
and second generation Matese-Austrdians did indeed tend to drop out of school
early, these paterns appeared to have started to change in the 1990s, when higher
proportions of girlsaswell asboys of Mdteseorigin (third generation or children
of more recent migrants) were choosing to stay onin school and pursuing tertiary
studies (see Cauchi, 1999, pp. 36-41).

Theargument tha the loss of ‘mother tongue’ among Mdtese migrants can be
linked to educationd underperformance becomes even more problematic when
one considers the patterns of language use and language shift anong a number
other immigrant communities. Austrdian Census data (see Clyne& Kipp, 19973
actually indicate that there are other ethnic groupswith substantidly higher rates
of language shift (from mother tongue to English) than those of Matese origin,
and these are groups who do not seem to have experienced the same patterns of
educationd ‘under performance after migration toAustralia In their demographic
andysis of trends in home language use in Austrdia, dthough Clyne & Kipp
(1997b, pp. 470-471) do indead list Mdtese migrants as having a‘ higher language
shift’ than anumber of other migrant groups (e.g., Greeks, Itdians, Chinese), their
figures also identify a number of other communities (Dutch, German, Austrian,
French) for whom the shift to English is actudly higher and faster. There is no
suggestion that the shift experienced by these other groupsisin any way linked
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to poor sdf-esteem and educationa under performance, or indeed that the slower
shift of other ethnic groups is directly linked to high levels of self-esteem and
high educationa achievement.

Interestingly, Clyne & Kipp (1997b) arguethat it is*culturd distance’ which
determines whether or not first and second generation migrantswill kesp speaking
their ‘mother tongue, so that members of ethnic groups coming from culturd
contexts similar to those of the Anglo-Australian mgority are argued to be likey
to shift to using English in the home much earlier than those coming from other
culturd contexts. According to Clyne & Kipp (1997b),

‘those from predominantly Islamic or Eastern Orthodox cultures (Greek,
Lebanese, Macedonian, Turkish) are likely to maintain their languages at
home rather than other groups from Europe. Groupsfrom northern, central
and eastern Europe tend to shift to English the most. Those from Asian
countries especial ly Chi nese-gpeaking ones, tend to display alow orfairly
low language shift.” (p. 459)

Thenotionsof ‘culturd distance’ or ‘cultural afinity’ are worth pausing over.
Onesourceof perceived * afinity’ with theAnglo-Australian culturd environment
for Maltesemigrants arriving after the Second World War presumably grew out of
Mdtds status as a British colony. But it can be as convincingly argued tha there
were also very strong af finitieswith other ethnic groupings, especially thosewith
aMediterranean background. It bears noting, for instance, that though Mdtese
patterns of language retention are smilar to those of immigrants of northern
European origin, studieslikethoseof Borland (2005) (and the community leaders
she quotes) choose to compare the Matese community with southern European
groups (especidly ltdians and Greeks) because of perceived culturd effinities
with those Mediterranean background groups. There is in fact an inevitable
element of ambivalence and ambiguity in the ways members of the Maltese
diasporain Austrdia understand and define their cultural identitiesand affinities.
As | argue in the next section, these ambiguities have their sources in the very
unique and hybridised nature of Mdtese cultural and linguistic identity in the
‘home country’ itsdf.

Cultural and linguigtic hybridity in Malta

Theoverwhelming mgority of Malta s popul ation speak Matese as their first
language — over 96% according to someestimates (Borg, Mifsud & Sciriha, 1992;
Scriha& Vassdlo, 2001). Exact quantification is however problematic because
of the variety of ways in which individud speakers will often interlace Mdtese



with English, and because the use of dther language is usudly context-driven.
Though the Maltese language ‘has long been held to be the crux of Maltese
identity and is often hdd to be the main differentiating mark of ethnic identity’
(Ceassar, 2001, p. 257), it has dso had to survivecenturies of colonid domination
during which it was * constrained to the “low” domains of the home and village
life (Borland, 2005, p. 113). As a spoken language, Mdtese has avery long and
complex history, but writing in M altese only started to become relatively
widespread in the 19t century, and it was only standardised and codified in the
1920s. It did not have any officid status till 1934 (when it replaced Itdian as the
language of thecourts), and was only officidly identified asthecountry’s nationd
language &f ter independence from Britain in 1964. Mdta s Constitution now lists
Mdteseand English asthecountry’stwo officid |anguages, and thegovernment’s
policy isto make Mdtatruly bilingua —so tha, for instance, dl laws have to be
framed in thetwo languages, though theMdtesetext will preval over theEnglish
in the case of conflict (see Artide 5, Constitution of Maltal). Mdtese is now
widdy used in most sectors of public life, induding parliament, thechurch, radio
and tdevision, as wel as in general conversation.

But though the Mdteselanguageisnow officidly and firmly established asan
essentid marker of Mdtesenationd identity, there is d so widespread competition
from English because of its importance as alanguage of wider communication.
English language newspapers, books and magazines are sold everywhere, English
language films dominate locad cinemas, and locd thedtre productions in English
are & lesst as frequent as those in Mdtese. Most of the inhabitants are bilingud,
but to varying degrees of competence, and many do not fed equaly confident in
both languages. Because of historicd and geographic links with Itdy, as wel as
accessto Itdian td evision transmissions sincethelate 1950s, Itdianisdsowiddy
understood and (to varying degrees) spoken by large sections of the population.

English was introduced in Mdta during the British colonid period (1800-
1964), but it did not start to achieve the important position which it enjoystoday
until the second quarter of the 20" century. An 1879 British commission of
enquiry into the position of the English language in Mdta, for example, reported
that though Englishwasin growing demand because of commercia conditions, its
teaching was ‘given little or no attention’ in primary schools, and ‘its use was
forbidden in 13 of 14 dasses of the Lyceum (the only secondary school) and 17
of 18 classes in the university’ (Camilleri, 1996, p. 86). One cause of this
resi stance to theintroduction of English was thefirmly established status of Itdian
as the language of the educated and professional dasses. Throughout the 19t
century and the eerly years of the twentieth, Itdian remaned the only formd
language, while Mdtese continued to be spoken by the local population. It was
only after the Second World War (when the prestigeof | talian was eroded because
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it came to be seen asthe language of the enemy) tha English redly began to play
amajorrolein publicinstitutiond lifeand Mdtese culture, coming to be seen by
al echelons of Mdtese society asthelanguage of education and as a status symbol
(Aquilina, 1978, p. 45). The emergence of English as a focd force in globd
communi cati ons and media technology during the late 20t century, coupled with
the massive growth of the tourist industry as a main source of Maltd's nationd
income after independence in 1964, have further consolidated the position of
Englishin Mdtaasthe usef ul internationa language. But thestanding of Matese
as nationd |anguage has al so been strengthened — as evidenced by its acceptance
as an officid language of the European Union in 2004. According to Brincat
(2005), ‘the vitdity of the locd language and politica insistence on nationd
identity have hdped Mdtese to encroach on areas where fifty years ago English
dominated (even ATM s and Googleoffer an option)’ (Bilinguadism and Language
Switching section, para 1).

Whilethe overwhel ming mgority of Mdtesechildren acquireMdtese astheir
first language, thereisdso a smdl but influentiad number of peoplewho prefer to
useEnglish asafirst languagewith ther children. Up to rdatively recently, these
latter groups were mostly concentrated in areas where many British people lived
during the colonid era‘and probably served as modd sfor |ocal families aspiring
to upward socid mobility’ (Camilleri, 1996, p. 89). Members of thisgroup often
use both Maltese and English interchangeably at home, but there are many for
whom Madtese is only acquired through forma teaching a school and through
contect with gpeekers of Mdtese outside the home This isin marked contrast to
the majority, for whom it is English that is only acquired at school, and
increasingly dso through exposure to English language media and contact with
tourists. Thesedifferent patterns of language acquisition and use, and the diff erent
language environments in which Mdtese children grow (with ether Mdtese or
English or a hybrid mixture of the two serving as primary language) have a
significant impact on the ways in which young Mdtese people understand and
define their nationa and culturd identities.

Glocality and diasporic hybridity among Maltese youth

Thefollowing discussionisbased on fid dwork which | conductedin Mdtain
1998-2000 and 2002-2004 as part of two qualitative research projects
commissioned by the nationad Broadcasting Authority (see Grixti, 2000, 2004).
The projects examined the significance of the media in the formaion and
enculturation of young Matese consumers, and induded a series of focus-group
interviews with atota of 500 children and young adults aged between 5 and 25.
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Theinterviewees camefrom different soc o-economic and regiona backgrounds,
and the interviews were conducted in avaiety of locations, induding university,
arange of schools, private homes, and different work places. Theinterviewswere
held eitherin Mdtese or in English, depending on which language the participants
were most comfortable with. In some cases, because of the mixed nature of the
group, amixture of both languages was used.

In the course of my research, | was frequently struck by young Maltese
people’s tendency to associate being young, forward-looking, modern,
technologically advanced and enlightened with being in tune with what comes
from overseas — or more specifically, with wha comes from Western Europe,
Britain and the United States, particularly through the media. Being ‘old
fashioned’ and backward tended to belinked with an inability to movebeyond the
more obviously indigenous and traditiona (especidly asembodied inlocal party
politics and religion). For those coming from the more upwardly mobile
professional classes, the speaking of English often became an assertion of
alignment with this wider global context. When asked about their teevision
viewing preferences, for instance, interviewees from higher socio-economic
backgrounds often insisted that they make a point of not watching local TV
programmes, or that they only do so to laugh at their [imitations and poor qudity.

The fact that many of these teenagers spoke exclusivey in English, and in
some cases even proudly drew atention to the fact tha they did not spesk or
understand Maltese, suggested that the attitude is primarily perceived as an
assertion of superior socid status. Spesking in English, oneteenager told me that
heintensdy disliked Mdtese sogp operas ‘ because for me, inEnglish asoap opera
isOK, but Malteseisaroughlanguageand | don't likeit, on soap operas. | don’t
thinkit's right, u!’ ['u’ & the end of a sentenceis the Mdtese equivadent of ‘e
or ‘you know']. These atitudes are probably reinforced by the fact tha, even
though locd sogp operasarewiddy perceived as (at times ‘embarrassingly’) less
professiond and polished than their overseas counterparts, they are immensdy
popular with young people coming from lower educaiond and socio-economic
backgrounds — primarily because they arein Mdtese, ae essily understood, and
usudly ded with locd issues.

Madta s sizeand its geographicd insularity have & various pointsin its higory
been seen as limiting and constricting. In some cases, faster and essier access to
images and ideas from overseas have further accentuated young people’s
dissatisfaction with locd limitations and nurtured a stronger longing for the
foreign. But new technol ogies have d so madeit possible for many young people
to dso think of themsdves asbdonging to alarger global community, perceiving
Mdtds insulaity as less constricting — or else as no longer being of relevance
The Internet plays a key role in this, in that it dlows young people to activey
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paticipate in globd youth communities without leaving home. In this context, the
advantages of easy communication on a globd scalehavemadethe embracing of
English doubly atractive.

Theimplications of these developments to young people’s understanding of
their nationd and culturd identities were well captured for me when one young
man told metha he considered himsdf ‘more European than Maltese because his
family always spoke English and because he has been ‘influenced too much
by foreign culture, foreign attitudes, foreign ways of life’ Another young man
described himsdf as ‘Maltese by nationality, but not Maltese by culturé because
he speaks English whenever possibleand does not indulgein ‘ traditional customs
like going to village band dubs or dancing the traditional folk dance.” These
young men gppear to belocating their own culturd identity on what they perceive
astheenlightened end of a continuum between two essentidised positions. Onthe
one extreme stands the indigenous past, associated in their minds with irrd evant
locd traditions and the Mdteselanguage; on theother stands thefuture, accessed
through English and vaguely epitomised as ‘Western society’, home of new
technology and forward looking ideas This is a ‘society’ which these young
people have cometo know primarily through themediaof film, teevision, books,
magazines and the I nternet.

There is a curious process of self-identification and identity formation
reflected in these attitudes. Drawing on Anderson’s (1991) Imagined
Communities, Hannerz (1996, p. 21) has noted how shared commondity within a
nation is usually paralleled by a strong sense of cultural and linguistic
discontinuity with respect to outsider-nations. All identity construction, as
Kennedy & Danks (2001) put it, ‘requires the summoning of difference, the
rel aivization of theself as against the* other” imagined as separae, outside—and
perhaps dso as margind, inferior and dangerous’ (p. 3). These paterns certainly
apply to the mgority of young Mdtese people who communicate primarily (and
in somecases exclusivey) in Mdtese, and for whom the M dtese language is akey
marker of their nationd identity. For this group, theuse of Mdtese is*perhapsthe
ultimate marker of inclusion and exclusion’ (Mitchell, 2002, p. 64) and an
assertion of local and group cohesion. Interestingly, in some cases these
essentidised distinctions between the local and the foreign have dso become
entangled with perceptions and performances of gender identity. Describing his
research in a comprehensive boys' school in Mdta, Portdli (2006) argues that
‘underlying many boys’ pref erencesfor the nationa language rather than English,
and their deriding their peers who spesk English, isther investment inaversion
of masculinity whichisaigned withan outward display of nationd pride (p. 426).

But in the case of the smdler albet significant number of young people for
whom English is the first language, or who insist on identifying themsdves as



primarily English-spesking, what seemsto behappeningisthat it isthetraditiona
and indigenous which have been designated asthe ‘other’. The choiceof English
as the main or only language of communication has become their means of
distancing themsdves from local limitations and insularity, and of embracing a
more ‘ globd’ identity by aigning themselves with (and appropriating some of
the atributes of) the ‘outsider/foreigner’.

It bears stressing that these young peopl€'s perceptions of the locd and the
foreign as essentidised and distinct entities arein redity quite different from the
realities of ther lived experiences. Mdtd's culturd history, the Mdtese language
and theMaltese medialandscape have dl been shaped by complex interminglings
of locd and foreign influences. In this context, young Mdtese peopl€'s concern
about beng i dentified as predominantly ‘ European’ rather than ‘Maltese (or vice-
versa) amount to performative expressions of post-colonid hybridity. Thus, the
English habitualy spoken by those young people who want to dign themsdves
with thenon-indigenousis distinctiveand uniqueto Mdta, representing astriking
example of how foreign influences are both incorporated and transformed in
specific communities. English here has become indigenised, put tolocal use, and
given a local accent, with many local variations and idiosyncrasies. This
phenomenon is not uniqueto Mata, of course, in tha the English spokenin Mdta
isoneof the many local (or ‘nativised') varieties of English which *take place
characteristicdly in ex-colonial territories where forms of the ex-colonial
language have evolved and deve oped in their own right independently of their
metropolitan sources (Norrish, 1997, p. 1).

In this complex bilingud context, both Mdtese and the English spoken in
Mdta have undergone significant changes. English loan-words in Mdtese have
become very widespread, language switching and mixing is very common, and
there has d so been a growing tendency for the use of hybrid forms of Malteseand
English. English in Mdtais often spoken with an intonation and accent which
have evolved through contact and regular interaction with the paterns of spoken
Madtese. It will tend to include transliterations of Maltese words and idiomatic
expressions which only make sense if one knowstheMalteseorigind —asin‘I'm
going to cut now’ in atelephone conversation, meaning ‘I’'m going to hang up’
(Brincat, 2005). Maltese words or expressions often punctuate sentences in
English, and vice versa. For example, in the course of a conversation in English:
‘I don’t thinkit’sright, u! (cited above) or ‘| loveshopping, jiCifieri’ ['1 mean’];
and, inthecourse of one in Mdtese: * mhuxworthit li tiTewwed’ [*it’s not worth
getting married’], or * Round drinks ©idi jqumli fourteen pounds [‘a round of
drinks sometimes costs me fourteen pounds'], or ‘g” andna s-satdlite, jiCifieri,
g” andnaxifivehundred channds’ ['we have satdlite, | mean, we have somefive
hundred channels’] (Grixti, 2000, p. 7; 2004, pp. 55, 28-29).
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Whether they choose to claim Mdtese or English or a combination of the two
as the primary marker of their cultural identity, young Maltese people’s
performative and linguistic constructions of their own identities are in this sense
adwaysand inevitably hybridised. Because theseidentities, likethelanguage(s) in
which they are constructed and performed, draw on different culturd traditions a
the same time, they have also become expressions of ‘those complicated cross-
overs and culturd mixes which are increasingly common in aglobdised world’
(Hdl, 1992, p. 310). If ‘diasporad is understood metaphoricaly (see Spencer &
Wollman, 2002, p. 165), then it is diasporic identities which these young people
are embracing — identities which (to borrow Brah's definition) are ‘networks
of transactional identifications encompassing “imagined” and “encountered”
communities' (1996, p. 196).

As we have seen, for Mdtese youth, the imagined communities of ‘the
global’ and ‘the local’ are often associated with essentialised perceptions of
language — where English becomes the conduit to a technologicdly advanced
and forward-looking world, while Maltese remai ns the language of tradition and
the indigenous past. But these perceptions are in reality very different from
young people’s experiences of ‘the global’ and ‘the local’ as actually
encountered and performed through the entwined varieties of Maltese and
English spoken in Malta. In this sense, young Maltese people’s dtitudes to
language are useful reminders of the fact that the imagined and encountered
communities of ‘ the global’ and ‘the local’ are al so performative productionsin
their own right (see Horschdmann & Schéfer, 2005, p. 224). They too are
‘alwaysin process inthat they are to varying degrees created or denied in social
and linguistic performances of cultural identity.

Growing up between cultures

| started by referring to the concern expressed by Mdtesecommunity leaders
in Australia that theloss of ‘mother tongue’ and of a sense of an ‘originary self’
by second generation Mdtese-Australian youth may be responsible for what
they perceive asidentity confusion and a consequent tendency to underachieve
in education. The evidence | have presented aout the robustly hybrid ways in
which these youths' ethnic counterparts in the “home’ country construct their
cultural identities suggests that these concerns may be misplaced. Attitudes to
language and cultural identity in the Maltese Islands have always been
characterised by cultural hybridity, but this situation has certainly never been
seriously identified as a cause of educational underperformance among youth
there. In other words, the attitudes of young Maltese-Australians to their

11



‘mother tongue’ and ‘mother country’ are different from those of other migrant
communities because the linguistic and cultural influences underscoring the
formation of the Maltese ‘originary self’ were very different to start with. It is
thus reasonable to argue (as Borland does) that there is a strong link between
language and cultural identity. It isalso reasonable to argue that a strong sense
of cultural identity and high self-esteem are positively linked with good
educational performance. But it does not follow that on this basis one can
automatically make a link between loss of ‘mother tongue’ and educetional
underperformance. As | have shown in this paper, the multidimensional
complexities of the relaionship between language use and cultural identity
(particularly in the Maltese experience) cannot be reduced to such straight
forward equations.

In this perspective, identity neads to be understood as ‘a “production”, which
is never complete, dways in process, and dways constituted within, not outside,
representation’ (Hal, 1997, p. 51). Itis(inJudith Butler’ sterms) ‘ performativey
constituted by the very expressions that are said to beits results’ (Butler, 1990,
p. 25). Children and young people with a migration background have frequently
been described as ‘growing up between cultures, or as ‘third culture kids
(Pollock & Van Reken, 2001), constantly having to negotiate family norms and
traditions with the surrounding society’ s norms and values. What | have arguedin
this pgper is that the experience of ‘ growing up between cultures’ is as true of
young people growing up in Mdtaitsdf asit is of those growing up as children
of Mdtese migrantsin Austrdia In this sensg, it is in the interactions between
cultures (rather than in their differences) that we should be locating the key
influences on how young peopl e construct their culturd identities and on how they
choose to define and embrace different ethnic and cultural affiliations. In
contemporary Mdtaas well as in Austrdia, the mediaplay acrucid rolein this,
in that they have hdped to bring about a situation where young peopl€'s culturd
experiences are constantly overlgpping. Inthis sense, thelocd and thegloba have
become deeply intertwined, paradoxically reinforcing as they symbiotically
transform each other. Inthis‘glocalised’ context, as Anthony Giddens has argued,
lifeexperiences are no longer exd usivey defined and confined by once-powerful
solidarities such aslocdity, dass, church, family, gender and occupation. Rather,
daily life has increasingly become reconstituted in terms of ‘the dialectical
interplay of the local and the global’ (Giddens, 1991, p. 5), and individuals
increasingly negotiate lifestyle choices among a diversity of options. It is in the
light of this perspective that potentia links between patterns of educational
performance and cultural identity can be more profitably explored and
understood.
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ATTITUDES TOWARD BILINGUALISM:
THE CASE OF TWO GREEK ISLANDS

NELLY KOSTOULAS-MAKRAKIS
ELENI KARANTZOLA
ELIAS ATHANASSIADIS

Abstract — Bilingualism, and more recently plurilingualism, is attracting
considerable attention due to the increasing influx of people with different
ethnolinguistic background to Western societies aswdl asthe fact that we live in
a globalised world. This study presents the results of a large-scale survey
administered to 1,727 students enrolled in Greek school sin theislands of Rhodes
and Symi during the scholastic year 2002-2003. Using an adapted version of
Baker’s questionnaire (see Baker, 2001), the study attempted to investigate
students’ attitudes toward bilingualism. The results indicate a general positive
attitude toward bilingualism. Most of the students were aware of the fact that
knowing mor e than one language would be useful intheir adult life, particularly
in view of the professional and economic rewards that this brings in an
increasingly globalised world. It was however found that the subjects of the study
were not so positively disposed toward bilingualism as a societal phenomenon.
The study findings are discussed in relation to language education policy in
Greece.

