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Heinz Stinker

Bildung, Macht und soziale SchlieBung
Klassenstrategien im Spatkapitalismus

HEINZ SUNKER'

Uber Bildung gewinnt der Mensch sein eigenes BewuBtsein;
erst damit wird die tber ihn ausgelibte Verfligung endgliltig
zum Untergang verurteilt.
Heinz-Joachim Heydorn, Uber den Widerspruch von Bildung und Herrschaft

Gesellschaftsverfassung und Bildungsinstitution

Die Frage nach dem, was ,Bildung’ meint, ist im Kontext von Sozialphilosophie und
politischer Anthropologie die Frage nach dem ,Menschen’ nicht seiner ,Natur, sondern
seiner gesellschaftlichen Verfasstheit und seiner Potentialitat?.

Komplementar dazu ist eine Analyse von Institutionalisierungsprozessen von ,Bildung’
noétig, die historisch-systematisch akzentuiert sehr schnell verdeutlicht, dass diesen soziale
SchlieBungsprozesse inhdrent sind, die ihren wesentlichen Charakter der kapitalistischen
Gesellschaftsform und dominierenden Klassenstrategien verdanken. Dementsprechend ist
Aufklarendes®von P.Bourdieu zu erwarten, wenn seiner Einschatzung gefolgt wird, dass nichts
mehr Ahnlichkeit mit Religionskriegen habe als ,schulische Querelen’ oder Debatten {iber
kulturelle Belange.,Wenn es ohne Zweifel leichter ist, die Sozialversicherung zu reformieren
als die Rechtschreibungoder die Lehrplane der Literaturgeschichte, dann deshalb, weil die
EignerkulturellenKapitals—undwohlmehralsalleanderen dieKleineigentiimer, dieeinwenig
den ,armen Weien’ der Kultur gleichen — mit der Verteidigung gerade des willkirlichsten
Aspektes eines kulturell Willklrlichen nicht nur ihre Aktiva, sondern auch so etwas wie ihre
soziale Identitat verteidigen (Bourdieu 2004, S. 19). Und komplementar dazu formuliert der
deutsche Bildungsforscher K. U. Mayer (Pongs 2000, S. 197) in Ubereinstimmung mit vielen
weiteren Stimmen:,Bildung wird das alles bestimmende Thema des 21. Jahrhunderts sein“4,

Aber mehr als flinfzehn Jahre nach den ersten Debatten Uber die als katastrophal
interpretierten Ergebnisse der PISA-Studie(n) in und fir Deutschland ziehen
Auseinandersetzungen um das deutsche dreigliedrige Schulsystem und dessen im
internationalen Vergleich besonders hohe soziale Selektivitat® - also dessen wesentliche

! Professor fiir Sozialpddagogik an der Bergischen Universitat Wuppertal

2 Heydorn versteht Bildung ,als den Versuch einer Einholung des Menschen durch den Menschen”, ,als
Frage nach dem Verbleib des Menschen” (1979, S. 14f.) und:,,Bildung versteht sich als Aufgrabung des
Menschen und damit als Herausforderung der Wirklichkeit” (1979, S. 18).

3 Zu angelsédchsischen Analysen im Bereich der,sociology and politics of education” s. grundlegende
Studien von Apple (1985), Wexler (1987), Whitty (2002) und Ball (2003); deutschsprachig s. Friedeburg
(1989), Stinker/Timmermann/Kolbe (1994), Stinker/Krtiger (1999) und Vester (2004, 2007).