Introduction

n n view of the increasing influx of people with different ethnolinguistic
background to European societies and the phenomenon of world globalisation,
bilingualism and more recently plurilingualism are attracting considerable
atention. It isestimated that about one-third of the European popul ation under the
age of 35 has an immigrant background (Gogolin, 2002). Greece is not an
exception. Indeed, dthough traditionally assumed to be monolingual, Greece is
registering today a steady increase in linguistic and culturd diversity. This
diversity isevident in public school swhere the number of school-aged children
having a linguistic and cultural background other than Greek continuesto grow.
According to Gotovos & Markou (2004), during the 2002-2003 scholastic year,
the number of children belonging to a different ethnolinguistic background was
estimated at 98,241 pupils, representing 6.7% of the totd school population.
This diversity is also evident in Rhodes (see Filippardou, 1997; Vratsdis &
Skourtou, 2000).

Mediterranean Journal of Educational Studies Vol. 11(2), pp. 17-34, 2006 17



B

Moreover, an increasing number of children are learning one or more foreign
languages. Greeks are awareof thefact tha asther language isnot widdy spoken
outside their country, they are obliged to learn foreign languages if they want to
be competitivein aglobdised world. The same applies to other smal countries
like, for example, Sweden (see Cabau-Lampa, 1999). It could therefore be
expected that they hold a need-driven atitude toward foreign languages. This
expectation needsto beverified through empiricd data Theisland of Rhodes, and
to alesser extent Symi, seemed to be interesting research locations dueto their
growing linguistic diversity. This study was designed to make up for the existing
lack of research regarding students attitudes toward bilingualism and
plurilingudism.

Defining bilingualism and plurilingualism

More than half of the earth’s population is bilingua and many people are
multilingud . Although bilingudism, and even multilinguaism, istherulein most
societies, in Western thinking itis approached with suspicion sinceit goes contrary
to theideal society that demands linguistic unity based on the tradition of ‘one
nation and one language ideology’ (Thomas & Wareing, 1999; K ostoul as-
Makrakis, 2001; Luchtenberg, 2002). Linguigic diversity, however, isbecoming
more accepted. Giventhat, inthelast two decades, bilingudism has dso become
associated with cognitive, social and psychological advantages both at an
individud and a asocietd leve, schoolsshould theref ore play an important role
toward its devd opment (Garcia, 1997; Miramontes, Nadeau & Commins, 1997,
Cummins 2003). Recently, the Coundil of Europe' has extended the notion of
bilinguadism by promoting the learning of severd languages for dl individuds
in the course of their lives with the aim to encourage Europeans to become
plurilingud and interculturd citizens (Beacco & Byram, 2003). In this sense,
plurilingualism implies much more than just acquiring languages, as it is
concerned with interculturd interaction and communication, the promotion of
mutud understanding and the development of individud responsibility (Bescco
& Byram, 2003).

On the other hand, bilingualism and multilingualism are often used
interchangeably, referring to Stuationswhere speskers of different languages are
in contact, without taking into account the interculturd aspect of being bilingua
or multilingud . In some cases, multilinguaism isassumed to includebilingudism
(Clyne, 1997), whereas, in other cases, bilinguadismis considered as a broader
term which indudes multilinguadism (Baker, 2001). However, in the context of
the Council of Europe, the term plurilingudism is used when referring to an
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individud’s ability to use severd languages, whereas multilingudismor linguistic
diversity is used for describing the co-existence of many languages in a society
(Beacco & Byram, 2003).

For the purpose of this study, bilingudism is used as a generic term which
includes multilinguaism and which applies to dl contexts, including Europe. In
addition, the present study does not take into account the intercultural aspect of
being bilingual or plurilingual. In general, definitions of bilingualism vary
considerably with respect to competence and function ranging from naive-like
control of two or more languages to lesser ability in one of the languages (see
Kostoulas-Makrakis, 1995). But dthough there are throughout the world many
different forms of bilinguaism, amain distinction is drawn between bilingudism
asanindividua phenomenon and asasocietd one. Individud bilingudism refers
to aperson’s capacity to usetwo or morelanguages, whereas societd bilinguaism
ref ersto asociety in which two or more languages or varieties co-exist. According
to Apdtauer (1993, p. 273), bilingudism can be the outcome of paticular life
circumstances (e.g., a bi-/multilingual environment) or of an individual’s
decisions and efforts. In the first case, we speak of ‘socially conditioned
bilingudism whereas in the later of ‘individud bilinguaism’.

Another distinction is often made between the natura bilingudism of ethnic
minorities and migrants, and learned bilingualism through formda language
learning at school, or, asit has been termed, between *folk’ bilingudismand ‘elite
bilingudism (Mills, 2001). In thefirst case, peoplebecome bilingud involuntarily
inorder to work and integrate in the educationd and socid structure of asociety,
whereas the second case refers to educated middle class people who choose to
become bilinguds. As Luchtenberg (2002) has pointed out, ‘thelatter isgenerdly
much morehighly valued than thef ormer, though in reality thetwo often overl g’
(p. 50). There is an ambivalent attitude toward bilingual speakers and ther
languages are valued hierarchically (Thomas & Wareing, 1999). When, for
example, achild isbilingud in the language of the dominant society and another
prestigious language such as English, French or German, bilingudism is then
considered an asset. However, in caseswhen thechild isbilingud in the dominant
language and a migrant language, bilingualism is then either ignored or
undervalued (see Thomas & Wareing, 1999; Skourtou & Kourtis-Kazoullis,
2000). In other words, ‘bilingualism is not envisaged the same way when it
concerns migrant languages as opposed to foreign languages' (Hélot, 2003,
p. 271). Itisthus obvioustha ithasto do with the stetus of thelanguagesinvol ved
and their value in the ‘ linguistic market’ (Bourdieu, 1991). Generdly spesking,
different status or vaue is ascribed to paticular languages/language varidies,
which in many cases reflects the status accorded to the speakers of these
languages.
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Inthis study, the notion of bilingudism isunderstood as the cgpacity of using
two or more languages, which are: (i) thefirst language(s) of the child in case of
children whoseoneor both parents are foreignersliving in Greece; and (ii) Greek,
thelanguage learned at school. We should mention here that the Greek education
system and curriculum focus only on monolingua and monocultura children,
even if there are some bilingud schools which cater primarily for the needs of
repatriated children.

Foreign languageteaching and learning

Inthe new Europetha expanded to 25 member statesin2004 and which aspires
to politicd and economicintegration, the need to know foreign languagesis gaining
importanceas aprerequisiteto participateinthe European market withou frontiers.
Besides that, knowing foreign languages is considered an asset thet facilitates free
movement and the discovery of different cultures and mentdities. In this vein, the
European Commissior? pressures dl member states to promote the learning of at
lesst two foreign languages in addition to their mother tongue (see Mackiewicz,
2002). As dealy stated in the White Paper Towards the Learning Society, the
European Union (EU) views pluilinguaism as a necessity for professiond and
economic mobility (Krumm, 2004). On itspart, the Council of Europehas for many
years addressed language issues with the am of promoting plurilingudism as a
means of securing peace and stabilising the devel opment of democracy.

Whilethe traditiond ideahas been that foreign languages should be taught so
that well-educated people could read dassical literature in the origind text, the
main concern nowadays is to communicae, to learn about another culture, to
travel and to be an attractivejob candidate in our globdised world (M cDonough,
2001). In the European context, competence in language(s) is considered a
characteristic of democratic and activecitizenship, both asa prerequisiteto it and
for its implementation (Breidbach, 2003). Today’s societal demands have
consequently shifted the direction of the focus of foreign language education. In
this sense, the ams of the teaching of languages are now convergent with those
of education for democratic citizenship: both are concerned with intercultural
interaction and communication, the promotion of mutua understanding and the
devel opment of individua responsibility (Beacco & Byram, 2003). Language can
thus beseen not only as a marker of nationd or ethnicidentity, but also assaform
of economic and social capitd. Notwithstanding this foreign language teaching
as a school subject has been developed within a monolingual education
framework, which impliesthat foreign languages do not have as much importance
as other school subjects (Stern, 1992).
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In Greece, foreign languages are among the least popul ar subjects at school.
However, there is an increased interest in foreign language leaning outside
schools. This is evident from the large number of private foregn language
centres in Greece which are attended by the great mgority of school children.
There are in fact more than 8,000 foreign language schoolsin the private sector
spread all over the country. The majority of their students learn English,
followed by those who learn German, French, Italian and Spanish. In a survey
concerning citizens' views on lifelong learning among the residents of all 25 EU
member states together with Iceland and Norway, it wasfound that &t least haf
of the respondents from Greece were ready to consider contributing some
money from their own pockets in order to learn a new language and obtain a
certificate (European Centre for the Development of Vocational Training
[CEDEPOF], 2003). Moreover, due to the ongoing developmentsin the EU and
the opening of the labour market, the officid Greek education policy concerning
foreign language teaching has changed in recent years. More specifically, while
English has become at primary level the compulsory foreign language from
Grade 3 onwards, English, French and German are now being taught in
secondary schools. Meanwhile, the Ministry of Education is planning to
introduce a second foreign language (either French or German) from Grade 5in
primary schools. Apart from English being the compul sory foreign language in
tertiary education, there are al so a thislevel avariety of foreign languages (such
as French, German, Italian, Spanish, Turkish, Arabic, etc.) according to the
curriculum of each institution.

Attitudestoward bilingualism

Given tha language dtitudes affect the development of bilingudism, it is of
utmost importance that these attitudes are taken into consideration when
discussing bilinguaism (Baker, 1992). In some cases, language atitudes seem to
be limited to attitudes toward the language itself. However, the definition of
language attitudes is most often broader, including all kinds of behaviour
concerning the language in question (e.g., atitudestoward bilinguadism) (Fasold,
1984). According to Baker (1992), attitudes toward bilingudism differ and are
conceptudly distinct from attitudes toward a specific language, in the sense that
attitudes toward bilingualism are about two languages in contact. Language
learning, and eventudly bilingudism, is afected by attitudes toward specific
languages. We should keep in mind that language attitudes reflect the psycho-
social attitudes about the language, thus conveying the social, cultural and
sentimentad va ues of the spegkers (see Kostoulas-Makrakis, 2001).
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Language dtitudes may have an indrumentd /extrinsic andfor an integrative/
intrindc orientation (Gardner & Lambaert, 1972). Instrumentdly motivated persons
learn aforeign language mainly for its utilitarian vaue This may be, for example,
to qudify for a better job, to achieve persond success, to improveone’s status, and
soon. Anintegrativeatitude, on theother hand, is defined astheperson’sdesireto
be an accepted member of thetarget 1anguage community, to comein contact with
and to share the culture of that group. However, in the 1990s, researchers began to
reviseand extend this dichotomy becausethey found it too static and restricted (see
Ho, 1998). Theworld itsdf has moreover changed greatly since Gar dner & Lambert
introduced this dichotomy in language learning (Lamb, 2004). These two
orientaions in language dtitudes are not necessarily opposites: indeed, they can
co-exist in an individual at the same time (Baker, 1992) and can also be
indiginguishable (Lamb, 2004). Green (1999) in fact views motivaiond drivesas
dynamic and developmentd, in a state of constant flux rather than as static binary
opposites. According to Dornyel (1990), another problem with the ingrumenta/
integrativedichotomy isthet itis not directly applicableto foreign languagelearning
sincethis kindof learning does not involve any interaction with thetarget language
community. Research indicates theimportance of thehome background and socio-
culturd milieu on attitudes toward language learning and bilingudism (Gardner,
1985; Kogoulas-M&krakis, 1995; Gardner, Masgoret & Tremblay, 1999).

This paper atempts to investigae students' atitudes toward bilingudism in
theGreek islands of Rhodesand Symi. More specificaly, the paper examinesthe
possible attitudinal differences between monolinguals and bilinguals. In this
context, the following hypotheses were f ormul ated:

(i) Ingeneral, dl subjects are expected to hold more positive atitudes toward
bilinguaism than monolingudism.

(i) Monolingual subjects are expected to hold less positive atitudes toward
bilingudism than bilingud subjects.

Methodology

Subjects

Thesampleconsisted of 1,727 students from the Greek islands of Rhodes and
Symi, 40% of whom atended primary schools, 36% lower secondary schools
and 24% upper secondary schools. We chose to conduct our research in these
two geographical areasin view of their high number of foregn residents, both as
aresult of mixed marriages and incoming foreign labour.
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The demographics of the students in terms of their ethnolinguistic
background varied widely. While 10% of the subjects’ fathers and 16% of the
motherswere identified as having another country of origin, 14% of the fathers
and 18% of the mothers were identified as having another | anguage background.
The great majority of the studentswith non-Greek background were Albanians,
Germans, Scandinavians, British and from Balkan countries. Most of the
subjects’ fathers belonged to middle dass(49%), followed by lower class (37%)
and upper class (14%). A similar trend was observed for the subjects’ mothers,
the difference being that 41% of these women were housewives. With respect
to the gender composition of the sample, 51% of the subjects were boys and
49% were girls.

Instrumentation

The survey questionnare contained 25 items divided into two parts. The 14
questions of thefirst part were designed to dicit demogrgphic information (e.g.,
parents’ origin and profession, students' gender, school level, area of residence,
birthplace, mother tongue and the language spoken a home). The second part of
the questionnaire, which contained 11 questions, sought to uncover students
perceptions and attitudes toward bilinguaism. The questions concerning language
atitudes were adapted from Baker (2001). More specifically, these were probes
for positive (6 items) and negative bilingudism (5 items) which tried mainly to
measure the students’ instrumenta orientation toward bilingudism. The purpose
of these questions wasto determineif bilingud s and monolingud s havediff erent
orientationstoward bilinguadism, both a individud and societal leves. Attitudina
responses were measured on a scae of four alternatives (1 — strongly agree;
2 — agree, 3 — disagree; and 4 — strongly disagree) which were reversed for
consistency intheandysis. The questionnai re was administered to studentsinside
classrooms by their teachers. A brief letter explaining the importance and the
purpose of the study was distributed dong with the questionnaire.

Analysis

Using the non-parametric Mann-Whitney test, the independent variable
‘mother tongue’ was examined separatdy with each of the items tha measure
positive and negdtive bilingudiam. The objective was to search for significant
differences between monolinguals and bilinguals. According to the notion of
bilingudism as defined in the present study, subjects who might have learned
other languages at school or at private institutions were not classified as
‘bilinguas’. Thus, the two groups of subjects in the study were: monolinguds
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(who have Greek astheir mother tongue) and bilingud s (who spesk Greek besides
their mother tongued).

Classification of the other independent factors (such as, parents’ origin and
subjects’ birthplace) was established onthebasisof ‘ Greeks' (i.e.,, monolinguds)
and ‘non-Greeks' (i.e, bilinguds). Again using the Mann-Whitney test, these
other independent variables were dso examined separatdy with each of the 11
items that measure atitudes toward bilinguaism in order to identify possible
significant differences.

Reaults

In general, as Table 1 indicates, the subj ects of this study, both mondingua sand
bilinguds, expressed positive attitudes toward bilinguaism. The most strongly
agreed with stalements denoting positivebilingudismwere (i) ‘It isimportant to
beableto speak more than one language with 80% of themonolingud s and 83%
of the bilinguals indicating strong agreement; (ii) ‘Speaking both Greek and
another language helpsto get ajob’ with 81% of themonolinguasand 77% of the
bilingud sindicating strong agreement; and (iii) ‘Being ableto writeboth in Greek
and another language isimportant’ with 70% of the monolingua s and 72% of the
bilinguals indicating strong agreement. In line with this, according to a
Eurobarometer# survey (see European Commission, 2006), while 75% of Greek
respondents beieve tha knowing other languages besides ther mother tongueis
or could bevery useful, 74% of them support the idea that everyone should speak
two languages in addition to their mother tongue.

While no statistically significant differences were noted between
monolinguals and bilinguals in any of the statements denoting positive
bilingudism, it was found that these two groups differ significantly in dl of the
statements denoting negative bilingudism. The strongest difference between the
two groups occurred inthe statement ‘ | would like Greek to be theonly language
spokeninthe area’ where, as expected, bilingud s expressed higher disagreement
(z=-7.8, p<.001). Bilinguds again expressed significantly higher disagreement
with the statements ‘Speaking two or more languages is difficult’ (z=-4.1,
p <.001) and ‘Children get confused when learning more than one language’
(z=-3.2,p <.001). Thesametrend was noted f rom theremai ning two statements
denoting negative bilinguaism, namdy, ‘To spesk Greek in Greece is dl that is
needed’ (z= -2.6,p < .01) and ‘ Peopleonly need to know one language’ (z = -2.9,
p <.01). These findings may reflect the monolingud socio-cultural context of
Greece which presents limited opportunities for interaction in other languages
unlessindividua s make a conscious eff ort to seek opportunitiesfor using another
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TABLE 1: Attitudes of monoli nguals (M) and bili nguals (B) toward bili ngualism

Attitudes Srongly : Srongly

toward Disagree Disagree Agree Agree B
Bilingual ism M B M B M B M B
|

| 0 1 4 4 16 12 80 83 |-0.95
|

|

I 2 1 40 48 28 28 30 23 | -2.6**
| |

|

|

— 2 2 20| 21| 3| 3| 4 | 42 |11
]

|

|

[r— 1 2 41 52 37 30 21 16 -3.2%%*
]

]

L — 1 1 43 58 33 26 22 15 | -4.0%**
]

]

|

s | O 1 4| 5| 15| 17| 8 | 77 |-13
]

|

|

e | 1 2 5 4 | 24| 2| 70| 72 |-08
]

|

|

— 0 2 12 19 29 27 59 52 |-10
|

| ]

|

|

T — 1 2 26 27 32 25 41 46 -0.5
|
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language (see Green, 1999). According to a Eurobarometer survey (see European
Commission, 2006), 89% of Greeks do not useaforeign languageon adaily basis.
And negative perceptions of bilingudism come from amonolingud perspective
of wha it is to function in two or more languages (Cumming 2003).

Although the subjects of the study generally showed positiveattitudestoward
bilingudism, it should benoted that most of them were not so positivey disposed
toward bilingudism in two out of the three statements concerning bilingudism at
asocigad levd. In particular, 66% (38% * strongly agree’ and 28% ‘agree’) of the
monolingud swould like*' Greek to betheonly language spokenin thearea’, while
the corresponding figurefor the bilingua sis only 38% (19% ‘strongly agree’ and
19% ‘agree’). Whereas practicdly hdf of thebilinguas (23% ‘strongly agree’ and
28% ‘ agre€’) believe that ‘To speak Greek in Greece is dl that is needed’, the
corresponding figure for themonolingua sis58% (30% * strongly agre€ and 28%
‘agreg). It ispertinent here to point out that themastery of the Greek language —
whichisconsidered asthemain factor of socid, cultura and economicintegration
—remains the main priority of the Greek education system. Not surprisingly, a
Eurobarometer survey (see European Commission, 2001) revealed that 90% of
Greeks agreed with the statement that ‘Enlargement of the EU to indude new
member countries means that we must protect our language more .

Teble 2 indicates that subjects whose parents had Greek background (father:
p <.05; mother: p <.001) and those who were born in Greece (p <.01) were
significantly more likely to agree with the statement ‘Speaking two or more
languages is difficult’. A similar trend was noted for the statement ‘I would like
Greek to be the only language spoken in the area’ (dl three a p <.001). It was
further found tha md e subjects agreed more than f emd e subjects with these two
statements (p < .05 and p <.001 respectively). Subjects whose mother’s origin
was Greek and those who were born in Greeceagain scored significantly higher
on the statement ‘Children get confused when | earning more than one language
(p < .01 and p < .05 respectively). On the other hand, subjects born outside
Greece were found to believe more strongly than those born in Greece that
‘People can earn more money if they speak other languages besides Greek’
(p <.05). In linewiththis, subjectsbornin Greecebelieved more strongly than
those born elsewhere that ‘People only need to know one language’ (p < .05).
Besides adhering more strongly than females to the underlying beliefs that
knowledge of languages trandl ates itself into financid gains (p < .01) and that
people just require one language (p < .05), mde subjects were again more
strongly of the opinion than females that ‘To speak Greek in Greeceis all that
isneeded’ (p < .01). Femalesubjects, on theother hand, were more inclined than
male subjects to accept the statement ‘ Speaking both Greek and another
language helpsto geta job’ (p <.05).
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TABLE 2: Attitudestoward bili ngualismby sudents gender and hir thplace, and parents origins

Attitudes i ' , ‘
toward S(t;d?t ®| zscore thhq S| zscore Moot_he_r S| zscore bsuigeln S| zscore
Bilingualism enaer rigin rigin irthplace

Male -0.3 Greek -0.6 | Gresk -16 | Greek | -1.70
Female Other Other Other

Male | -3.2** | Greek -0.5 | Greek -0.8 | Greek | -0.51
Female Other Other Other

Male -0.6 Greek -0.1 | Greek -0.8 | Greek | -1.32
Female Other Other Other

Male -0.8 Greek -1.8 | Greek | -2.8**| Gresk | -2.2*
Female Other Other Other

Male -2.1* Greek | -2.2* | Greek |-3.5***| Greek |[-2.8**
Female Other Other Other

Male -2.2* Greek -0.3 Greek -0.9 | Gresk -0.58
Female Other Other Other

Male -0.1 Greek -0.9 | Gresk -14 | Greek |-1.26
Female Other Other Other

Male | -2.6** | Greek -0.9 | Gresk -06 | Greek |-1.9*
Female Other Other Other

Male -098 | Greek | -05 Greek -05 | Greek | -0.27
Female Other Other Other

Male -2.3* | Gresk -0.7 | Gresek -1.7 | Gresk | -2.0*
Female Other Other Other

Male |-4.7%** | Greek |-5.2***| Greek |-7.1***| Greek S4.7x**
Female Other Other Other

*p<.05** p<.0l, *** p<.001
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In our opinion, these results can be explained by the fact that, despite the
increasing linguistic and cultural diversity, Greece has operated under
monolingua and monoculturd assumptionsfor alongtime While in most of the
statementsthe independent factors of parents’ origin and students’ birthplace did
not exert any statisticdly significant effect, the gender factor on the contrary
produced statisticdly significant differencesin six out of the 11 statements.

Discusson

The starting point of this paper has been that the on-going European
integration — which is characterised by the opening of the labour markets, the
elimination of frontiers and globalisation — will have an impact on people’s
attitudes toward foreign language learning and eventually bilingudism, both &t
individual and societd levels. Teking into account the increasing number of
studentsin Greek school swith non-Greek background and thefact that we livein
an incressingly globdised world, this study used an adgpted version of Baker’'s
(2001) language attitudes questionnaire in order to examine students' attitudes
toward bilingudism in the Gresk islands of Rhodes and Symi. After identifying
monolingud s and bilingud s as two distinct groups, thefollowing two hypotheses
were investigated:

(i) Ingeneral, dl subjects are expected to hold more positive attitudes toward
bilinguaism than monolingudism.

(i) Monolingua subjects are expected to hold less positive atitudes toward
bilingudism than bilingud subjects.

The results of this study show clearly that dl subjects, whether bilingud or
monolingual, hold positive attitudes toward bilingualism. Being bilingual is
generdly regarded as positiveor even advantageous. This constitutes an important
consideration relaed to foreign language education in Greece and the declared
am of theCouncil of Europeto promote plurilinguadism. Thegreat mgority of the
1,727 student participants in this study appear to have understood tha speaking
two or morelanguages givesyou an advantage —which they see more in terms of
job opportunities and economic rewards— over monolingud people. It seemsthat
they realise that, especidly intourist places such as the Greek islands of Rhodes
and Symi, ‘bilingudism can lead to practicd, career-rdaed advantages' (Shin,
2000, p. 97). Thehypothesisthat ‘In generd, dl subjects areexpected to hold more
positiveattitudes toward bilinguaism than monolingudism’ can consequently be
considered as verified.
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This finding is substantisted by data of a Eurobarometer survey (see European
Commi ssion, 2006) whi ch established that the great mgjority of Greeks (92%) think
that young peopleshould learn languagesin order to improvetheirjob opportunities.
In our study, we found that the maost preferred languages are English and German.
This seemsto reflect theinternationd status of thefirst and theincressing inflow of
German-speaking tourigsin the areawherewe conducted the study. Indications are
that the large number of German touristsvisiting Rhodes and Symi every year has
led to an awareness among the students that expertiseinGerman is akey for finding
ajob, a least in the tourist business. German is dso considered the language of
technology and trade (see Cabau-Lampa, 1999). A Eurcobarometer survey
concerning Europeans and their languages found that 30% of Greek respondents
assessed German as the second most useful language (see European Commission,
2006). This survey found that while50% of Greek parents beievethat their children
should learn German, 96% chose English. Asfar as Englishis concerned, it isnow
acknowl edged as a globa language, being the first, second or the forei gn language
of apopulaionestimated & 1.5 billion people (Crystd, 1997). It has been found that
thereisa strong desire anong Europeans, especidly withintheyoung generétions,
to learn English which has established it f as thefirst or the most widdy taught
foreign language in the EU (Labrie & Qudl, 1997). The same applies for English
in theAsian context where this language has been identified as an integrd part of
the globdisation processes (Lamb, 2004).

A survey about citizens' views on life ong learning among the residents of dl
EU member states as well as Iceland and Norway (see CEDEPOF, 2003) found
that Greek respondentsrated their knowl edge and skills of ugng foreign languages
around 15% above average. In Greece, the students' instrumental orientation
toward the learning of foreign languages is highly influenced by socio-culturd
factors. As already pointed out, Greek children instrumentaly seek foreign
languages which are viewed as economic assets in order to compensatefor thefact
that Greek is a‘smdl’ language tha is hardly spoken outside their country.

As expected, the study’s comparisons between monolinguds and bilingues
revealed tha monolinguas hold less positive atitudes toward bilingudism than
bilingud s. Thisemerged dearly from two out of the three statements deding with
bilingudism a societd leve: while 66% of the monolinguds agreed with the
statement ‘1 would like Greek to bethe only languege spoken in thearedl, 58% of the
mondingud s a so agread with the Satement ‘ To Pesk Grek in Greeceisdl thais
needed’. These results reflect how many people in Greece still bdieve that their
country islinguigically homogeneous. Present results d so corroborate other studies
which show that the mgority language is a strong means of binding together dl
members of a gate, while at the same ti me excluding those who do not speek it (see
Luchtenberg, 2002). M ost gppropriatd y, thereis today in Europe anongoing discourse
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about thevd ueof linguisticand cultura diversity, how thisdiversity should be handled
and what should be the role of language education (see Gogolin, 2002, Beacco &
Byram, 2003). But Europeans still do not dways accept diversity dueto thefact that
mondingudism is considered as the normand bilinguaism asa‘problem’ associ ated
with the great influx of immigrants in their countries. In this snse, the incressed
linguigic and culturd diversity isviewed as divisve and ‘bilingua and mutilingua
individua s may appear unusud’ (Wardhaugh, 1994, p. 98). In Greece, as in many
other European countri es, we expect in fact dl members of anation to shereacommon
language besides learning foreign languages a school.

Gender emerged from thi s study as exerting asignificant influence on subjects’
responses to most of the atitudind statements, irrespective of whether these
denote positive or negative bilinguaism. Femdes were generally found to be
more positively disposed toward bilingudism than maes. In paticular, maes
surpassed femaesin only three out of the 11 statements deding with bilingudism.
Thisfinding isin linewith other studiesin which fema es were found to hold more
positive dtitudes than mdes toward foreign or second language learning (see
Ellis, 1994; Kobayashi, 2002).

Generdly speaking, our study has reveded that knowing many languages is
considered an asset and that bilingudism, in view of its practical and economic
rewards, is becoming very important in today’s world. However, the results dso
show that the subjects of our study were not so positively disposed toward
bilingudismasasocietd phenomenon. Theeducation system has consequently to
cope with this apparent reluctance to accept linguistic diversity. The present
findings suggest that we need to persuade people in Greece not only about the
vaue of bilingudism, both for individud sand society & large, but al so aout the
naturalness and widespread occurrence of beng bilingua or plurilingud. The
whole point is that ‘plurilingudism is not only amatter of competence but aso
an dtitude of interest in and openness about languages and language verieties
of dl kinds' (Beacco & Byram, 2003, p. 10).

Themgor impication of this study rd etesto the questionof * How to change our
menta representati ons of societd bilinguaism so that linguistic and culturd diversity
areseen asasourceof enrichment’. Asthe SngleMarket inEuropefurther increases
peopl€ smability, the incentive to learn foreign languages will a0 receive a boost,
thereby augmenting the proportion of bilingud individuads (Apetauer, 1993). It
follows that schools must provide ‘dl students with the opportunities to acquire
culturd and linguisti ¢ proficiencies and modes o behaviour tha will dlow them to
participete as dtizensin achanging world’ (Allemann-Ghionda, 2001, p. 30). Hé ot
& Young (2002) consequently suggest that |anguage awareness activities shoud be
integrated within school programmes in order to help children and teachers
gppreciate language and culturd diversity in our increasingly globdised world.
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Theresults of our study can be used asastarting point to examinehow Greece
handles the phenomenon of bilingudism and plurilinguaism, and how this is
being tackled in the curriculum. This leads us to investigate a number of
interesting questions, such as, ‘Is there any reference to the educationd vaue of
linguisticand culturd diversity that isbrought to school s by thevarious languages
and cultures?, *Are there explicit references to thelanguages of immigrantsliving
in Greece? and ‘ Are languages seen as resources or as problems? . Given these
possibilities, we are of the opinion tha the findings of this study merit dose
consi derati on when di scussi ng and i mpl ementing language and educétion policies
amed a promoting the Council of Europe’s plans in favour of plurilinguaism.

Notes

1. The Council of Europe (which is not part of the EuropeanUnion) is an intemational organisation
of 46 member statesin the European region. Its main success was the European Convention on
Human Rights in 1950, which serves as the basis for the European Court of Human Rights.
Membership is open to dl Europeandemocracies whichaccept the principle of theruleof lav and
guarantee fundamental human rights and freedoms to their citizens.

2. The European Commission (formally the Commission of the European Communiti es) is the
exeautive body of the EuropeanUnion. Alongside the European Parliament and the Council of the
European Union, it is one of the three main institutions governing the Union.

3. Itwasassumedthat subjects who have alanguage other than Greek astheir mother tongue are dso
fluent in Greek, asthey attended public schools in which fluency in Greek isrequired.

4. Eurobarometerisa series of surveysregularly performed on behalf of the European Commissi on.
It produces reports regarding public opinion on certain issues relating to the European Union
across the member states.
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FACETO FACEWITH EMMANUELA: REFLECTIONS
ON THE USESOFTHE MEMOIR IN EXPLORING
THE LIFE STORY OF ANINETEENTH CENTURY

WOMAN TEACHER
SIMONE GALEA

Abstract — This paper is concerned with ‘A litle Memoir of a Good and Pious
Woman Educator’, namdy Emmanuela Azzopardi, a headteacher living in the
second half of nineteenth century Malta. The memoir — written by Canon Paolo
Pullicino, the Director of Education at that time—is a very important one as it
uniqudytdlsthestory of awoman'slife, outlining theofficial duties of theteacher
and defining her ideal characteristics. My interests inthis particular archive do
not only liein examining the virtues expected of the woman teacher; a reading
which is very useful in tracing the formation of the teacher as we know it today.
Feminist poststructuralist theories lead me to question the uses of the memoir
itsdf, its politics of representation and the spaces it opens for the theoretical
considerations of theportrayal of thisteacher. Asafeminist exploring knowledge/
power and gender rdations, | will be discussing issues of women’s voice and
representations, particul arly the possibl e uses of the space created by thememoir
for subversive purposes.

Introduction

hat followsis a description of Emmanud aAzzopardi, aMaltese headteacher
of theprimary school in Valetain the second hdf of the nineteenth century, f ound
inamemoirtwritten by Canon Paolo Pullicino, the Director of Education, in 1871:

‘A Little Memoir of the Life of a Good and Pious Woman Educator

Retaining her confidence in God, she modestly took up (1% November
1857) the new and deli cate position, whi ch sheretai ned urtil her death. She
away's remai ned faithful and careful to promptly follow the directions of
her superiors. She wascareful not to betray her consci ence that obliged her
to promote the materi al aswel | asthe spiritual needsof her female sudents
making use of her own podtion not o0 much for personal gain but more as
a means by which she could do good to others.

And she managedto dothisin amarvellous way. A proof of thisisthe
constant excell ent results of her [abours. And thiscoul d clearly beobserved
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mostly inthe annual exami nations. These alway s satisfied the requirements
set down by the regul ations Her classeswere many timesgreatly admired
by variousfamous peopl ethat visited the school in different times, andthey
alwaysremai ned impressed by the effortl ess (easy) and quick way through
which the students of her classes were especialy prompt to resolve
extremely difficult arithmeti c problems. There were alat of these famous
people, of whom | only dare mention Mr Tuffnell, Archbishop Errington,
Rev Wenham, Cdl Lefroy, Lord Harrowby, Lord Carlile, Lord Carnavaron,
Lord Sandon, Earl Fortescue and Lord Ducie.

Whenever the school was visited, at the timesof Governor? Sir W. Reid
and of his successor Sir Gaspard Le Marchant, by men as distinct asthe
famous persons mentioned above, the headteacher was highly prai sed for
her ability in directing the schod even though she did not boast of this

Maybe others would have greatly glorified themselves. She was

compl etel y agai nst such vanity. Shetook pleasure only in the good things
tha her classes obtained; but she did not boagt of this. She kept hersel f

humbleand modest; devoid of any artificiality. She only praised God and
made use of the good that she producedto encourage herslf tofindways
to double her efforts and obtain better reaults’ (Pullicino, 1871a, pp. 5-7)

This memoir is important in that it uniquey tels thelife story of a Matese
womean teacher in thosetimesand in outlining theofficid duties of the teacher as
wd| as defining the characteristics of the teacher of that day. The historicd and
politica uses of the memoir are various. A women’s history of education would
sek to use it to highlight women'’s participation as educaors and to examine the
virtues of thenineteenth century woman tescher, a feminist andysis of thememoir
would makea critique of women's positions within educationd institutions, while
areading of the memoir in a genealogicd fashion would criticdly andyse the
formation of the nineteenth century teacher to trace the legacies of the woman
teacher asweknow her today (Gdea, 2002). Thispaper reflectstheinterests outlined
above in discussing the characteristics of ‘a good and pi ous woman educator’ and
theideol ogies of womanhood & thetimethememoir waswritten. In anaysing the
spaces conceded to women within educationd institutions this pgper shall dso
rai sequestions re ated to the spaces created by the publication of thememoir itsdf,
its politics of representation and the possible uses of the space for subversive
purposes. In exploring these different spaces | shdl be deding with the actud
portrait of thelady as depicted by Pullicino, thefeminist places from whichit can
beinterpreted to theimaginary spaces through which the memoir and thelegendary
Emmanuda can be recreated. | shdl take afeminist poststructurdist perspective
to explore power, knowledge and gender relations, issues of women's voice and
representetion to raise and answer questions such as: How are women and
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particularly women teschers portrayed in this memoir? Wha aretherol es ascribed
to them? What is the politica function of the memoir? In whose interest was it
published and whoseinterests does it serve? How can thememoir be used to ubvert
thecolonid and patriarcha interestsin portraying women and women teachers as
such? Can Emmanuda speek for hersdf? How?

The feminist poststructuraist perspective taken here will draw on Foucault’'s
reflections on and his uses of the memoir and Spivak’s feminist concerns with
dominant historicd representation of disempowered groups, particularly women,
to explore the power positions of women teachers as elite career women and
guardians of knowledge; astd king objects and subjects of patriarcha and colonid
power and as agents of knowledge. My am in expl oring thetheoretica ramifications
in coming face to facewith Emmanuel aechoes Spivak’s concernin analysing ‘the
fabricationof repressi on, aconstructed counter narrative of woman's consci oUsness,
thus woman’s being, thus woman'’s being good, thus thegood woman'’ s desirethus
thewoman’'sdesire’ (Spivak, 1988, pp. 304-305).

This paper will give an overview of the historical colonial backgrounds of
educational contexts from which the memoir emerges. After analysing the
contents of the memoir to present a feminist analysis of Emmanuela’s power
positions as awoman teacher, | shall move onto a critical analysis of the uses of
the memoir itself and itspossible uses in culturally representing Emmanuea as
a womean teacher.

Maltese hisorical and educational contexts

Madta became a British colony in the year 1800 and remained so until the
1964. Theandysis of Emmanuela s memoir and its manifestations of rdations of
power, knowledge and gender have to be read within the context of colonid
influences, especidly those concerning education provision. TheBritish considered
Mdtaan important fortress colony and the Matesewere treated ‘not as peopl ebut
as nativeinhabitants of thefortress' (Frendo, 1991, p. 5), that is, an Englishman’s
inferior. Their various ways of controlling the Mdtese were authoritarian and
intrusive, induding forced mass emigration to control the increasing popul ation.
Education undoubtedly was one of the important mechanisms deployed by the
British to control the Mdtese especidly the lower dass. Up to this day, our
educationd system is very much influenced by British educationd practices. In
the beginning of the nineteenth century, the organisation of schooling and the
di scourses pertaining toeducation in the UK infiltrated in Mata What is particular
totheandysis of the characteristics of the teecher in Pullicino’smemoiristhat in
theUK, a that time, therewas agrowing concern about theintelectua and moral
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condition of the urban poor and the idea that cheap education could solve the
problem.A s Jones explains ‘it i s this concern that mobilises astrategy of schooling
to regulate the nomadic, dissolute degenerate and margind population of the
urban slum’ (Jones, 1990, pp. 57-58).

Philip Altbach (1971) observesthat the educational facilitiesin the colonies
were generally neglected. The same can be said about colonial Malta. An
uneducated Mdtese population served the British interests in keeping power
over them. Yet, at the same time, the British in Malta had to control the
prof essional dasses and the clergy who might have harboured ideas of unifying
Maltaand Italy. The introduction of education of the masses in Malta therefore
has to be understood within the context of regulating the lower classes,
encouraging them to learn to read and write in their native tongue and the control
of the population through emigration. Considering such political tactics it
made more sense that those who were in charge of education — the teachers,
headteachers and directors—were of low class origins mobilised to form ‘anew
middle dass of educated Mdteseacclimatized to theBritish style [who] came to
accept British rule and developed pronounced British loyalties’ (Cassar, 1988,
p. 121).

This historicd background provides an interesting backdrop for exploring
Pullicino’s need of the memoir to represent awoman teacher. Asexplained earlier,
Pullicino was el evated to high positionsin educationa hierarchiesdue to hisdear
dlianceswith Britishcontrol and theref ore his position can bedescribed as colonid.
In the nineteenth century, politicd memoirs were quite common and widely
circulated. Diaries and memoirs of minor statesmen — such asthoseof Sir Charles
Grenenville, aderk to the Privy Council3 (1821-1851) —have cast important light
on the politics of that particular time. One can only imagine that Pullicino was
inspired to use the memoir through his contacts with the Privy Coundil and must
have been particularly impressed by the popularity of the memoir in effectivey
reaching a large number of readers. However, Pullicino did not write his own
memoirs, hedid not publish hisown life story. Neither did he urge Emmanudato
writeout her own memoir. Hechose to tel thelifestory of Emmanud aAzzopardi
after her death to enlargeher good and pious qualities and immortdiseher saintly
nature as an exemplary educator.

In the UK and dsewhereit is highly probable to find documents, diaries and
journals or letters written by nineteenth century women teachers themselves.
Although onehasto be caref ul not to read to d oseto thesetextsin that wha issaid
by these women is sometimes a playful representation of what is acceptable of
them, thevery presence of thesetexts show that thesetextswere given thespaceto
be created and theimportanceto bepreserved. In Mdta, up to this day, writings by
M dtesewomen teechers aredifficult tofind. It is d ear that M d tesewomen teachers,

38



as Emmanud a, have ether not found the space or the politica/persona motivations
toaticulatetheir visions of education and to represent themselvesand their lives
aswomen teachers.

Within such contexts, the political motives of publishing Emmanud a s memoir
can be understood more clearly. The voice of Pullicino, adergy who supportsthe
British colonid cause, is crucial in defining the characteristics of the nineteenth
century woman teacher. Hissocid dass, rdigious and gendered positions arewd
suited to the interests and workings of coloniad power that seeks to esteblish
‘consensud’ control of thepopulation. Thefact that thismemoir waswritten by a
man who was picked in 1849 by the Governor and who was a priest directs one's
atention totheway vari ousdi scourses, governmentd and rdi gious, worked together
to producethemorally good tescher.Above dl, it shedslight on the M d tese socio-
culturd context and the way certain men were chosen by colonid regimes to
dominate the public domain. Such power networks are reflected in the kind of
sources, official documents, pamphlets, memoirs, etc. available for historical
accounts. Rondd Qultana (2001), in researching technical education in Mdta,
obsearves that generdly these sources are written by those who see, andyse and
interpret events ‘from the top’. As he argues,

‘In the 19" century, seeing events* fromthetop’, also meant privileging the
mal e voice, sothat history of techni cal educati onispredominantly ahisory
of mae education. As in many areas of life, women remain hidden
from ‘hisftory’ either because the home was cond dered to betheir proper
plece ... ' (Sultana, 2001, pp. 67-68)

There are other power networks that ensured that men remained & the top
controlling the admini stration of education on theislands. Onehasto mention that
it was in the interest of the British not to oppose Matese people where rdigion
was concerned. The choice of a priest to formaise, manage and reform primary
education was atectful attempt to employ educationd changesin linewith the UK
without any cause for concern that the public and especidly the dergy would
object to possible Protestant roots. Paolo Pullicino was the embodiment of the
dliances of the two powers and his educationd thought and practices brought
together these discourses in the game of populaion control. He also marks the
way governmentd and religious discourses influence the educationa sphere in
Madtaup to thisday. As Joseph Zammit Mangion comments, Pullicino ‘must be
credited with the foundation of a truly “nationd system of [popular] education”
on modern lines’ and ‘the Education Department as we know it today’ as wel as
bringing ‘to education in Mdta an uncommon body of educationa theory and
lore...” (Zammit Mangion, 1992, p. 21)
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The making of the woman teacher

Pullicino madeuseof different strategiesto regul ariseand manage schools. He
chosethephysical settings of the schools, organi sed pupilsinto dasses, and i ssued
detailed timetables for every class, induding specifications of content, exercises
and books to be used during the lessons (see Pullicino 1871b). Order in primary
schools was his prime motive. Even the word ‘method’ to him was synonymous
with order.