4Zur exorbitanten Bedeutung von ,Bildung” - in der Gestalt von ,Bildungstiteln” - fir Lebenslaufe s. neben
vielfaltigen Hinweisen bei Bourdieu fiir die deutsche Debatte Mdiller (1998, S. 100ff.).
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Bedeutung bei der Reproduktion von sozialer Ungleichheit® - zwar nach wie vor eine
groBBe offentliche Aufmerksamkeit auf sich, haben allerdings zu keinen entscheidenden
bildungspolitischen, vor allem strukturellen wie inhaltlichen, Veranderungen gefiihrt’ .
Dabei geht es mehr denn je, folgt man der hier benannten Bildungspositionierung, wie
H.-J. Heydorn, der inspirierendste Bildungsanalytiker des 20. Jahrhunderts, die Aufgabe
bezeichnet hat, um die Konzeptualisierung eines Begriffes von Bildung, der ob seiner
emanzipatorischen Potentiale der Gegenwart angemessen ist, und eben nicht in dem in
der angelsdchsischen Welt Diskutierten, der ,marketisation” und ,commodification” von
Bildung, aufgeht (vgl. Ball 2003). Damit handelt es sich zugleich darum, das herrschende
System der Bildungsapartheid?, das auf sozialer Ungleichheit und AusschlieBung aufruht,
endlich zu Uberwinden (vgl. Stinker 2003, S. 10; Sunker/Timmermann/Kolbe 1994), um
Demokratie zu ermoglichen, indem die Bildung aller wie fiir alle, damit der Miindigkeit
forderlich, gefordertundrealisiert wird®. Angesichts der Erfahrungen mit dem katastrophalen
20. Jh. und der Frage nach humanen Perspektiven fiir das 21. Jh. bilden dann und damit
nicht 6konomisch ausgerichtete, sondern gesellschaftlich-politische Problemstellungen die
entscheidenden Grundlagen fiir eine Debatte um Anspriiche an Bildung und Bildungspolitik
(vgl. Wallerstein et al. 2014, S. 214). Entscheidend ist die Erkenntnis, dass Bildungspolitik
Gesellschaftspolitik ist — in vielerlei Hinsichten, vor allem aber ,Klassenkampf” (Vester 2008).
In der Vermittlung mit der Demokratie-Problematik bedeutet dies: Demokratie beruht
auf - politischem - Bewusstsein wie Fahigkeiten gebildeter Blirgerinnen und Biirger, die
die offentlichen Angelegenheiten als ihre eigenen begreifen und deshalb darin eingreifen.
Die Basis hierfiir besteht in der Bildung aller, die durch AusschlieBungsprozesse verhindert
wird bzw. werden soll. Auf einen wesentlichen Zusammenhang macht - wiederum -
Bourdieu aufmerksam: ,Um den Zusammenhang von Bildungskapital und Geneigtheit,
auf politische Fragen zu antworten, angemessen zu erklaren, genligt nicht der Rickgriff
auf die durch den Bildungstitel garantierte Fahigkeit zum Verstehen, zur Wiedergabe
oder selbst noch zur Hervorbringung des politischen Diskurses; hinzu kommen muss

® S. exemplarisch St. Hradil et al.:,Schullibergang: Kinder weniger gebildeter und einkommensschwacher-
er Eltern werden diskriminiert” (http://www.uni-mainz.de/presse/24855.php download von 29.12.2016).
Zudem gibt es inzwischen Forschungsergebnisse zur,Nachhaltigkeit von Bildungsaufstiegen’, die deutlich
die Gefahr des ,Ruckfalls” fiir entsprechend unterprivilegierte Klassenfraktionen zeigen (Fuchs/Sixt 2007).
5 Meiner Einschatzung nach klassenanalytisch die entscheidende Kategorie - nicht allein im Bildungs-
bereich (s. exemplarisch die Beitrdge in Graf/Méller 2015) -, auch im Vergleich zu,,sozialer Auss-
chlieBung” (vgl. Anhorn 2008).

7 Zur Verortung dieser Problematik s. Apple et al. (2003).

8 In den Worten L. v. Friedeburgs heif3t das:,Dass aber nach wie vor die sozialen Klassen in Deutschland
nichts so sehr unterscheidet wie der Schulbesuch ihrer Kinder, bezeichnet eine unveranderte Aufgabe
der Bildungsreform” (1994a, S. 21); vgl. weiter ausfiihrlich dazu mit Bezug auf Gesellschaftstheorie und
Gesellschaftspolitik Stinker (2007).

° Dies ist das Leitmotiv in den Gesprachen zwischen Adorno und Becker, dem damaligen Direktor des