‘1. The word method, Greek in origin, generally means direction and
order: applicable and indeed greatly necessary to everything.

2. When used in teaching it 9 gnifiesorder of i deas andwords aswell as
contral of behaviour and work asdes rableinschoal.’” (Pullicino, 1858,
p. 1, trandated from the original Italian by mysalf)

Teachers were very much the product of this disciplinary mechanism just as
their pupils were. They were controlled through the timetabled efficient use of
time and through prescribed teaching methods. Such measures, as Foucault
observes, induced teaching with an ‘ obligatory rhythm, imposed from theoutside,
it is a“programme” it assures the elaboration of the act itsdf; it controls its
devdopment andis staged fromtheinside (Foucault, 19914 p. 152).

Pullicino regularly issued rules of conduct. As an inspector he had the power
to observe and control teechers through inspections and pupil examinations. But
maybe the most influentid way in which Pullicino ensured that his ideas were
adhered to and made functiond was through his gppointment as a professor of
primary school pedagogy and the openingof aTraining School for assistant teachers.
Pullicino’s establishment of training schools was done on the lines of Sir James
Kay Shuttleworth in the UK, of whom Pullicino was great afollower (Zammit
Mangion, 1992, p. 21).

Shuttleworth was the secretary to the Privy Council that, through the
establishment of specific trai ning school sin the 1840s, contri buted to theformation
of the teacher asan ethical modd to the urban classes. As Jones (1990, pp. 62-63)
remarks, thetra ningconsisted in technol ogies of thetransformation of theteachers’
sdves, men’sor women's, into modest, humbl e per sonswho f orget themselvesin
theservice of others.

Pullicino’s memoir shows an enactment of Shuttleworth’sided tescher whois
mord, virtuous, humble, modest and tame. Thi s dedi cation to one parti cular woman
teacherisdearly directed to set an exemplary behaviour for other women teechers.
Pullicino’s description of the ideal woman teacher, in fact, emphasises her
subordinaion to her superiors, praising her for the reproduction of instructions
and regul aions set by Pullicino himsdf. However, such quditiesand atitudes, as
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I will argue again later on, were not only expected of women. The teacher’s
readiness to obey, which is mentioned in Pullicino’s memoir, also features as
oneof Shuttleworth’sgenerd prerogativesin teachers' training and sd f-formation.
Furthermore, the importance given to teachers' obedience and compliance to
established rules and methods of teaching rather than their know|edge of subjects
is common to both Pullicino’s as well as Shuttleworth’s ideal of the teacher. In
thenext section, | shal explan how women become the primevehicles of pastoral
power and how they gradually substituted the predominantly masculine
authoritarian teaching styles when they increasingly took up men’s places in
schools.

The woman teacher asthe pastoral carer

It is very dear that such maernd characteristics are particularly expected of
women teachers. Emmanue aAzzopardi did not only epitomisePullicino’svision
of the perfect teacher but d sothat of the perfect woman and mother. The hierarchicd
arrangement of the relationship between Pullicino the director and inspector,
Azzopardi the teacher and her pupils is pardld to the familid reations between
father, mother and children. This once again, recalls the image of the Victorian*
family and that of the mother as theteacher of virtue of her children.

Moreover, Pullicino’s processes of making and regulating the teacher in the
nineteenth century functioned asa way to normalise family life, especially that
of the lower classes. The teacher, at this point, comesto be perceived as a model
substitute parent. It is here thatthe maternal characteristics of the woman teacher
are exploited and that the link between the mother and teacher is mostly evident.
Her subtle gentleness, love and caring together with her moral excellence,
virtuosity and asexuality, which are also the quditiesthat this memoir highlights,
are actually the prevalent qualities of the mother in the Victorian era (Thurer,
1994, pp. 182-287). Thesematernal characteristicswere gradually transferred to
the woman teacher when the socidisation of children was taken over by public
institutions.

The description of Emmanuda Azzopardi as the mother and the teacher of
virtue stems from Pullicino’s religious background. But the description was
particul arly acceptablebecause, as T hurer explains, inthelae nineteenth century
themother was thesecular version of the Virgin Mary. Shewas put on apedestd,
considered the angd of the housebecause of her important socid roleof teaching
virtue to her children. Emmanuela Azzopardi’s characteristics, at least those
mentioned by Pullicino, and the general image of the good teacher promoted by
discourses of teacher training are remarkably close to the ided Victorian mother.
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Emmanudds role as a teacher overlgpped with the duties of the mother to
compensate for thelack of mora education of children by their parents. Pullicino’s
description of Azzopardi showstha teaching gradudlly diffused into the territory
of parenting, especidly where working class‘wild’ children were concerned.

‘Shegavealot of thought to moral education. She usedto try and educate
her studentsin religious practices These should not only be studied in
School during Catechiam but al 0 practised by doingreligious duties. And
sheattendedtothis in a serious manner and made her studentsaccount for
ther religious practi ces Teacherswho wishthat their School is notonly a
means of instruction but a srong foundation for the best moral education
should do the samething. She did not say that parents should provide for
this.In thecase of public el ementary schools, mostly attended by daughters
of working class persons they should provide for al the needs of these
gifs; whosereligiouseducation is greatly neglectedif not opposed by the
parentsthemsel ves. The School therefore should compensate for this lack.
Otherwi s those ingructresses who do nat provide for this produce badly
and half educated gudents from their schod s’ (Pullicino, 18714, p. 11)

Investigating the memoir

The memoir isa useful source for an andysis of the way women teechers are
constructed as subjects and objects of knowledge and the powerful/powerless
positions they hold as women and teacher sin thedissemination of patriarchd and
colonid ideologies through the teeching of the young. It features as one of the
important sources for an analysis of the power rd ations through which persons are
constructed within particular historical socio-cultura contexts. The memoir as a
historicd document outlines the discourses and knowledges formed & particular
times and places, and especidly how thesedefineindividuds, prescribeand ascribe
therroles.

Michd Foucault is especidly known for using memoirs to show how power
structures and institutiona di scourses are used and reformed to create subjectivities.
My search in historical documents and finding Pullicino’s A LittleMemoir of the
Life of a Good and Pious Woman Educator has been inspired by a similar
Foucaultian quest to trace thef ormation of discourses about women, and teachers
in particular, and the socid uses of their particular roles as carers of the young.
This methodol ogy, which istermed gened ogy, is different from theusual ways of
doing history. Geneadogy relies on historicd data and factsinthe archive, but the
am isnot that of aconventiond history which amsto giveastory of progress and
devel opment of someidea or practice. It hints a the possibl e spaces that cregted
certain discour ses which formed certain subjects (Foucault, 1984).
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Thisinterest in gened ogy, as Foucault himsdf describesit, isacriticd concern
with thehistory of the present in that it seeksto tracethe conditions, the spaces out
of w hich discour ses and personswith parti cular char acteristics could be crested.

‘Here too the investi gation makes use of “true’ documents, but in such a
way asto furnishnotjug the evidence of truth but al so an experience that
might permit an alteration, a transformation, of the rel ationship we have
with ourselves, our cultural universe: in a word with our knowledge
(savoir).” (Foucault, 1991b, p. 37)

Foucault as agened ogi st makes an archaeol ogicd use of thesameraw maerids
of the historian — archives, chronides, memoirs, dairies, journds and officid
records. However, he makes different use of them when he seks to tracethe way
di scourses have been shaped to affect our present lives. As ageneal ogist, he presents
an interpretation of why certain things teke the shgpe they have. But what is of
paticular interest to this pagper is his use of memoirs and his reflections and
ddiberations onthe way they could be presented to the reader. It isdear that his
use of the memoirs of Piare Riviére (see Foucault, 1975) and Herculine Barbin
(see Foucault, 19808) is guided by his broader genealogicd interests in tracing
the formations of subjectivities; abnormaised and normaised ones.

Foucault’s particular focus on the lives of persons considered to deviate from
the norm — Pierre Riviére, a 16 year-old boy who killed his mother, brother and
sister and HerculineBarbin, a hermaphrodite—isnot driven by a curiosity of how
these persons lived but by how their lives were judged through their very
representations. Foucault’s use of memoirs and documents are not amed to
monumentdisethepersonsand their lives, but to analysethedocumentsin away
to shed light on the way persons were conveyed through these writings. A
genealogicd interest in these texts demands an active reading of the texts; one
whichisopento interpretation of thereaders. In fact, Foucault struggled with how
these texts could be presented to the reader and with the question of how Pierre
Riviére or Herculine Barbin would be dlowed to spesk, and how readers could
come up with their own readings of the memoir. Foucault, in his introduction to
Pierre Riviére, explans tha documents and memoirs are to be anaysed because
‘they giveus akey to therdations of power, domination and conflict within which
di scourses emergeand function and henceprovidematerid for apotentia anaysis
of discourse which may be both tactical and politicd and therefore strategic
(Foucault, 1975, pp. xi-xii).

Surprisingly, Foucault does not andyse or interpret the document. Foucault
himsdf admitsthat the memoir could have been used to bring out the discourses
that havelead to adefinition o madness or to consider Barbin or Riviere as examples
of their own kind. In ‘Lives of Infanous Men', Foucault (2001) writes of his
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indecisions regarding the use of the documents he came across. Clearly he
considered these archives too important not to get them published, but in this
introduction he again expresses his concern about whether to actudly reproduce
them asthey gppear origindly or indude an accompanying andysis. Neverthe ess,
Foucault’ swritings about his own investigati ons of these documents are signifi cant
to thediscussion rd aed to an anal ysis of Emmanud d s memoir and the useof this
memoir. Foucault’ sdocumentsare different from Pullicino’ smemoir of Emmanud a
in that they are not used to represent exemplay lives. On the contrary, if any
lessonisto belearnt thisisthat thebad, scandal ous and i mpious areto berestrained
and that they are to remain infamous. Neverthd ess, Emmanud a and the persons
in Foucault’s documents have had asimila fate it is ther rdations with power
that ensured our knowledge of their existence today. As Foucault explans

‘But in order for some part to reach us, a beam of light had to illuminate
them, for amoment at | eag. A li ght coming fromel sswhere. What snatched
them fromthe darknessinwhichthey coul d, perhaps should haveremai ned
was the encounter with power, without that collison, itsvery unlikely that
any word woul d be theretorecal | their fleetingtrgjectory ... All thoselives
deginedto pass beneath any di scourse and di sappear without ever having
beentold were abletoleave traces —brief incid ve, often enigmati c — only
at the point of theirinstantaneouscontact with power. Sothatitisdoubtl ess
imposd bleevertogragp them againinthemselves, asthey might have been
“inafree gate”, they can nolonger beseparated out fromthe declamations,
thetacti cal biases, the obligatory lies that power rel ationsand power games
presuppose.” (Foucault, 2001, p. 161)

The two faces of the memaoir

The memoir is an ambiguous piece of writing considered from a feminist
perspective Thisis because the memoir seeks to place the woman teecher within
the public sphere in a different way from statistics, registries and records. The
memoir which is more of the biogrgphicd type taking the form of a life history
deves into the persond realm — something which is all the more rdevant to a
feminist that reeds the persond as politicd. Thememoir places Emmanud awithin
the public sphere, it symbolises the parti cular work of women within socio-cultura
domain; atask that feminists today are very much concerned with. Furthermore,
the memoir is the first we know that seeks to describe a Mdtese teacher and her
lifein such detail. Stories of Mdtese teachers have largely been ignored and are
still very much unknown. The memoir thereforeis awitness of her existence. It
is through thiswriting that we get to know of Emmenud Azzopardi.
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The problem with the memoir is that we never get to know her in her own
terms. Foucault’s considerationsin using the memoir areinspired by his am to
insurrect subjugated knowledges, that is, ‘a whole set of knowledges that have
been disqualified as inadequate to their own task or insufficiently elaborated;
naive knowledges |ocated down on the hierarchy, beneath the required level of
cognition or scientificity’ (Foucault, 1980b, p. 82). Emmanuda s memoir remains
subjugated. She is never allowed to paint her own self-portrait; she is never
allowed to be presented in a‘freestate as Foucault would have it. In this respect,
Emmanuda s memoair is different from tha of PierreRiviereand HerculineBarbin
in that the latter are written by the authors themselves and get the space to be
able to articulete their own versions of the events, their own interpretations of
their lives. This does not mean that Perre Riviére's interpretations of his own
story are hot subjected to thediscoursesthat construct him as amurderer. Foucault
(1975) himself usestheir memoirsto explain theway discourses create a typical
portrait of the murderer.

Neverthe ess, onecan say that Emmanud &’ s memoir undercuts thedemocratic
attempts & making the unknown known because Emmanuda never getsto speak.
Wenever hear her voice. Weformulate our own visions of her through thegaze of
a colonised dite whose interpretive techniques were informed by pariarchd,
religious and imperid thinking.

The ambiguous and contradictory political functions of the memoir can be
understood if compared to ambivalent uses of a veil. The memoir can be
considered a veil tha hides ‘the real woman' underneath, but it is through
the veil itself that the woman is made and can make herself an active subject.
The woman is conspicuous and invisible both at the same time The veil is
preoccupying for those who see it as annihilating women'’s possibilities of
representing their selvesjust asthedifficultiesin finding texts written by women
and women teachers themsd ves make one concerned with the oppressive and
silencing characteristics of the memoir. Nevertheless, this invisibility of the
woman is what ironically marks her existence and raises, as has been done
in ealier sections, the feminist politica interest in andysing the way she is
portrayed.

Through Western eyes the vl is oppressivdy hiding the woman just as the
memoir does, but through the veil the woman can still observe thewor|d without
be ng observed. Thememoir i stheway through which Emmanuda‘sees’ theworld,
dlowing us only to guess what she looked like, making us struggle to imagine
who sheis beyond the veiling memoir. Pullicino’s memoir, in asimilar fashion,
instigatesthereversd of the power of thepatriarcha gazeand thepolitica enterprise
of possibly reinventing the woman that Pullicino has created and imaging the
world as observed by her.
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Speaking for Emmanuela

The contents of thememoir itsdf illustratethe socid expectations from women
and their domestication in theserol es. But they dsoillustratethe need of thecolonid
eite to make them public and accessible to aparticular kind of audience which
understands Italian and curious enough to know detals of her life and character.
Obviously, Emmanud aA zzopardi had no say inwha was written about her lifeat
home and & school since thismemoir was in fact written afew months after she
died. Butitis easy for one to assume, considering the type of discipline she was
subjected to and the particular life contexts, that she would not have objected, a
least publidy, to what was written about her. This memoir shows a mode of
disci plining women teacherswhich isnot coercive. It ismore atechnology of the
sdf wherewomen teechers are expected ‘to perfect themsd ves andmake themsd ves
of more vdue to the noble mission that they have consecraed themsdves to’
(Pullicino, 18714 p. 1).

The power relationsof not letting women speak on their own behal f portray
the gendered relations between the powerful Director of Education and the
obedient woman teacher; the speaking knowledgeable creating subject and
the spoken created agent of the reproduction of knowledge. The simple
social equation between the powerful man and the woman — a male priest
director and a woman teacher — becomes more complicated if one brings in
the scenes of colonial discourses and educational machines to foreground
the equation.

Postcolonial texts such as Spivak’s have critically analysed the complex
patriarcha relations between col oniser, col onised men and women, pinpointing
at how colonisers see themsdves as saving indigenous women from the misery
of remaining oppressively silenced. Colonisersdo this by allowing them spaces
not conceded to them by their native husbands. The memoir can be also read
within thisspirit. Pullicino isthe nativeman, both colonised and col oni ser, who
usesthe gendered spaces dlowed to him by acombinati on of native and colonial
discoursesto define or redefinewomen in education. Pullicino savesEmmanuda
from remaining nameless, but he benevolently names her through colonial
languages that are conceded to him to construct her feminineidentity asawomen
and educator.

Spivak (1988, 1999) explans, in her analysis of the gppearance of colonised
womenin thearchive, that woman emerges only when sheisneeded in thespace
of imperid production. In other words, the vaues given to her are colonid and
patriarcha ones. Spivak mekes this comment when she describes the ways by
which colonisers go against the traditiond patriarcha to appear the benevolent
saviours of women accustomed to commit sati .
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When one reads the memoir in the light of Spivak’s account of the power
relations of the practices of sati, one immediately realises that it is the space
created through the colonial needs of the memoir that saves Emmanuda from
her eternal desth. On theother hand, just as women commit sati to beremembered
as honourable women, here again, ironicdly, it is her death that ensures her
living memory. One would argue that she would rather be dead than living a
dead life. But that would be the perspective of a Western feminist reader who
is interested in the task of reviving the dead woman through the subversive
and imaginative reading of the memoir — a recreation of a life that could have
been.

Speaking as Emmanuela

Would Emmanud a have described her missioninthe same ways as Pullicino
does? What would she have said about hersdf and about Pullicino? What if one
managed to peep into her very secret diaries? What portraits would emerge from
the meanings she gave to her life as a woman and teacher? Wha subjugated
knowledges would have been unveiled?

Feminists such as Donna Haraway (1988), would ra se the question of what
representing hersdf in her own terms means; noting that even if shewere dlowed
to paint her own portrait, she might have used the techniques of representation
and the images tha would have madeher acceptable.

This echoes Spivak’s critiqueof the Subdtern Studi es hi storians group whose
am wasto recuperatethe politicd voice will and agency of the subdtern. Spivak
(1988) objects to theideathat the subaltern is afree being in full control of her
own destiny and that even their subjugated knowledges are tainted by dominant
discourses. Sovereign subdtern subject is an effect of the dominant discourse of
the dite

In this sense, any knowledge derived from a self-portrait would need to
be read within the situations and contextual positions— that is, patriarchal
and colonial —in whi ch Emmanuelawould have described herself asawoman
and a teacher. As Scott (1992, p. 37) points out, the simple reproduction of
women'’s experience has little value if it does not explore the historical
and social contextsinwhich it is produced. And this marks another aspect
in analysing the power/knowledge networks of representing Emmanuela;
the presence of the theorist and her unavoidable need of her analysing and
scrutinising gaze.

Subjugated knowledges are involved in processes of interpretations and
these interpretations, as Haravay (1988) explains, are dways partid and limited.
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The very standpoints of the subjugaed (Harstock, 1990) cannot be understood
as having adirect reion to the truth. They are situated knowledges — locdised
and contextudised.

Faceto face with Emmanuela?

This pgper isconcerned withthe possibilitiesof unveiling Emmanue a aprocess
whichisundoubtedly inspired by Western feminist emancipatory methodol ogi ca
principles of giving voiceto women and of reading their experiences as products
of their particular contexts; of coming faceto face with them. In pondering onthe
possi bilities of reviving thelady, on consi dering the uses of imagination and fiction
in cregting a portrait, one important question remains.

Canwe havea subaltern reading of Emmanuddslife? Isit possible to have a
reading and a reinvention of her life which subverts the patriarchal, colonial
definitions that have represented her in the first place?

A fictiond subversive reading of her life would satisfy the desires of coming
faceto facewith someone, an unknown and hidden other. But, yet again, feminist
desires of such politicd strategiesthemsdves continue to be part of an entangled
web of power and knowledge tha invol ved women’ srel aions anong themsd ves.
And with contexts, however adverse, tha make their representation possible.

Spivak’s (1993) work can again throw somelight on this debate. Her criticism
of the French feminist Kristeva s ways of presenting Chinese women makes one
reflect on the unexpected and politicaly incorrect outcomes of such endeavours.
Spivak (1993) argues that Kristeva, in her book About ChineseWbomen, rather than
representing Chinese women with their particular diverse culture, ends up
expla ning them though her own frames of thought grounded in her French f emini st
theoretical baggage.

Spivak critiques Kristeva for being sdlf-centred and for her inability to let the
subd tern speak. Spivak arguestha Western feminist atemptsto describethe other
adways indude areading of their own sdves and a projection of their own sdves
and their own history and cultures on to others. The theorist that seeks to revive
Emmanudarunsasimilar risk of creating aportrait of their own seves aswomen
and teechers. Nevertheless, the risk can be taken consciously as one cannot step
out of thosedi scour ses which makeher who sheisin thefirst place. Kristevamay
bewrong in reading Chinesewomen’slives without seriously taking their culturd
contexts and their history in consideration. But, as Spivak hersdf has argued, neither
can Chinesewomen'’s speech as tha of asubatern group be consi dered as unta nted
from powerf ul dominant discourses. In such instances, the reading of the lives of
others can never escape areading of our own lives. Coming face to face withthe
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other necessitates coming face to face with oursdves and reading ourselvesin a
criticd manner — as if we are outsiders to oursdves. A criticd reading of history,
whichinvolves reading and interpr eting stories about others, hel psus understand
oursdves as we have become today, opening possibilities of creating ourselves
differently.

Thememoirisadangerousterrain to tread on. It isal abyrinth of power networks
in which onefinds oneself easily captured. Yet, it can be read as a space from
which onecan emergedifferently. It istheexperienceitsdf of being in thelabyrinth
that makes it possible to emerge, and therefore the emergence has to be read and
invented within readings of various contexts; theoreticd, socid culturd, politicad
and historical.

There can beimaginaiveatempts to vindi cate the silenced voi ce of Emmanud a
A feminist has to be inspired by the memoir — and see it as an ambiva ent space
from which women educators can possibly emerge. She can paint the portrait as
Emmanud g, but as shedoes so she would al so paint her own portrait; who sheis,
who she has become. Coming face to face with Emmanue a necessitates coming
face to face with onesdf.

Notes

1. Pullicino wrote the memoir in ltalian. | trandated into English the excerpts that gopear in the
paper.

2. Inthe British Empire, the Governor was an official gopointed by the British Monarch(or, in fad,
the cabinet) to oversee the running of a particular colony. Assuch, he was the head of the locd
colonial administration.

3. The Privy Council was originally a committee of the closest advisors of the British Monarch
who could give him or her advice on affars of state.

4. The Victorian era which refers to the period of Queen Victoria's rule beween 1837 and 1901,
marks the haght of the British industrial revolution and the gpex of the British Empire. This
period has been defined by a variety of sensibilities and political concernsthat have come to be
associated with the Victorians.

5. Satiis aHindu funerd custom, now very rare, in which the dead man’'s widow commits suicide
by throwing hersdf on her husband’s burning funeral pyre

Smone Galea is a lecturer at the Facuty of Education, Universty o Malta. She
recei ved her PhD fromthe NottinghamTrent Univer 9ty Nottingham, UK. Her research
interestsare phil osophy of educati on, educational theory and feminianwithparti cular
focus on narrative research and geneal ogical modes of inquiry. Dr Galea’s e-mail
addressis simonegalea@um.edu.nt

49



References

Altbach, P. G. (1971) Education and neocolonialism. In B. Ashcroft, G. Griffiths &
H. Tiffin (eds.) (1995) The Post-Colonial Reader. London: Routl edge.

Cassa, C. (1988) Everyday lifeinMalta In V. MalliaMilanes (ed.) TheBritish Colonial
Experience 1800-1964. Malta: Mireva Publi cations

Foucault, M. (1975) |, Pierre Riviére, Having Slaughtered my Mother, my Sister and ny
Brother: ACase of Parricideinthe 19" Century. Lincoln, NE: University of Nebraska
Press

Foucault, M. (1980a) Herculine Barbin: Being the Recently Discovered Memirs of a
Nineteenth Century French Her maphrodite. New York: Pantheon Books

Foucault, M. (1980b) Two lectures. In C. Gordon (ed.) Power/Knowl edge. New York:
Pantheon Books

Foucault, M. (1984) Nietzsche, genealogy, higory. InP. Rabinow (ed.) (1991) The Foucault
Reader. London: Penguin Books.

Foucault, M. (19914a) Discipline and Punish. L ondon: Penguin.

Foucault, M. (1991b) Remarks on Marx. New York: Semiotext(e).

Foucault, M. (2001) Lives of infamous men. In J. Faubion (ed.) Power: Michel Foucault
Essential Works (Vo ume 3). London: AllenLane & The Penguin Press.

Frendo, H. (1991) Party Politicsin a Fortress Colony: The Maltese Experience Malta:
MidseaBooksLtd.

Galea, S. (2002) Symbolisng the Maternal: A Geneal ogical Study of Maltese Women
Educators PhD thesis, Nottingham Trent University, UK.

Haraway, D. (1988) Situated knowl edges the science questi on infeminism and the privilege
of partial pergpective, Feminig Studies Vol. 14(3), pp. 575-599.

Harstock, N. (1990) Foucauit on power: atheory for women? In L. Nichol son (ed.) Feminism/
Postmodernism New York: Routledge.

Jones D. (1990) The geneal ogy of the urban schoolteacher. In S. Ball (ed.) Foucault and
Education. L ondon: Routl edge.

Pullicino, P. (1858) Sunto Delle Lezioni di Metodo che da nell’ Universita di Maltail Prof.
Sac. P. Pullicino. Malta: Tipografia Anglo-Maltese.

Pullicino, P. (1871a) Piccolo Ricordo della Mita di una Buona e Pia Educatrice Malta:
Albion Press.

Pullicino, P. (1871b) Norme d’ Insegnamento e di Metodi per Guida dei Maestri e delle
Maestre delle Scuole Primarie ed Infartili di Malta e di Gozo. Malta: Stamperia del
Governo.

Scott J. (1992) Experience. In J. Butler & J. Scott (eds) Feminists Theorise the Political.
New York: Routledge.

Spivak, G. C. (1988) Canthe subaltern gpeak? In C. Nelson & L. Grossberg (eds.) Marxism
and the Inte pretation of Culture. Chicago, IL: Universty of IllinoisPress.

Spivak, G. C. (1993) French feminismrevisited. In G. C. Spivak (ed.) Qutsidethe Teaching
Machine New York: Routledge.

Spivak, G. C. (1999) A Critique of Poscol onial Reason: Towards aHigtory of the Vani shing
Present. Cambridge, MA: Harvard Universty Press

50



Sultang R. (2001) Technical and vocational education in19" century Malta. In R. Sultana
(ed.) Yesterday's Schools: Readingsin Maltese Educati onal History. Malta: Publishers
Enterprises Group Ltd.

Thurer, S. L. (1994) The Myths of Motherhood: How Culture invents the Good Mother.
New York: Houghton Mifflin Company.

Zammit Mangion, J. (1992) Educationin Malta. Malta: Studia Editions

51






LEARNING STYLESAND THE SELECTION OF
MAJORS AMONG LEBANESE YOUTH

RAMZI N. NASSER
JAMES M. CARIFIO

Abstract —Learning style preferences and sd ection of university major data were
obtained froma sampl e of 199 Lebanese high school graduates. These measures and
gender were used to assess therel ation between the sd ection of major and learning
style preferences. The main assumption was that students who beieve they have
competencies or abilityin a certain area would make choicesto pursueactivitiesin
these areas in order to deveop further these competencies (Holland, 1973). The
perceptual and biological devdopment of students’ auditory, visual, tactud and
ki nesthetic senses appeared to bea key factor in their way of acquiring infor mation.
Thus, fitting lear ning preferences to the specific content knowledgerequired iswith
litledoubt a veryimportantissuethat needsto beaddressed by resear ch. This study
found that learning style preferences were not homogeneous and were not
homogenously didributed across majors. Overall, students indicated a preference
for thevisual and activelearning styles. Femal es, however, werehigher than males
on both reflective and verbal styles. Chi-square analyses indicated that each of
the six general major areas had distinct learning style attribute profiles that
distinguished them from the others. Learning style profiles, therefore, may
contribute positively to student sdection processes for different majors

Introduction

ost educators are receptive to the idea that students are not alike and
consequently do not learn in the same way. When students approach a learning
task or situation, they do not dl usethe sameapproach, and not dl of them perform
in the same way in the same setting. A differentisted conception of |earning-
centred learning styles has been formulated by educationd researchers (e.g.,
Renzulli & Da, 2001) and many dimensions have been identified (see William,
2000). Among the learning style dimensions that have gained prominencein the
fied of education and cognitive psychology, there are abstract versus concrete
(Kolb, 1976), sensing moddity (Renzulli & Smith, 1978), visud versus auditory
learning preferences (Barbe & Swassing, 1979), the physical and social
charecteristics of the learning environment (Dunn, Dunn & Price, 1975) and the
kind and amount of forma content structure there is inthe degree discipline and
learning process (Hunt, 1975).
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Although a number of learning style models have been developed, it is
Kolb's (1984) model which is the most popular and widely used among
adolescentsin schools (Sternberg & Grigorenko, 2001). Basing himself on Carl
Jung’s (1971) theories discussed in Psychological Types Kolb conceptudised
learning style asthe personality style. Kolb’swork waslater modified by Myers
(1978) into what is now known asthe Myers-Briggs Typelndicator (MBTI). The
MBTI instrument assesses personality typeswith gpplication to learning, but is
viewed by many as somewhat limited and flawed in several ways (seePittenger,
1993). More recently, however, Richard Felder and Linda Silverman have
proposed a | earning style model which comprehensively captures and integrates
many of the different views and learning style dimensions currently found in the
literature. These two theorists classify students as having preferences for one
category or the other along the following four dimensions: (i) Active/Reflective;
(i) Sensing/Intuitive; (iii) Visual/Verbal; and (iv) Sequentid/Global (seeFelder
& Silverman, 1988; Felder, Feder & Dietz, 2002; Felder & Spurlin, 2005). A
detailed description of these dimensions is givenin the Methods section of this
paper and can be found in even greater detail in Felder & Silverman (1988) and
Felder (1993). Learning style preferences (through re-scoring the same items)
can also be organised into another frame of reference (or lens) which hasthree
dimensions: cognitive, &fective and psychological behaviours that serve as
relatively stable indicators of how students interact with, perceive and respond
to a given learning environment (DeBello, 1989). The identification of any
learning style and personality trait associated with student choice of major (and
later completion of a mgor) could serve as a valuable guide and additional
formal screening tool for admissions to a university.

Learning stylesand choiceof major

In recent years, considerabl e atention has been paid to new pedagogies and the
non-traditiond learning paradigm. This new focus has prompted a fundamenta
shift in dassroom pedagogy from onethat is centred on providing instruction to
one tha focuses on active, collaborative and cooperative tasks which seek to
engage students in their own education (Barr & Tagg, 1995). Given the now
prevailing view tha certain fidds of study accommodate certain learning styles
and the ‘ new pedagogies’ better than other learning styles and pedagogies, it is
somewha surprising that little research has been doneon this potentid interaction.
Thus, an atempt at identifying and darifying therel aionshi ps between individud
learning style preferences and choice of mgor is certainly a step in the right
direction. Unfortunatdy (to those of us in the rest of the world), the avaleble
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studies have primarily had a North American focus (Worthington & Higgs, 2004)
and their ecologicd vdidity is doubtful if not unknown. As far as the present
authors are aware, with the exception of the studies by Nasser & Abouchedid
(2006) and Abouchedid & Nasser (2000), little research has been done on how
students sd ect their majorsin the MiddleEast and in Lebanonin particular. Even
with the glut of studies on learning style preferences in rdation to scholastic
magors, studies have been limited to ‘within’ studies tha investigate learning
styles of students within a specific mgor. These include education (Mathews,
1994; Braio, 2000), nursing (Laschinger & Boss, 1984; Underwood, 1987; Duff,
Johnston & Laschinger, 1992), food sciences (Pdou, 2006), enginearing (Felder
& Silverman, 1988; Ingham, 2000), geography (Healey, Knede & Bradbeer,
2005), business (Loo, 2002), marketing (Brown & Burke, 1987; Stewart &
Fdicetti, 1992; Davis, Miga& Van A uken, 2000), accounting (Baker, Smon &
Bazdi, 1986; Brown & Burke, 1987; Hoiley & Jenkins, 1993), finance (Brown
& Burke, 1987) and various other disciplines (Mathews, 1994). This study, on
the other hand, investigates the re aions between learning styles and choice of
major (i.e., comparatively) among students who are about to enter a private
Catholic university in Lebanon.

The theoreticd view used in this study to modd the sdection of mgors is
derived from Holland's (1973) work Making Vocational Choices. According to
this view,

‘people who believe they |ack competencies or ability in some areas will
make choices that avoid activities in those areas and thus do not devel op
further competenciesin those areas In contrag, people who believethey
have competencies or ability in certain areas will make choices to pursue
activities in those areas and thus further devel op their competencies.’
(Gottfredson, 2002, p. 202)

Although Holland emphasised that learning is an important component of
the process of making vocationa choices, he did not integrate learning style
preferences into his model. His helicd view of vocational selection, where
activitieslead tointerests and thus to competencies, suggests that learning isat
the front-end and paralld to performance. A career seeker may gain these
interests (as well as satisfactions) from others who provide encouragement to
pursue these interests later (Holland, 1985). In this way, then, students may
choose certain majors because they use pedagogiesthat match their individual
learning preferences. For instance, students may choose a business major
because it lends to social/conceptual -based pedagogies (Mathews, 1994), or
they may choose architecture becauseit lendsto visual competencies not found
inthe businessfield. The current study, therefore, extends and darifiesthisview
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and the understanding of students’ selection of their major by explicitly rather
than implicitly measuring and including learning style in this model and
theoretical view.

Educationa and scientific importance of the sudy

This investigaion is unique becauseit is an a priori study were measures of
learning styles were teken prior to the enrolment in an academic program.
Previous studies on the sd ection of mgors (see Underwood, 1987; Mdear, 1989;
Stewart & Fdicetti, 1992; Mahews, 1994; Braio, 2000; Ingham, 2000; L oo, 2002;
Davis, Misra& Van Auken, 2000) messured learning styles ater enrolment into
a scholastic mgor, which confounds aclear examination of this rdetionship in
severd different ways. The current study aso extends the work onlearning style
asapossibleguide for career counsdlors. By utilising documented learning style
profiles for each schol astic mg or, academic counsdlors can use students’ learning
style profiles to provide guidance to students applying to join university dong
with other pre-admission screening criteria With the rising populaity of certan
academic mgors & university, such as the business administration (Davis, Misra
& Van Auken, 2000), there is dso a need to understand how students prefer to
learn in these courses. This would hdp to design these courses along the lines
indicated by their learning-teaching style profiles. The pedagogicad gpproaches
that facilitate learning can do much to foster students’ positive attitude toward
learning and the quality of outcomes. Research reveals in fact a positive
relaionship between attitude and learning (see Johnson, 1996; Kuhlemeer, van
den Bergh & Melse, 1996). Thus, the need to assimilate learning styles within
student-centred pedagogical gpproaches asabasisfor good teachingis, withlitiie
doubt, animportant god toward the devel opment of highly successful pedagogies
in higher education.

Higher education faculty often wonder if college students are really interested
in their mgor. One could argue tha students probably choose college mgors for
reasons other thaninterest inthesubject area (e.g., financid returns). Agrea deal
of the literature, however, indicates tha dthough interest is one of, if not, the
dominant factor in career choice (see Caifio, 1992), gudents have difficulties
making decisions about careers and majors at the beginning of their higher
education careers. Thus, the present study examined learning style preferences
of entry level students to a Lebanese university in rdation to their selection of
majors to see if student choice might be better understood and predicted by
this important variable, which is rdaed to persondity as are career interests and
choices in adulthood.
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The current policy in internationd higher education is that students have to
choose their mgors prior to admission to a university (Chitnis, 1999; Darvas,
1999; Sporn, 1999). Therefore, the possibility of using learning style pref erences
as one criterion for admission to a scholastic major is a viable and
psychometrically sound (persondity sef-assessment) gpproach and construct to
career aspirations and choices. Further, it has been suggested by Renzulli & Da
(2001) that once an area of study (scholastic mgor) is identified, learning style
could be used dong with other combinations of aptitude messures as criteria for
admission, hence providing a fuller picture of prospective university student
admission profile and perhaps better prediction of outcomes.

Methods

Procedure

Students were asked to fill the Learning Style Index questionnaire during the
pre-admission examinaions. The questionnaire was included in fact with their
examination package for a private university in Lebanon. All students were told
that filling out the questionnaire was a voluntary initiative and that complete
response confidentidity would bemaintained. Prospectivestudentsweredso told
that if they wished, they could just finish their admission examinations and leave.
The learning styles inventory (Felder & Spurin, 2005) had a 98% completion
rate for these students.

The sample of respondents in this study consisted of high school graduates
who wer e seeking admission to aL ebanese private university. Most students came
from schools in which English was the medium of instruction. A probabilistic
sampling techni quewas employed by oneof theresearchersin this study. Students
who wereapplying for admission and taking the entrance examination were asked
to fill the Learning Style Index. Their age range spread from 17 to 43, averaging
19.69 years. There were 90 females and 109 males. Out of the prospective
applicants, 82 werefor the business school, 61 for engineering, 4 for the scences,
13 for communication studies, 13 for architecture and graphic design, and 8 for
the humanities and social sciences. Therest did not respond.

The constructs of the Learning Syle Index

The Learning Style Index questionnaire has four dimensions, which are
supported by well-established theories in education and cognitive psychology
(Feder & Silverman, 1988). Thefour dimensionsinduded in theinstrument are:
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(i) Active/Reflective; (i) Sensing/Intuitive; (iii) Visua Verbd; and (iv) Sequential/
Global.

e Thefirst dimensionis part of theactivity or | earning-centred gopr oach (Rayner
& Riding, 1997) and ishbased on Kolb's(1984) learning styles modd. Active
learners are those who prefer group work and physical activity, whereas
Reflective learners prefer to work done and are introspective learners.

¢ Thesecond dimensionisa persondity trait measure which is measured by the
Myers-Briggs Typel ndicator (Myers, 1978). While Sensing learners prefer to
useexternd cues such as sounds and physicd sensations, | ntuitivelearnerstry
to discover possibilities, hunches and re ationships.

e The third dimension is based on Paivio’'s (1971) dud coding theory which
suggests that visual and verbal information are processed by different
cognitive sub-systems. While Visual learners prefer pictures, diagrams,
graphs and flowcharts, Ver bal learners are more attuned for auditory sounds
and words.

e The fourth and find dimension is based on work on individua differences
(Witkin et d., 1962; Dyk & Witkin, 1965) which is specifically driven by
cognitively based styles. This dimension defines whether oneis a sequentid
or a global learner. Whereas a Sequential learner accommodates and
understands materid in smdl, connected chunks, a Global learner tends to
absorb information in seemingly unconnected chunks.

Needs to be said however tha other sub-dimensions of these four major
dimensions dso play important roles in determining how a student receives and
processes informétion.

The overdl research question for this study explores whether a specific type
of learning style (i.e, Active/Reflective; Sensing/Intuitive; Visud/Verbal; and
Sequentid/Globd) can be identified by the type of scholastic mgor that students
choose, in the knowledge that students’ learning styles worldwide are active,
sensing, visud and globd (Felder & Spurlin, 2005).

Instruments

The Index of Learning Stylesis a 44-item questionnaire designed to assess
learning style pref erences dong four dimensions (Felder & Spurlin, 2005). Each
learning dimension has 11 items. Each item has aforced response choice format
(either ‘a’ or ‘b’) which characterises if one has a specific attribute for that
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dimension. For instance, on the Active/Reflective dimension, the active and
reflective characteristics can have an overdl score from O to 11. Whilethe ‘d
responses for the 11 items of this dimension represent the active learner
pref erences, the'b’ responses for thesame 11 items represent thereflectivel earner
pref erences. Preferences can be thought of in degrees. Thus, if arespondent makes
6t0 8‘d responses on the Active/Refl ective dimension, heor sheisthen an above
average activelearner. Should, however, therespondent make81to 10 ‘d responses
on thesamedimension, the respondent would be then ahighly active learner. For
each dimension, thetwo aitributes are inversdy rdated to each other. In practice,
teking once again the A ctive/Refl ective dimension as acase in point, the higher
theactivelearning stylescore for therespondent, thelower ishisor her reflective
learning style score. A number of parametric tests (induding correl ations, t-tests
and ANOVA s) were performed to examine if there is a relation between the
learning preferences expressed within each dimension and the sel ection of mgors.

On the *sdection of mgor'’ questionnaire, students are asked to indicate their
sdected (i.e, desired) mgor. The students in this study were however dso asked
to indicate their sdected mgor on the ‘learning style preferences’ questionnaire.
In addition, these students were further asked to place their candidate number on
the ‘learning style preferences’ questionnaire to crosscheck ther selection of
magor on the questionnaire to ther gpplication form. The principd investigeator
administered theinstruments and offered feedback to i nterested subjects a theend
of the sessions. Subjects were assured thet the data would only beused for research
and that the exercise was voluntary.

Reaults

The first analysis focused on the score on esch of the four dimensions of the
learning style preferences questions for this sample of students. Recdculating a
count score for the 11 items of eech dimension by multiplying the first of the
couplet (i.e, active, sensing, visud and sequentid) by ‘-1’ creates positive and
negetive deviation scores for each dimension tha should average to zero if there
were no imba ances in the sample rd aive to the atributes of the couplet for that
dimension. Thus, a mean of O for a given dimension would indicate a ‘no
pref erence condition’ for ether of the learning styles in the couplet and an equd
distribution for each atribute par tha made up the dimension. A z-test of the
difference between the dimensional mean and the theoreticd mean of O was
cdculated for each of the couplets. Theresults were: (i) Active(-ve)/Reflective
dimension (M =-4.06, D = 3.62, p>.05); (ii) Sensing(-ve)/Intuitive dimension
(M =-1.63, D= 4.48, p>.05); (iii) Visud(-ve)/Verbd dimension (M =-4.31,
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D =432, p>.05); and (iv) Sequential(-ve)/Global dimension (M = -0.25,
D =4.08,p >.05). These results indicate no significant differences between the
ided mean of 0 and the mean of each dimension. The learning pref erences for
students in this sample were found to be ‘baanced’ and representative in theory
of the population of students who take this questionnaire.

The second analysis invol ved obtaining a count for each of the responses and
then amean and standard deviation of these counts for the whole sample. Teble
1 reports these means and standard devigtions. As can be seen from Teble 1, the
highest mean in the sample was for visud learning styles, followed by those
who prefer active learning styles.

Comparisons of mean learning styles by gender were dso carried out (see
Table 2). As can be seen from Table 2, the only two differences found were that
while males were significantly higher than females on active leaning style
pref erences (p < .05), femaes were significantly higher than maes on reflective
learning stylepref erences (p < .05). Given that thesewereonly 2 of the 8 atributes
measured by thescad e, onemay cond udethat thefemaesand mdesin thissample
were more alike than they were different in terms of their learning style
preferences. This is paticularly so since the differences found could be due, in
part, to culturd conditioning.

TABLE 1: Overall means (M) and sandard deviations (D) for each couplet attribute
of the four learning gyles measured

Learning Styles N M D

Active 199 7.43 1.88
Reflective 199 3.37 1.83
Sensing 199 6.21 2.30
Intuitive 199 4.57 2.26
Visud 199 7.56 2.21
Verbal 199 3.25 2.19
Sequentid 199 5.48 2.09
Globd 199 5.23 211
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TABLE 2: Conparisons of mean learning styl e preferences by gender

L earning Gender N M D t-vaue
Styles
Active Femde 90 7.1333 18914 2 05
Made 109 76789 1.8453 '
Reflective Femde 90 37111 1.8618 0 40"
Made 109 30017 1.7667 :
Sensing Femde 90 6.1667 23619 0.0
Made 109 6.2385 22645 e
Intuitive Femde 90 4.6444 2.3431
Mde 109 45138 2.2011 0.41
Visua Femde 90 75111 20731 0.07
Made 109 75963 2.3259 e
Verbal Femde 90 3.3000 20004
Mde 109 3.2110 22774 0.29
Sequentia Femde 90 55556 21832
Mde 109 54220 2.0244 0.45
Globd Femde 90 51778 2.1650
Made 109 5.2844 20687 | -0.35
*p < .05

A two-way A NOVA was doneto determinewhether there wereany diff erences
between the sd ection of mgor and gender. A main eff ect (see Table 3) wasfound
for major (using the coupl et score) on the Sensing/Intuitive dimension
(F(5,169) = 2.67, p<.05). In identifying the diff erences within the selection of
magor varigble, Scheffe’s post-hoc analyses revealed differences between those
who selected sciences and architecture, and between those who sd ected sciences
and socid sciences/humanities, with science majors being consistently more
sensing than intuitive. Thus, when comparing the differences in the sdected
magors on each learning style uniqudy, it was found that only the sensing and
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intuitive dimensions of learning style were different between the six mgors. The
science students were more sensing in ther learning styles than the studentsin
other mgors. In addition, those who were in the humanities and social sciences
were more intuitive than those in other types of mgor.

A significant main effect was a so found for gender (F(1,169) = 4.71, p < .05),
with femdes being more reflective than active (which is practically the same
difference found and reported in Table 1).

TABLE 3: Meanand F-ratio differencesbetween majors for eachlear ning style dimension

Sdection of M ajor
— EE  ——
Active 774 | 703 | 650| 762 7.62 7.75 1.37
Reflective| 316 | 359 | 450| 3.38 331 3.25 0.73
Sensing 655 | 613 | 875| 654 5.00 450 3.22
Intutive | 429 | 451 | 225 446 5.85 6.50 337
Visual 774 | 752 | 775| 654 7.92 7.25 0.79
Verbd 313 | 313 | 325| 446 3.00 3.75 1.03
Sequential | 560 | 528 | 7.75| 6.00 4.92 463 1.74
Globd 520 | 526 | 325| 485 5.85 6.38 147

*p<.05

Thefind analysis atempted to understand therel ationship between each of the
leaning styles and the different mgors. Thiswas done by comparing thefrequency
of eech learning style atribute by a sdected mgor. As can be seen from Table 4,
significant differences were found between each of the styles. Students choosing
busi ness and economi cs majorstended to beactiveraher than reflective learners,
and al so visud rather than verbal learners. Engineering majorstended to be more
active than reflective and more visud than verbd. Science mgors tended to be
sensing rather than intuitive, ssquentid rather than globd, and visud rather than
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verbal. Those who sd ected communication studies had a higher mean on ective
learning style, followed by sensing and then intuitive. Students who sdected
architecture tended to be more visud than active Findly, in comparison to the
other selected mgors, thosewho sd ected the humanities and socid scienceswere
more &ctive than reflective and more visud than verbd.

TABLE 4: Frequencies and percentages for each major selection by each learning style

Sdection of M ajor
_. e | S— _.
e | - e —
— —
—— I —
-
Number of Responses by Learning Style
(Column Percentages)
. 635 429 26 99 99 62
Active a7s84) | @ese) | @arry | @z3n | @ars2) | @7ey
. 259 219 18 44 43 26
Reflective | 708 | (846 | 023) | @772 | 6n | (739
o 537 374 35 85 65 36
"9 (1508) | (1444) | (1989) | (ua91) | 150 | (1023)
ntuitive 352 275 9 58 76 52
(089 | (062 | (511) (1018) | (1345) | @a77)
Visud 635 459 31 85 108 58
IS 1784) | @772) | @7e1) | (4a91) | (1823) | (1648)
Verbd 257 191 13 58 39 30
(7.22) (7.37) (7.39) (1018) | (6.90 (8.52)
o | 459 32 31 78 64 37
Sequential | 1589y | (1243) | @761) | (3e68) | (w33 | (1051)
42 321 13 63 76 51
Globd (1197 | (1239) (7.39) (1105 | (1345) | (14.49)
X2 566.01** | 361.50¢* | 3833** | 7220% | 8691** | 5091**
** p< 001
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The study found that learning style preferences were not homogeneous and
were not homogenously distributed across mgors. Overdl, students indicated a
preference for the visud (M = 7.56, D = 2.21) and active (M = 7.43,SD = 1.88)
learning styles (see Table 1). Using each mgor as a cohort group, chi-square
andyses indicated that each of the six general mgor areas had distinct learning
style atribute profiles that distinguished them from the others (see Table 4). In
generd, pre-admission students showed a significantly high percentage of ective
styles compared to other styles.

Discussion and conclusion

Studentsin different areas of studies in college and universities have diff erent
learning styles. Similar to the studentsin the studies by Pa ou (2006), Zuakernan,
Allet & Qadah (2006) and Felder & Silverman (1988), the studentsin this study
favoured active, sensing, visud and sequentid learning styles. It was dso found
inthisstudy tha activeand visud styles dominate students’ learning approaches.
But, on theother hand, university teaching a undergraduatelevel is predominatdy
verbal, thusrequiring areflective and in some cases abstract involvement in the
learning process. We found Lebanese students to be more active than reflective
These students, therefore, may get discouraged and may do poorly, or drop out
dtogether, because of the various misnaches between the learning and teaching
styles. Differences between mgors and learning styles were significant on the
Sensing/Intuitive dimension. It was shown tha engineering and science students
were more sensing than theliberd arts students. Thisfinding concurswith that of
Litzinger et al. (2005) who found tha engineering students were lessintuitivethan
thosein the liberd arts. The other results of Litzinger et d. (2005), on the other
hand, were not confirmed in thisstudy. In fact, the highest sequentid individuds
were those who gpplied for communication studies mgors such as journaism,
radio and TV programmes. It is posgble that these mgors require individuas to
be process oriented and sel f-organised in order to get various tasks doneover time.

In the present study, the pre-admission students were, in general, more ective
than reflective in their learning styles. In auniversity setting, students with this
style could bring a certain level of preconceptions about learning tha could be a
detrimentd to their performance. In one of the more comprehensive studies
relating sdection of majors and learning styles, Hedey, Knede & Bradbeer
(2005), using Kolb's (1984) measures, found a predominance of the active
learning stylein thestudentsthey surveyed. In particular, they found tha business
and engineering students were more active-abstract and that these studentsfell in
the convergence typequadrant. On theother hand, liberd artsand socid sciences
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students were higher on the reflective-concrete! dimension and fell in the
divergent quadrant. Education students were higher on the active-concrete
dimension and were more accommodators. Science mgors were higher on the
reflective-abstract dimension and were more assimilators. Hedy, Knede &
Bradbeer (2005), therefore, found that |earning styles were not homogeneous, but
differentiated by mgors, as dso found in this study.

In their review of the research on the learning styles of engineering students,
Fdder & Spurlin (2005) found that engineering students tend to be more active
than reflective, more sensing than intuitive, more visud than verbal and more
sequentid than globd . But in this study, engineering students were found to beas
globa as they were sequentid. Sudents in the present study were therefore not
similar to typicd engineering students found in academic settings. This difference
may bedue to thefact that thestudentsin this study were university applicants not
yet admitted or enrolled in engineering programmes. It may be tha the students
in other studies, who were or had been in engineering programmes, had dready
underwent their changein learning styles from the Sequentid/Globd ‘ bd ance
noted in the present study to the predominantly sequentid stylethat istypicd of
students who are or have studied engineering. The difference, therefore, may
reflect style accommodations to the effects of the engineering education
experience.

Inthis study, gender differenceswere only found in pre-engineering students,
precisdy on the Visud/Verbd dimension with maes emerging as being more
visud than females. This finding cross-vaidated the finding of Litzinger et d.
(2005) who reported that maeswho had selected engineering as mgor weremore
visud than femades. Md e pref erence for thevisud and higher sdf-raingin spatid
activities has dso been reported by Furnham (2001). This result for engineering
students is not surprising as it issimilar to other types of sdf-rated abilities that
tend to be dtributable to the masculine gender type.

Final caveat

When pedagogical trends moved toward more student- centred gppr oaches, the
function of matching student learning style preferences to the instructional
gpproaches used in courses began being viewed as a strategy tha can be used to
enhance student performance (Nelson et d., 1993). Matching students’ learning
styles with the teaching styles used in courses is indeed one factor tha enhances
the success of students in courses, and consequently, over time, of the course
programmeand the mgjor itsdf. As such, students should beableto sd ect amajor
where they can expect the teaching styles to goproximae or accommodate their
learning style. This signals the importance of using the learning style
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questionnaireas part of the admission and sd ection process. Theverba dimension
in learning is understandably quite dominant, as class lectures and reading are a
must in higher education. Therefore, the finding that students prefer more visud
approaches would certainly seem to put them at odds with current higher
education modes of instruction. The sequential presentation of material in
textbooks and lectures could aso be seen as a point of concern and in need of
closer scrutiny because students were equally sequentid and globd across dl
magors in this study.

Needsto besa d that when teaching and | ear ning styles do not match, students
may feel anxious, frustrated, angry and consequently dienated, resulting in turn
inlower achievement and | eaving school dtogether, which would then lead to loss
of investment and skilled worker short fdls (Gregore & Butler, 1984). On the
other hand, student attitudes and dispositions play an important rolein learning,
asdoing what one likes and finds enjoyable, and workingin an areain which one
is making reasonéable progress dl tend to enhance learning (Glazer, Steckd &
Winer, 1987). The point isthat all thingstha hep to produce positiverather than
negative aff ective states in learners while learning lead to improved outcomes,
including retention, graduation, and continued work in the careers for which they
were educated. Knowing precisdy therd ationships between | earning preferences,
mgor sdection, and eventuadly achievement, graduation and career retention are
very important issues onwhich further research needs to be done, even if only in
terms of cost-benefits considerations.

Recommendations

Further studies areneeded to assess whether learning styles predict graduation
from a given mgor, as well as to assess whether learning styles change over the
course of pursuing agiven mgor, and dsoto examineif oneof theproblemswith
dropouts from amajor is tha their ‘mgor incompaible learning style does not
change. Laschinger & Boss (1984) found adiff erence in thelearning styles of pre-
admission nursing mgors and nursing mgors cose to graduaion. Using Kolb's
(1976) learning style instrument, they found that nursing students were more
concrete learners in the later phases of their academic careers. This study and
future studies would be greatly enhanced if we could understand better any
changes in learning styles that occur during the course of pursuing amgor, and
the subsequent influence that these changes (or lack of) have on student
peformance Again, abetter understanding of the rd ationships between student
learning preferences and the sdection of and success in agiven mgor may hdp
to improve course instruction. It may be that a more diversified approach to
instruction in mgors, which both reflects the different learning styles of students
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and the particular instructiond requirements of the non-traditiond mgjors, may
lead to higher graduation rates and a better retention of students in these mgors.
This particular outcomefrom thislineof research would be particularly he pful in
meeting increased graduate needs in various mgors tha are critical to the needs
of agiven economy or society. Thewholeissueis to better manage the supply-
demand dynamics associated with in-and-out migration problems tha are very
costly and very disruptive to the deve opment of agiven culture and society.

Note

1. Sensing/Intuiti ve being analogousto Kolb's Concrete/Abstract dimensions.
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MAKING INROADSIN EDUCATIONAL LEADERSHIP
WITHIN THE EURO-MEDITERRANEAN CONTEXT:
A COLLABORATIVE INITIATIVE BETWEEN ITALY
AND MALTA

CHRISTOPHER BEZZINA
ANGELO PALETTA
DANIELE VIDONI

Abstract —A sense of urgency shapes our national discourse on state education.
Students strive to meet new academic standards while their teachers work to
improve the quality and equity of education opportunities. Yet achievement gaps
persist, particularly in urban and rural schools. The demand for effective
leadership is clear. We need school leaders who visualise successful student
learning, understand the work necessary to achieve it, and have the skills to
engage with others to make it happen. How can we prepare more individual s to
meet these challenges? This paper explores what three universities — two inItaly
and one in Malta — are doing to establish a programme that offersan innovative
pathway to school leadership. It presents the inception of this partnership, the
rationale behind the discourse that has evolved over the years, and the
establishment of links between the universities and other bodies within the
Mediterranean and Commonwealth contexts with the aim of preparing the next
generation of school leaders needed within the Euro-Mediterranean region. The
conduding part presentsa number of opportunitiesthat lieahead and highlights
the various challenges that await us as we embark on this journey.

Introduction

ffectiveor purposeful leadershipis generally accepted asacentrd component
in implementing and sustaining school improvement. Evidence from school
improvement literature, starting with seminal studies in the United States
(Brookover et d., 1979; Edmonds, 1982) and the United Kingdom (Rutter et d.,
1979), consistently highlight that eff ectiveleaders exercisea direct or indirect but
powerful influence on the school’s capacity to implement reforms and improve
students’ leve s of achievement. Although qudity of teaching strongly influences
and determines the level of student motivation and achievement, quality of
leadership matters in determining the motivation of teachers and the quality of
their teeching (Fullan, 2001; Sergiovanni, 2001).
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In Itdy and Mdta, the principd is aso becoming the centre of concern in
educationd reform (Ministry of Education, Youth and Employment [MEY E],
2005). Theinterest in the princi pal ship and therol e principd s play within aschool
context is growing becauseof the drive to decentrdiseever more responsibilities
to the school site, and as aresult to make schools more accountabl e for decision-
making and results. This paper presents someof themeasuresthat are being taken
in ltdy and Mdtato address the management devel opment of educationd leaders
in general and of school leaders in particular.

The paper pointsout that while education authorities are devolving particular
responsi bilities to schools, the main form of preparation of school personnd is
through short seminars and training sessions. Education institutions often react to
changes around them by providing their own courses, often leading to graduate
and post-graduate academic qudifications. Although the drive to increase the
level of responsibility and decision-making powers at school level is indeed
laudable, improvement cannot be brought about unless there is a clear
understanding of the cultural context in which developmentsare taking plece. As
argued dsewhere (see Bezzing, 1999), this will hdp usto identify the conditions
and needs tha management devd opment has to address for such initiaives to
succeed. Accordingly, it presents an anaytic and semi-historical account of
developments in theory, research, policy and practice in school management
training in Mdtaand Italy.

The M altese context

Vaious initiaives undertaken over the past few years express amove by the
education authorities to bestow greater responsibilities and authority to schools.
All state primary and secondary schools have been entrusted with the
responsibility of drafting their own school development plans. Such a move
recognises that school improvement can be brought about by concentrating
development efforts on the school, and seeing it as the mgor agent of change
within the education system. This conceptudisation provides an dternative view
to the centralised, prescriptive modd of school improvement that state schools
have been used to. State schoolsin Mdta have been used to working within a
system which is hierarchical, centrdised and bureaucratic. As aresult, teechers
have grown weary through disillusionment and stress (National Curriculum
Council [NCC], 2004). Teachers continuously find themselves sandwiched
between abdief in democracy and partici pation on theonehand, and, on theother,
the daily experience of a lack of structures to function as decision-makers.
Over the years, schools have never been given the opportunity to develop into
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vitd places of learning, or sites of professiond inquiry and reflective practice
(Bezzina, Bezzina & Stanyer, 2004).

Moving from the shackles of dependency to oneof autonomy will not beeasy.
One cannot talk of such moves without redly understanding the culture and
climate that have evolved over the years and which have led to the current
situation, and whichin actud fact determineto alarge extent how peoplethink and
act. Present conditions and circumstances of school s could not have been planned
to be more antitheticd to becoming centres of inquiry and change. Among the
worst of these conditionsare: (i) isolation of educators (both teachers and school
administrators) from one another; (ii) the fragmentation of the school day into
separae subject matters; (iii) the gpportionment of specific teaching time to a
subject; (iv) theuntenabl eratio of studentsto teachers; and (v) thelack of timefor
genuine reflection, sharing and critical inquiry among teschers.

Any effort to improve the effectiveness of schools depends on an
understanding of the dynamics of schools. Thisimplies exploring theactionsand
influences of teachers, students, education officials, parents, community
members, the curriculum, and the ways in which these influences operate. These
initietives, dthough being undertaken by centrd authorities, lack the necessary
ethicd framework, values, features and indeed the sense of mission which brings
with it that burning desire to achieve stated gods. We are witnessing a wave of
reforms which require a careful re-examination of the concepts of power and
authority. Leadership and management need to be re-defined and a clear shift
away from the traditiona hierarchicd control mechanisms made manifest. We
need to challengethe ‘boundaries of sameness’, to useWaker & Waker’s (1998)
term, and to cdebrate and va ue differences. As Senge (1990) points out:

‘If any oneideaabout |l eadership has i nspired organi sations for thousands
of years it isthe capacity tohold ashared picture of the future we seek to
create. Oneis hard-pressedto think of any organisati on that has sustai ned
some measure of greatnessin the absence of goals values and missions
tha become deeply shared throughout the organi sation.” (p. 9)

Recent initiatives have placed leadership, its basis and function, under dose
scrutiny. Whereas Bhindi & Duignan (1997, p. 118) speak of ‘environmentd
complexitiesand turbulence’ asthe main reasons behind theneed to review areas
like leadership, organisationa structures, culture and management practices, in
Mdtawe are experiencing thesamevery much due to thevaried initiatives beng
introduced by the education authorities.

Over theyears, various studies (Xerri, 2000; Bezzina, 2002; NCC, 2004) have
highlighted the concerns — especially of those in the schools — that school
administratorsstill haveto follow thedictates of central authorities, thusignoring
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the unique position of the school as an agent of reform. They argue that schools
lack the necessary support from the centre. They fed tha school management
teams and the Education Divisiont were not adequatey prepared for their change
in roles. It isimportant tha the role of the Divison complements the changes
occurring in school management. In order to meet the chal lengesinvol ved in such
a complex undertaking, the Division needs highly developed management and
administration skills. Current initiatives to develop centrd authorities into two
directorates (see MEYE, 2005) are amed a addressing these current lacunae
More importantly, what isessentid istha the reforms he p to nurture a new way
of thinking and of doing things. The Ministry of Education, Youth and
Employment (MEYE) sees networks as the way forward to provide a qudity
education for dl children.

The Ministry acknow|edges that the proposed re-structuring ams to ‘reform
the whole system of lifdong learning into one which is smoother and seamless’
(MEYE, 2005, p. xix). To achieve this goal, it proposes networks as ‘the main
organizational form which can give depth and scale to the process of
transformation’ (MEY E, 2005, p. xix). Furthermore, networks will empower
school s further in that they will beabl eto take deci sions based on theneeds of their
students, teachers and the community.

The education authorities, as is cdealy spelt out in the document For All
Children to Succeed (MEYE, 2005), do acknowledge the demands that the
proposed changes cdl for both a the individud leve and theinstitutiond leve.
At the same time, we have to acknowl edge that the challenges cdl for a diff erent
way of thinking, reflecting and doing things. It iswithin this context that research
isinvduable and hdps to contextudise what can easily be seen as mere politicd
rhetoric.

On the one hand, the Strategic Plan (Ministry of Education, 2001) sees the
school principd as the ‘linchpin for successful school-based management’:

‘Shelhe must be ableto forge the schod’s stakeholders into a community
driven by acore ideal. The whole decentralization process must be
underscored by the val ues of: authenti city; callegiality; | eadership, interes,
belonging; trust, empowerment; participation, risk taking, pride, sharing
and respect.

A conaultative gyl e of management should be cultivated to ensure the
nurturing of decentralization. Decision-making processes have to ensure
whole staff involvement based on effective top-down and bottom-up lines
of communication. Within the school community a culture of self-
assessment has to be cultivated and developed to ensure continuous
improvement. The Head of School will berequiredto shareresponsibilities
through real delegati on. Thiswill invol ve the pass ng on to the management
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team and other ranks key tasks that many heads are reluctant to let go. A
management approach with these characteri gics would ensure ownership
of decision-making and enhance | evel sof staff motivation.’ (pp. 114-115)

Thisisquiteatdl order, especidly given thestudiesinto |eadership in general
and principalship in paticular. Various studies have amed to explore, among
other things, the training needs of school administrators, their perceptions of
autonomy and their leadership styles. These studies, to someextent, dl highlight
a definite departure from ther traditiond role, which portrayed them merdy as
administrators and a channel for directives by central education authorities.
Recent findings show that principas are high on both theinitiating structure and
consideration dimensions of |eadership (Behling & Schreisham, 1976), and even
more so on the latter. In a study involving secondary school principals, the
respondents scored highest on ‘encouraging staff to be more innovative’ and
‘being clear dout teacher direction’ in the initiating structure dimension and
‘taking personal interest in ther steff’, ‘positivdy responding to laments' and
‘embd lishing the school environment’ in the consideration dimension. It may be
noticed that thesearetheitemsin which thepersond relations of theprincipd with
thestaff could beviewed as determining in enhancing curricul ar effectivenessand
in providing environmental or school culture development (Quintano, 1999).
These findings are similar to those of another study involving principals and
deputy principas in the primary and secondary sector (Abdilla& Spiteri, 1999).

Inthe Abdilla& Spiteri (1999) study, the mgority of school administrators
want to take a more professiond |eader ship role, with themajority of respondents
wanting to support the teachers' professional development, to help teachers
develop the curriculum, and to involve them in whole school development
planning. A study on primary school princpasconducted intheealy 1990s (i.e.,
prior to the introduction of current initiatives) explored, anong other things, the
training needs principals felt they ought to receve (see Bezzina, 1995). The
following were the man ones highlighted: (i) staff appraisal and professiond
development; (ii) personal professional development; (iii) evaluation;
(iv) relaionships; and (v) leadership. In another study, secondary school
principds identified the following areas which they felt need to be addressed:
(i) staff devel opment of teachers, induding induction, motiveting, supporting and
evaluating; (ii) professional team building; (iii) enhancing an efficient
communi cations system with all stakeholders; and (iv) monitoring and
supervision of the qudity of teaching and learning (Quintano, 1999, p. 56). It is
noteworthy that the list ishighest on theleader ship and human re ations category
of tasks as identified by Goodwin (1968) and Morgan, Hal & Mackey (1983).
Thisisexactly thecontrary to what has been found in England (Evans, 1986), but
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coincides with the staff devdopment issues which New Zealand principds of
secondary school sidentified as being their weak areas (Wadsworth, 1988). These
results show that while principds are slowly becoming more task-centred, due to
the fact that schools are being given more responsibilities and are being hdd
accountable for what happens a the school site, they are dso having to spend
more time working with and through people.

The proposed networking system aims to strengthen these aspects. Hopkins
(2005; cited in MEYE, 2005) describes networks as:

‘Purposeful social entities characterised by a commitment to quality,
rigour, and a focus on standards and student learning. They are also an
effective means of supportinginnovation in times of change. In education,
networkspromate the di sseminati on and development of teachers, support
capacity building in schools, mediate between centralised and
decentralised structures, and assistin the process of re-structuringandre-
culturing educationa organi sations and systems.” (p. 37)

Networks am to bring peopl e together, dlowing membersin the same school,
between schools, across boundaries, to come together. Within this context the
chdlenge is tha of creating an ‘intentiona learning community’ (Lieberman,
1996) in which educators discuss their work and tackle i ssuesin an atmosphere of
trust and support.

This implies that the way we view leadership, power and governance is
chdlenged. The hierarchicd system we have been used to in the Mdteseislands
has hel ped devd op various culturd tensionsthat cannot be ignored or eliminated
through centralist policy initiatives alone (Bezzina, 2005). The process of
networking has to be explored as a means to address such tensions which have
determined the way we view things, our thoughts and practices.

Within such a context the importance and relevance of the prof essional
devel opment of school |eaders takes on added significance. These deve opments
and their implications on | eader ship devel opment spear headed this moveto work
with a neghbouring country.

Before exploring thisinitiative, wewill now moveinto areview of the Italian
context.

The Italian context
The Itdian and the Mdtese experiences are in many ways similar. Starting

from a hierarchical, centrdised and highly bureaucratic system, both countries
have experienced amovetoward decentralisation, resultingin thetransfer of more
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responsibility and authority to school s, which have thus becomethe mgor unit of
change in the education system.

In the specific case of Italy, school management is the most wide-ranging
profession comprising management qualifications in the country’s public
administration sector. In 2006, it has been cal cul ated that the profession includes
10,517 principalswho, on average, are over 62 years of age This high average
age has lead to inherent problems of generationd turnover. Their management
training has become a critical issue because of the elevated number of people
involved and, above all, because of the cultural background of principals, whose
skillsare rooted mainly in the teaching prof ession (Paletta & Vidoni, 2006). Ten
years after the introduction of management in schools, the acquisition of
managerial skillsisstilllooked uponwith suspicion (Romani & Serpieri, 2004),
not only due to history and ideol ogy, but al so due to the uncertainty surrounding
autonomous schools.

From alegd and organisationa perspective, schools areformally autonomous,
but if aschool does not ably manage its chief resources — human, financid and
materid — its autonomy becomes a blunt weapon, and is in fact often used by
principds as ajustification for alack of interest in investing in managerid skills
devel opment (Pdetta, 2004).

Principals need in-depth knowledge of the cultural organisation of their
school, and hence, need to have been a pat of the teaching profession for a
sufficient period of time. However, seniority and being a good teecher do not
suffice for someone wishing to become aprincipa. Principas who bring about
change within a school and have aclear visionfor development need to capably
combine three diverse types of skills: professiond, leadership and managerid
(Pdetta, 2005).

The following sections focus on the legd and historicd deve opments tha
have led to the current legd structure and to the training methods used for
principds in the acquisition of general management skills, with particular focus
on strategic management.

Thelegal s&t-up

Traditionally, the rationale behind the state’s massive involvement in
education has been the nead ‘... to remove dl economic and socid obstacles
which, by limiting the freedom and equality of citizens, prevent the full
devd opment of the individud and the participation of dl workersin thepoliticd,
economic, and socid organisation of thecountry’ (Article3[ 2], Constitution of the
Italian Republic?). The Constitution states further that ‘ The Republic lays down
generd rulesfor education and establishes State school sfor dl kinds and grades’
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(Artide 33[2]). Thelegislator interpreted thedispositionin astrictly bureaucratic
fashion, so that theMinistry of Education defines a the nationd levd the rulesfor
most of the aspects of school life, such as on recruitment, career deve opment,
salaries, definition of the school curriculum, school accountability, financial
management, administrative procedures, strategic planning and school
development. In this situation, the role of the principal is residual to the
competences exclusive to the minister, having to make sure that the school
operators goply correctly the laws and the strict administrative procedures.

As adirect provider of educetion, the state has obtained basic results such as
universd literacy. However, thestrict focus of the state on bureaucr ati c procedures
is responsible for the system’s inherent wesknesses. In fact, in the past 50 years,
industridisaion, populaion growth, and the subsequent diversification of the
individud’sneads have led to a situation wherea uniquenationd provider cannot
give an effective answer to such needs. Such an outcome was not confined to
education; rather, it was general and — most of adl —was common to most of
Europe Theresult led to are-evaluation of thewd fare state paradigm that shaped
the constitutions of most European nations, and required an dternative gpproach
totherole of the statein providing public services. Thesubsidiarity principlewas
thesolution. Theprinciple—embedded in Artide A(2) of the Treaty on European
Union, signed in Maastricht, 7 February 1992 — presents a discretiond role of the
individua as a decision-maker. It intends to ensure that decisions are taken as
closdy aspossibleto thecitizen and that constant checks are made asto whether
action a community leve is justified in the light of the possibilities avalable &t
nationd, regiond or locd leve 8.

The Bassanini reform (Law 59/1997), which tried to work the subsidiarity
principle into Italian legislation, asserts the need to simplify the public
administration by giving specific functions and duties to the regions and the
provinces. The reform consists of a number of laws regarding the provision of al
public services. With regard to school education, Law 59/1997 was the first step
toward a system tha provides the individud school with alegd persondity and
gives the school manager actud influence in tracing the route the school is to
follow to achieve excdlence and equity. Specificdly, Artide 21(1) of thislawv
indicates that ‘the functions of the centrd and the peripheral administration of
public education [...], granted the uniform national fruition of the right to
education and the d ements common to the entire public school system that the
state defineswith regard to management and planning, areprogressively given out
to the educational institutions, giving them juridica personality’%. The Artide
foresees a new set-up in which the school staff, rather than being a simple
executive, has the possibility — and the responsibility — of intervening directly in
the management and planning of the school and of the ‘educationd offer’.
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Artide1(2) of theLegislaive Decree59/1998 specifiestheprimary roleof the
school manager as someone who ... organises the activity of the school on the
basis of formative efficiency and effectiveness criteria, and istheref erence for the
relaionshipswith the labour unions’®. Theconstitutiond reform of 2001 secured
these concepts in the amendments to Article 117, which indicates that the
individua school — and not, as it was before, the centrd government — isthe unit
of reference of the Italian school system. Sentence 13/2004 of the Italian
Congtitutiona Court further specifies this vision, and affirms tha ‘in rdation to
school planning and administretive management of the service, the state only
decides on the fundamentd principles’®. The Moratti reform (Law 53/2003)
foresees a system in which the government sets the rules, controls the qudity of
the services offered, and funds thedemand for services. Providers are accountable
for the actud qudity of the services they provide, and individud citizens can
choose among different options and are responsible for their decisions.

These legal principles produce a system in which school |eaders have
increasing freedom of action, and therefore need to devedop ther professiond
skills in order to obtain better results than leaders who strictly follow stretegies
planned at nationd levd.

Thenew structurd set-up of the Itdian school system designed by the Moratti
reform is undoubtedly ambitious. However, in these first three years of
implementation, the reform has not brought about the aimed-for changes,
especidly because the devolution of responsibility to individua schools has not
been followed up by adequate training of the school managers in terms of their
new roles and assigned responsibilities. The following two sections show how
Italian school managers are, de facto, being overtly prudent in relation to
innovative practices in ther institutions.

Srategic management in Italian schools

An action research project, which was carried out in the Itdian region of
Emilia Romagnain collaboration with the Regiond Education Office, sought to
determine the training requirements of schools for strategic management.
Following aninitid sdection process, theproject concentrated on eleven schools
(differing in type) to develop carefully a strategic management training modd.

The study aimed toidentify whether the Piano ddI’ Offerta Formativa (POF)
(i.e, the Traning Offer Plan), was helping schools to strategicdly plan the way
forward for themselves. According to Italian law, the plan was to save as a
guiddine for the school and its members. Each plan would identify the area to
be tackled, the ams and outcomes, the implementation process, the resources
needed, the time frame, and the eval uation/review processes.
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Thestudy hd ped to highlight that, inits present format, the POF was described
asalist of services off ered. It describes the cour ses offered, thetimetableand other
aspects rd aed to the organi sation of the school services. It often dsoinduded the
objectivesit amed to reach. When the objectives wereincluded, they were merely
presented as alist covering all the possible areas of intervention. In some cases,
they were simply copied from the POF of the preceding year.

Theobjectives of the POF, when present, did not focus on thecriticd areas of
school development. Schools were merely focusing on the administraive and
logisticd aspects of school life rather than on the substantive matters behind
school improvement. In fact, there was limited attention to strategic planning and
the implementation and review of the identified objectives.

Evidence from the Svadis Project”

Another study, the Sivadis Project, which was carried out by the Istituto
Nazionde per laVdutazione dd Sistemadi Istruzione (2005) (i.e, the Naiond
Institute for the Evaluation of the Education System), provided additional
empiricd information on the development of strategic management. The study
focussed on 176 ‘sdf-evauation files’ in which school principas outlined an
assessment guide comprising context, objectives, actions and indicators. Despite
the evauation showing that there was a general improvement compared with the
review conducted in thefirst year, there are still anumber of criticd points that
need to be addressed. The following are the three man ones:

1. Theobjectives are defined in avague manner. As aresult, it was difficult to
gopreciate the responses given and how these objectives were related to the
strategic plan.

2. The schools were still focusing on administrative matters rather than on
matersrelaed to quality educaion (e.g., curriculum design, deve opment and
implementation, teaching and learning, and evaluation).

3. Theprincipds work was still not digned with the school objectives.

Inbrief, theaction research project carried out in the sd ected school s of Emilia
Romagna and the evaluation of the Sivadis Project gave rise to cogent empirical
evidence. Generally spesking, theweakness of school management in Ity seems
to liein the missing dignment between strategy, organisation and perf ormance.
The POF consists of along list of projects. However, it cannot be considered as
the framework holding the initiatives together. For external parties and collegid
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bodies within a schoal (i.e, the school board and the teachers’ association), it
is at times impossible to comprehend the strategy behind the decisions taken.
Thisdoes not help to createa cooperative organisation of social actors. Without
strong leadership, aschool can be sidetracked by individual initiatives, resulting
in a loss of resources and human energy. Performance evaluation ought to
jumpstart the strategic management of a school, but the lack of clearly defined
objectives and of improved services hinders the creation of an organisational
learning process.

Criticd questions still need to berai sed and answered. Theseindude: How can
principals alter the current situation and launch an effective process of
organisational change? |Is change possible without an adequate model of
incentives and without the support of stakeholders?

Facing up to the challenge —a joint effort

The authors are of the opinion that a concerted effort to institutionaise the
professiond deve opment of principas would serve to provide the gppropriae
skillsand competences necessary for them to take the school s forward. One way
of digning thechanges being mandated by law in both Mdtaand Itdy so that they
can have maximum effect on schools and the qudity of education provided is
through training programmesf or school |eeders and aspiring leeders. Theauthors
are of the opinion that educationd leaders in general and principds in particular
can benefit through a specidised programme that can hep them address ther
needs. For thisreason, theauthors have cometogether to discussthe possibilities
that exist or may develop as we tackle these i ssues.

Thevarious studies surveyed have highlighted the needs of school principds.
Leaders need to acquire traditional management skills in resource allocation,
finance, cost control, planning and other aress, and they should be proficient in
methodological tools, which may help them improve their effectiveness.
M oreover, wed so expect them to demonstratethequalitiesthat defineleadership,
integrity and character — areas such as vision, passion, sensitivity, insight,
understanding, commitment, charisma, courage, humility and inteligence We
aso expect them to be friends, mentors and/or guardians. Yet, what stands out is
that we need leaders who are, as Duignan (1998) puts it, ‘full-blooded creatures
who are politicdly and spiritudly aware, credible, earthly and practicd’ (pp. 21-
22). Although people may be trained to become effective leaders, most leaders,
unfortunately, find themsdves in leadership positions without being adequatey
trained or prepared. Leadership also requires a practical component which
leadership courses often tend to neglect. A lot of work can and needs to be done
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at this leve. In many countries training is not arequirement for appointment as
a principal. However, various initiatives have been identified providing
programmes for aspiring principals. While some systems operate mandatory
courses, others are available but not compulsory (seeTable 1). At the sametime,
various post-graduate courses are run mainly by universities (see Bezzina, 2001,
Tomlinson, 2001).

While the programmes reviewed have their own partticular slant and bias,
one can identify similar trends and initiatives. The main aim behind the
programmes is that of improving the quality of school leadership and
management. They are rooted in school improvement, are based on national
standards, take account of a candidate’s previous achievements and experiences,
and are rigorous in nature.

The programme-designs reviewed tend to focus on:

« amove away from purdy academic programmes to more professiona ones;

e agreaer focus on rdevance and applicability;

e agreaer involvement of participants;

e exposure to avariety of learning opportunities (e.g., case studies, individud/
pair/group work);

« ahands-on gpproach, reflection and action;

e mentoring and coaching.

Most initiatives pertainto the Anglo-Saxonworld, but — onthe basisof the
recent reforms that have led to the legal frameworks outlined in previous
paragraphs—Malta and I taly are also f ocusing more and more on the issues of
autonomy and leadership. Moreover, both countries share the same
Mediterranean culture and institutional evolution characterised by the
tendency to decentralise more responsibilities to the school site and, as a
result, to make schools more accountable for decision-making and the results
achieved.

Bringing theseactivitiestogether so as to favour staff and student mohility, as
well as the sharing of technological expertise, isthe chdlenge for the future and
for the practicd settlement of a real culture of leadership. The programmes am
to chdlenge course partici pants to address theory and praxis within the contexts
they work in, thus dlowing us to review how such professiond development
courses can influence, and be influenced, by nationad mandates such astheone on
networks in Mdta and decentralised practices in Itay.
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TABLE 1: Schod |eadershipand management progr ammes

Provision for Aspiring Principals

International Centre

Mandatory

Optional

Augtralia (Victoria)

Australia (NSW)

V]
V]

Canada (Ontario)

Cyprus

III Short Course

m Master’s course

Greece

V]

Hong Kong

III Course (30 hours)

m Master’s course

New Zealand

V]

lsreel

[

Italy

Sngapore

Spain

M-

Sweden

Turkey

USA (Chicago)

Master’s course

USA (North Carolina)

USA (Ohio)

USA (Pittsburgh)

Malta

HEERE |E

Master’s course

England & Wales

Scotland

HEIEEHEEEE

The country either has one programme which is mandatory or else optional or both



Notes

1. The Education Division represents the administrative arm of the Maltese government in
educational matters concerning curriculum devel opment, examinations, planning and
infrastructural development, operations, further studies and adult education, and student services
and international relaions.

2. The Constitution can be viewed at http://www.stranierinitalia.it/l eggi/costituing.html

3. Soecificdly, the Atticle reads: * This Treaty marks anew stage in the process of creding an ever
closer union among the peoples of Europe, in which decisions aretaken s closely as possible to
the citizen’ (for full text of Treay see http://www.eurotredies.com/ymaastrichteu.pdf).

4. Law59/1997 canbeviewedat http://www.parlamento.it/parlam/leggi/97059l.htm (textinltalian).

5. Legidative Dearee59/1998 can be viewed at http://www.cgilscuola.it/leggi/DM59-98.htm (text
in ltalian).

6. Sentence) 13/2004 of the Itdian Constitutional Court can be viewed & http://www.istruzioneer.it/
allegato.asp?l D=159527 (text in I talian).

7. The Svadis Project (3.VA.DI.S— Sstema di Valutazione dei Dirigenti Scolastici) isasystem for
evaluating headteachers.
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CONFERENCE REPORT

HIGHER EDUCATION AND THE EMPLOYMENT
MARKET INTHE ARAB WORLD

Reflections on an International Discusson held in Rabat, Morocoo,
2-3 November 2006

MELITA CRISTALDI

The international discussion on Enseignement Supérieur et Marché de
I’'Emploi dans le Monde Arabe was organised by the Centre d'Etudes et de
Recherches en Politiques d’'Education e Formation in Rabat, together with the
Centre Jacques Berque (represented by its director, Michel Péraldi) and the
Institut Francais pour leProche-Orient in Rabat (an institutelinked to the French
embassy in Morocco).

This discussion — conceived as an intensive workshop for economists,
educationdists and administrators from the various Arab capitds — is the second
in a seies that ams & encouraging comparaive communication and research
regarding this theme in the Arab world. It built on the collaboration that was set
upinBerut beforetheconflict of this summer. Academics from Lebanon, Algeria,
Tunisia, Egypt, Jordan and, naturdly, Morocco were present. The presentations
that should have been made by the Algerian, Syrian and another Lebanese
representetive, who were absent for reasons beyond their control, were made
on their behalf by colleagues. The languages used were French and Arabic;
a simultaneous translation from French to Arabic and vice-versa heped all
the participants to take part.

The theme of the relaionship between higher education and the employment
market, which constitutes a ‘dassic’ chapter in the literature of this fidd, was
tackled with regard to the specific situaions in the Arab world. Here too, asin
devel oped and some deve oping countries, it has been possible in recent years to
see a continuous standardisation of higher education, aconsiderable increase in
thenumber of studentstaking advantage of it and, at the same time, adecreasein
thefinancid, materid and human resources available. Moreover, theconnections
between school and training on one hand, and the job market on the other, have
fet the ef fects of alack of co-ordination, whichinthe end has penalised students
who often risk seeing their expectations disgppointed. Furthermore, evenifinthe
magority of Arab countriesthe changefrom an eliteto astandard higher education
system has responded, dbet sometimes chaoticadly, to the need expressed by
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students and their families for greater socid mobility, this change has not been
backed up by similar, necessary changesin thesocid and economicfidds. In other
words, the increase in the number of graduaes has not been accompanied by an
increase in job opportunities. One of the consequences of this situation, aready
noted in other more deveoped parts of the world and to which attention was
rightly drawn at the Moroccan workshop, hasbeen a depreciation inthe va ue of
academic degrees and the consequent effect of thisonyoung graduateswho, asto
this today, find themselves forced to accept jobs which very often do not
correspond to their qudificaions.

The presentations a the workshop made reference to quantitative data In his
introduction to the work of the Rabat workshop, Professor Mohammed Soudi
from Mohammed V University of Rabat underlined thefactsthat have determined
the present stéate of the education-employment rdlationship both in Morocco and
in the Arab world in general, and the andytical and diagnostic aspects of the
factors influencing this rdationship.

The presentation of Professor Suzanne Abdul-Reda Abourjeili (unfortunatdy
absent) of Saint Joseph University in Beirut analysed the Lebanese higher
education and job market situation. The analysis she proposed looked at a
historica section, gpanning way back to thesituation existing a thetimewhen the
country gained its independence in 1943. She presented a grgph showing the
quantitative growth in the numbers of university students in Lebanon over the
years right up to the present day situation of standardised higher education. She
pointed out that, from a quditative point of view, the peculiarity of the Lebanese
situationistha there isonly onestateuniversity in comparison to about 40 private
universities bdonging and/or responding to the culturd needs of the diff erent
ideologicd -reigious &filiaions.

The research carried out by Professor Said Ben Sédrine of the University of
Tunis andysad the structure of the education and further education system in
Tunisiaand compared the results of economic and social developmentsin Tunisia
and Morocco. Paticular atention was given to the generd incoherence of the
devel opment modd s used, pointingout tha the expectations of thepoorer sections
of the populations are often deluded by the powerful elites who, in turn, are
incgpable of guaranteeing a generd, socid cohesion by means of control of the
educationd and employment systems of the country.

Professor Djemd Ferroukhi of the University of Algeri (unfortunatey, also
absent) andysed the relaionship between higher education and economic and
socid development which has determined the present delusion experienced by
graduates in Algeria

Professor Mundur Shara, an economist from Jordan, presented agloba picture
of the historical evolution of three Jordanian universities. Theandysisdealt with
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thenumber of faculties and student enrolments from the 1950s to the present day,
placing particular emphasis on faculties of economics and on the problem of
maintaining a coherent general plan of the education offered by the university
system, especidly with reference to Islamic, humanistic ideds.

Professor Bakkdia El-I khtissad, from Egypt, presented a detailed andysis of
the contradictions in the university and professiond training systemsin Egypt,
trgpped as they are between some atempts a modernisation and the structural
limits of the country’s economic, politica and socid development.

The complex Lebanese situation — which is caught between strong, internal
independence movements and external controls (mostly Syrian, but dso from
other states interested in hegemony in the Middle East) — was illustrated by
Boutros Labaki, an economist from Saint Joseph University in Beirut.

In conclusion, the co-ordinator Professor Soudi began by expressing his hopes
that the activity of the workshop will becontinued at the next sessionwhich isto
be organised ether in Lebanon or in Egypt a the end of 2007. He then went on
to ded with some elements of great interest to the comparative education fied
which could be drawn from the presentations a the meeting. In paticular, he
defined a situaion tha is worthy of greaer atention on the part of those Arab
governments whose policies have been the subject of detailed, scientific study by
thevarious authors present at the workshop, and stressed the need for scholars to
paticipate more actively in advising those responsible for the policy reforms
which are generally fdt to be necessary. Underlining the importance of these
cond usions, Professor Giovanni Pampanini, Vice-President of theWorld Council
of Comparative EducaionAssociations, invited dl those present to takepart inthe
next Comparative Education World Congress in Sargevo, from 3-7 September
2007, in order to examine the results obtained to date by this Arab group and to
continue the work of research in the world's most accredited comparative
education scientific arena.
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BOOK REVIEWS

Grace Grima and Josette Farrugia (2006) Transtion from Primary to
Secondary in Malta: Time to Break the Mould? (Series. Familiesand
Schools), Malta, Allied Publications, xiv + 129pp., ISBN: 9990931011.

This book is the first in aseries of publications entitled Families and Schools
by the Foundation for Educationa Services (FES) which works hand-in-hand with
the Education Division a the Ministry of Education in Mdtato provide arange
of innovative educational initiatives. With Malta striving to improve its
assessment practices — a dassroom, school and certification levels — in line with
current educationd philosophies, it isnot surprising that FES choseto focus on the
Education Division's 11+ examination which istaken by most Matese students at
the end of their primary schooling. This high stakes examination in five school
subjects — namdy, English, Matese, Mahematics, Rdigion and Socid Studies —
marks the transition from primary to secondary education in the state system.
Indeed, students can only join the more academically oriented state secondary
schools (cdled Junior Lyceun) if they obtain & least a passin dl five subjects
(students may however ask to be exempted from Rdigion and, in somecases, even
from Mdtese). Thosewho fal to obtain the necessary passes, unl ess they otherwise
join a private (church or independent) secondary school, are likely to find
themsdvesin oneof thestate' slessacademicdly oriented secondary schools (cdled
Area Secondaries). Statistics show that incressingly more and more students are
passing this examination. (see Ministry of Educetion, Youth and Employment
[MEYE], 2006b). But even though passretes have consigently improved from the
initid 16%in 1982, when thi s 11+ examination was launched, to reach 60%in 2006,
the fact remains tha each year thousands of young Mdtese students (induding
those who do not even bother to sit for the examination) are experiencing falure
and exclusion in ther transition from primary to secondary education.

The authors, Grace Grima and Josette Farrugia, are both educational
assessment experts working with the Matriculation and Secondary Education
Caetificate Examinations Board (MATSEC) of the Univesity of Malta Ther
book comes a a time when the Ministry of Education has set up a committes,
chaired by Grima herself, to review and make recommendations on the local
examination system & the end of the primary school years (see MEYE, 20063).
It was dealy intended that this book, which basically presents a collation of
existing rd evant information, ‘ creates a good basis, abackground of information,
including wdl-researched comparativematerid, for the [ensuing] debate (p. vi).
In 2005, the 11+ examination debate assumed anew di mension when theMinistry

Mediterranean Journal of Educational Studies Vol. 11(2), pp. 91-95, 2006 91



of Education began piloting a new secondary school set-up based on networking
by region which, among other things, provides for dl students (i.e, those who
pass as wdl as those who fal the 11+ examination) to atend the same school
(see MEYE, 2005; Bezzina, 2006; Bezzina, Pdetta & Vidoni, 2006).

Grima& Farugias book, which iswritten inaflowing yet engaging style, is
interspersed with catchy, thought provoking cartoons and quotetions rdated to
assessment and education. Thepublicaionisdividedinthree pats. Thefirst part,
after providing an overview of local educationa developments relaed to the
transition from primary to secondary, takes a thorough | ook & what locdl research
issaying about thistransition and rd ated i ssues, such as, streaming. Thisreporting
is judiciously embedded within internationa educationa debates and findings.
Thesecond part of the book analysesthe primary to secondary transition systems
in 27 European countries and five non- European countries (the Appendix provides
essy reference ‘snapshots’ of ‘ primary education’, ‘assessment’, ‘transition to
secondary school’” and ‘admission requirements’ in these 32 countries). Specid
atention isgiven to Northern Irdand, the only European country incuded in the
andysis that has, similar to Mdta, high stakes sdective examinaions a the end
of primary school tha are meant to channel students into different secondary
schools. The third and find pat of the book explores the available options as
Madtaseeksto move shead. Theauthors come up with three dternatives, namdy:
(i) keeping the current system; (ii) retaining the 11+ examination and extending
the new network-based secondary set-up to all schools; and (iii) doing away
with the 11+ examination and moving towards a system of mixed-ability
secondary schools.

The authors' declared intention was that the maerid they present heps in
creating an informed debae aimed a answering the question: Is it time to break
the moul d?Although they have undoubtedly produced an excdlent collation of the
available information, | was somewhat disappointed that they remained
uncommitted, a least within the confines of this book, as to the outcome of this
crucid question. They give no indication if thiswas ther decision, or if it had to
do with Grima dso being the charperson of the review committee, or still if this
was requested by FES which commissioned their work. Irrespectivey, | would
have preferred Grima & Farugiato go beyond the presentation of facts, which
admittedly was the mai n obj ectiveof this publication, and get personaly involved
inthedebate. Their professiond insights, based on their assessment expertiseand
daily dedings with assessment matters, would have undoubtedly helped the
reader, who may not necessarily be well acquainted with current assessment
discourses, to better interpret the detailed information presented here within the
latest developments in assessment theories and practices. Any debate rdaed to
the transition from primary to secondary school, as with al educationa debates,
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needs to bebased not only on resear ch findings and ensuing ramifications, but aso
on aforward-looking understanding of what type of education thecountry istrying
to achieve. As education may mean different thingsto different people, it is only
ater the different perspectives are declared and adequatdly debated that one can
possibly start to examine the role of assessment within the system and the
subsequent assessment practices to be put in place.

As someone who bdievesin socid justice and qudity education for dl, | am
committed towar d equity, inclusion and lifelong learning as opposed to injustice,
segregation and continued learning for only the sdected few. | therefore find the
research findings reported by Grima & Farrugia good enough reasson not to even
consider continuing with the present transition system. Their publicationisindeed
an eye-opener on the discriminations, sufferings and traumas that the 11+
examination brings along, not just for the students themsdves but adso for their
families and teachers, and the eventuad humiliation, labeling and uncertain future
faced by the unsuccessful students. To keep the current system is to keep teling
so many Madtese students eech year that they are falures, that there is no future
for them inthe educationd stresm that redly ‘ matters' . Made to fed from such a
young age that they deserveto betreated as inferiors, students quickly learn not
to expect theeconomicand socid rewards awaiting their more ‘successful’ peers.
Thefact that many parents, especidly thoseof thebetter performing students, and
most teechers arein favour of retaining the present set-up goes only to show the
complexity involved in bringing about real as opposed to cosmetic change. The
many manifestations highlighted in Grima & Farrugia's book of misinformed
people and displays of downright egoisms paraded as educational arguments
signd tha educating about education remains in Mdta an indigensabl e strategy
toward affecting change. For sure, onecannot expect changeeffortsto comefrom
people who are either advantaged in thepresent system (or so they think) or who
are drad of what may possibly lie ahead.

The third option mentioned by Grima & Farrugia refers specficdly to
comprehensive schooling, which is the norm rather than the exception in most
educationdly evolved countries. | consequently fail to understand why theauthors
did not explore the locd comprehensive experimentation in gate schools during
the 1970s (see Zanmit Marmara, 2001). The brief reference to this episode on
page 2 of the book does not do justice to the ‘psychologicd turmoil’ that this
certainly mishandled innovation probably still conjures in the minds of teschers
and parents dike. | fear tha the lingering perceptions that this possibly most
socidly just educationd system does not work in Mdta(evenif somelocd private
schools, both church and independent, are now practicaly comprehensive) may
work against comprehensive schooling beng reintroduced in the date system, at
lesst in the foreseedbl e future. The residue fear of the comprehensive experience
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in Mataprobably placesthe second option put forward by Grima& Farugia(i.e,
extending the new network-based secondary set-up to dl regions) as the most
viable one in the present circumstances. The main problem here is that all
‘evaluations’ so far of thisnew set-up are, to my knowledge, coming from thevery
same persons who are behind and responsible for this innovation. While
independent research is certanly needed, | must however add that from my
informd interactions with teachers and counsdlors working within the sdected
networked school s, thepositiveofficid comments being fed to the general public
gppear to belargdy justified.

One can now only augur that thisbook isused constructively inthe reflective
process leading toward the decision aout what type of transition process from
primary to secondary schooling we would like to have in Mdta The hopeis that
thewiser and fairer decision prevails over the less painful ones. The stekes are
certainly high, especidly for the upcoming generations of Matese students who
will befacing this transition & some point in the future. It would however be a
mistake to think that this book is of no interest beyond this specific issue and
beyond Mdtd s shores. For Grima& Farrugid s book evidencesthat Mdta, is spite
of its diminutive size, possesses awedth of vaid educationd research (much of
which remains unpublished) that deserves to be made accessible to the widest
possibleaudience. The commissioning of thebook by FESisinitsdf anindicaion
that decision-making in Mdta s findly maturing. By giving due atention to
Madtese research, and subseguently to locdising decision-making, it becomes
unlikely that important decisions are made either at someone’s whim or by
adopting the neo-colonid stanceof following blindly thepoliciesand practices of
leading educationd countries.

Although primarily written for loca consumption, | would still recommend
this book to anyone interested in ether comparétive education or educationd
assessment. In particular, the internationd reader whois spedcifically interested in
the transition from primary to secondary schooling is likdy to find this book
appealing in rdaion to three diff erent scenarios:

(i) By exposing the grim redities of practising selection through an 11+
examination, countriestha havemoved away from such practices have here
avivid reminder of what probably propelled them to seek change in thefirst
place. This may serve in turn as a timdy warning to those who are now
thinking of turning back the clock.

(i) Countries that still practise sdection through an 11+ examination can
compare noteswith what is happeningin Mata Mdtdsand NorthIrdand's
(see Chapter 6) effortsto redress such a situation may inspire others tofind
the courage to move ahead.
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(iii) Countriestha are in theprocess of devel oping their secondary education (as
is the case with anumber of Eastern and Southern Mediterranean countries
—seeBardak, 2006) have something hereon which to reflect asthey go about
deciding which type of transition from primary to secondary school to put
in place The Mdtese experience may serve to hep them decide in favour
of sodial justiceas opposed to the illusive concept of meritocracy that much
relies on the perpetustion of the psychometric myth.

At this point, | can only invite the reader to read the book Transition from
Primaryto Secondary in Malta: Timeto Breakthe Mould? Having made, | think,
my position crystd cear, thereader can then decideif he or she sharesmy opinion
that it isdefinitdy the time to bresk the mould. The question remains, however,
of implementing well whichever new mould we may choose to put instead.
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Hans A. Andrews (2006) Awards and Recognition for Exceptional
Teachers. K-12 and Community College Programsin the USA, Canada
and Other Countries, Ottawa, M atilda Press, vi + 386 pp., | SBN:
0978715802

Thepurposes of schools adopting ateacher award and recognition structure are
multiple. The structure can serve as atype of portfolio assessment that hdps
teachers attain important teaching abilities. It can createa setting in which serious
discourse about teaching can occur — teaching is made public in away that the
outcomes of practice can be deveoped into shared norms of practice across the
profession. More teachers are encouraged and challenged to achieve excdlence,
and highly qudified and motivated peopl eareattracted to theteaching profession.

Andrewsisamajor advocate of award structures and hiswork bringsawedth
of knowledge and research to bear on this topic. Andrews book (see http://
www.matildapress.com) is organised around three major foci: (i) it gives
educational practitioners a guide for the successful implementation of a
recognition programme; (ii) it encourages more governing boards to understand
the need for recognition and award programmes for their teechers; and (iii) it
exhibits best practices of awvards and recognition from across the USA, Canada
and dsewhere.

On reading this book, thosenot familiar with this practice becomemore aware
that recognition for achievement is one of the factors that can motivate teachers
to produce excellence in teaching. Teachers thrive on recognition. Being
nominated isamemorabl e experience —it boosts theteacher’smorde, isvduable
for the student, significant for the school, important for the profession and good
for thecommunity. It aso emerges from thisvolumetha recognition programmes
generate a positive growth impact. Studies have found that when there are
incentives to improve, additiona resources are directed & maximising student
output and thereare more gainsin student learning. Additionaly, recognition and
support provide and develop a strong teaching and learning environment for
teachers. Teachersfeel asense of efficacy when they bdieve and have confidence
in their ability to reach teeching gods.

Recognition programmes, according to Andrew's, can al so addressthecurrent
chdlenges that US institutions are facing, namdy, teacher shortage and the lack
of financid resources beng dlocated to teacher recruitment and sdaies. In the
US, about one-third of beginning teachers leave within five years. This
phenomenon, which drains the school’s financid and human resources, can be
managed if good teachers are given high visibility and more excdlent candidates
are atracted to the profession by motivationa stimulantsthat nurtureadult growth
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and sustain theschool as an attractiveworkplace. Wha Andrewsfailsto daborate
upon ae other incentives that should be vigorously pursued dongside avard
structures. Among these, one could mention: (i) strong induction programmes;
(if) expert mentors made available for in-classroom support; (iii) improved
working conditions; and (iv) a reduced class size. Another shortcoming in this
regard is the lack of research that shows how these structures are effective as
incentives to attract and retain good teachers. We need to know more about job
sdti sfaction and motivationd factorsfor teachers. What iscertainistha teschers
motivators are complex and not excdusively award/money centred.

A question that gorings to mind while reading this book is: How does one
define qudity teaching? Andrews acknowledges the difficulty of recognising
good teaching and provides sound advice on how to devise a process to reward
excellent perf ormance. Heparticularly focuses on constructing significant teecher
evd uation systems, ensuring that eva uationisfar, objectiveand comprehensive
Asone can redise whilereading through the numerous programmes presented in
thebook, evd uation systems can of ten bevagueand performancecriteria not wel |
defined. Hence, the sdection committee may have some problems in deciding
who best ‘inspires students to strive to reach their full potentid’ or who ‘inspires
and promotes theval ueof teaching among his/her colleagues’. Thereisalso great
discrepancy in the way exceptiond and outstanding teaching is understood by
different schools and colleges. While some awards place more emphasis on
intrinsic motivation, respect by students and peers, and nurturing hidden tdents
and abilities, others (like the federd programme administered by the US
Department of Education) award teacherswho show tdent in successfully raising
student academic achievement.

The number of outside agencies, businesses and corporate industries funding
these awards can be of particular concern. For instance, weeklong trips to
Disneyland facilities and Wa-Mart greeter’s vests make one question the real
objective of these recognition programmes. Other more laudable avards give
teechers, for instance, opportunities for spesking appearances with professiond,
cvic, educationd, parent and student groups. Such awards dso offer enhanced
professiond responsihilities (like teachers serving as mentors or work on specid
projects) and encourageteachersto atend prof essiond meetings, conferences and
specidised traning. Anoverview of thelisted programmes evidencesthat not al
school s have managed to create a consistent connection and correlaion between
therecognition of teachers' expertiseand therequirement that they should assume
greater responsibility in contributing to school activities. As Andrews stresses,
there must be a dear philosophica commitment underlying every recognition
system —it must be part of an overall plan of va uedevel opment, guaranteeing tha
qudity instruction exists in every dassroom.
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The major flaw that | find with this book is the persisting manner in which
Andrews promotes award and recognition structures without ddving into the
issuesthat could emergeon the adoption of these structures. Recognition granted
toteechersis, by itsvery nature, a controversid subject. Appreciation and esteem
can be largely subjective and perf ormancerdated incentives are generally based
on an evaluation of the teacher as an individual. The focus on individual
performance inherent in such award structures does not sit essily with the strong
emphasis on tescher teamwork. These schemes risk he ghtened competitiveness
between teschers and fail to take adequady into account the merits of group
peformanceand the essentidly collegid nature of teaching. Thiscriticism by no
means deni es that teacher s should be provided with positivefeedback about their
accomplishments. However, more efforts should be directed a developing a
school culture that supports positive teacher growth opportunities of a more
collegid kind.

The outline of the existing national, state and local programmes, albeit
comprehensive, dso tendsto become laboriousto read. An overwhe ming amount
of repetitive details, like who received the award, who was eligible, how much
money wasreceived, and thelike, stretches over seven chapters. This compe sthe
reader to question whether the primary objective of this book is precisdy to
showcase the good practices of recognition structures.

Nevertheless, one needs to acknowledge that Andrews' appeaing writing
style — each chapter is carefully researched, well organised and ends with a
summary — renders this book a useful resource for practitioners, administrators,
school boards and parents wanting to learn how recognition for exce lent teachers
he ps improve student learning outcomes and leads to qudity instruction.

Michelle Attard Tonna
Uni versity of Malta
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resourcesthat theEditorid Board has at itsdisposd. A feeisnormadly charged for
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promote English versions of high qudity artid esthat have dready been published
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The manuscript can be submitted as an e-mail attachment, to be sent to:
ronal d.sultana@um.edu.mt Alternatively, three complete copies of the
manuscript can be submitted, typed double-spaced on one side of the paper. A
diskette version of the article (preferably formatted on Word for Windows)
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