MPI fiir Bildungsforschung, unter dem Titel ,Erziehung zur Miindigkeit” (Adorno 1970) und der Kritischen
Bildungstheorie Heydorns (vgl. Stinker 2003: Kap. V und VII).
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vielmehr noch das - gesellschaftlich gebilligte und geférderte - Gefiihl, berechtigt
zu sein, sich Uberhaupt mit Politik zu beschaftigen, ermachtigt zu sein, politisch zu
argumentieren”. Der entscheidende Skandal in unseren real existierenden burgerlich-
kapitalistischen Gesellschaften besteht bei allen Form- wie Schulunterschieden' daher
darin, dass gesellschaftliche Ungleichheiten, also Klassenverhaltnisse, durch Bildung
nicht nur nicht Gberwunden, sondern noch verstarkt reproduziert werden, weil ,Bildung’
- als ,Ausstattung” und ,Image” - fiir Lebenslauf und Lebenserfolg immer entscheidender
geworden ist. So betont der gesellschaftspolitisch skandaloseste Satz in der ersten
Deutschen PISA-Studie, mit dem die Folgen scharfer sozialer — herkunftsbedingter -
Selektivitat herausgestellt werden, folgerichtig: ,Kulturelles Engagement und kulturelle
Entfaltung, Wertorientierungen und politische Partizipation kovariieren liber die gesamte
Lebensspanne systematisch mit dem erreichten Bildungsniveau” (Deutsches PISA-
Konsortium 2001, S. 32). Dies verdeutlicht, dass jenen Kindern und Jugendlichen, denen
die Moglichkeit der Bildung genommen wird — und das als Ergebnis ihrer Klassenlage -,
lebensgeschichtlich viele andere Mdoglichkeiten und Perspektiven genommen werden
- von Kultur und Kunst bis zu politischem Bewusstsein, der Entwicklung von Interessen
und Handlungsmoglichkeiten, Einbindungen in Soziales. Gravierende Konsequenzen
- mehrheitlich in der Gestalt von Einschrankungen und Benachteiligungen - hat dies
dementsprechend fiir Lebenslage, Lebensweise und Lebensqualitdt, damit fir Chancen
auf Selbstverwirklichung, Selbstbestimmung und Partizipation einerseits und Beitragen
zur Gesellschaftsentwicklung andererseits'?. Ins Blickfeld gerdt damit zugleich der
bedeutsame Zusammenhang zwischen individuellen Bildungsmdglichkeiten und der
Bildung des Politischen; dies als Problem einer gesellschaftlichen Entwicklung, die auf eine
Demokratisierung aller Lebensbereiche setzt. Verweist also das zitierte PISA-Ergebnis auf
eine permanente grundlegende Verletzung von Prinzipien der Demokratie und einem
Konzept von Bildung, das der Aufklarungstradition und dem Bezug auf die Miindigkeit
aller Menschen entspricht, so fordert es weiter dazu heraus, sich genauer mit Fragen
nach gesellschaftlichen Grundlagen von und hegemonialen Auseinandersetzungen um
Bildung, also immer auch Bildungspolitik, zu beschaftigen.

"Zur Analyse der deutschen Sozialstruktur, ihrer klassenbasierten Milieus s. die grundlegende Analyse der
Forschergruppe um M. Vester (Vester et al. 2001).

12 Zur Einbettung in Vergesellschaftungsprozesse und deren Folgen fiir,Lebensqualitat; individuell und
gesellschaftlich, wie zur Entwicklung von Kriterien ist m.E. der Bezug auf die Marxsche Geschichtsana-
lyse niitzlich wie notwendig:,Persdnliche Unabhéangigkeit auf sachlicher Abhangigkeit gegriindet ist

die zweite gro3e Form, worin sich erst ein System des allgemeinen gesellschaftlichen Stoffwechsels, der
universalen Beziehungen, allseitiger Bedurfnisse, und universeller Vermdgen bildet” (Marx o.J., S. 75).
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Bildungspolitik als Gesellschaftspolitik

Im Rahmen eines Blindnisses von Aufkldrern und Modernisierern, so L. von Friedeburg
(1994), kam es vor flinfzig Jahren in der Bundesrepublik zur Kontroverse um Bildungspolitik,
womit sich ein Zeitfenster flir bestimmte Verdanderungen auftat. Begonnen hatte diese
Debatte mit G. Pichts Diagnose, ,deutsche Bildungskatastrophe” und ,Bildungsnotstand”;
ausgelost durch ,Sputnikschock” und eine damit einhergehende ,technologische Liicke”
wurde nach einer,Ausschopfung der Begabungsreserven” gesucht. Im Zentrum stand bei
Picht eine Verkniipfung von nationalem Bildungsniveau, d.h. dem Qualifikationsniveau
der Ware Arbeitskraft, mit internationaler 6konomischer Wettbewerbsfahigkeit. Zugleich
benannte er unter der Uberschrift ,Schulpolitik: die Sozialpolitik von heute” (1964, S.
30ff) nachdriicklich ,die Ungerechtigkeiten, die mit der Sozialauslese durch die Schulen
verbunden sind” (1964, S. 32) - eben infolge des dreigliedrigen Schulsystems und des
entsprechenden selektiven Berechtigungswesens.

Auf hierin eingelassene demokratietheoretisch wie -praktisch orientierte Perspektiven
verwies zudem zeitgleich R. Dahrendorf mit seiner Formulierung ,Bildung ist Blrgerrecht”
Bildungspolitik wurde hier als Voraussetzung fiir die Teilnahme am gesellschaftlichen
Leben verstanden (1966, S. 25) - was in der Forderung nach ,mehr Bildung fiir Menschen”
im Rahmen einer ,aktiven Bildungspolitik” (1966, S. 28) kulminierte.

Beriicksichtigt man, dass mit dem ,Bildungsniveau’ die Lebensqualitat - intellektuell,
sozial, kulturell, finanziell, gesundheitlich - steigt, dann stellt sich die Frage nach dem
Verhaltnis von Bildungspolitik und Demokratie: Wie konnte verhindert werden, dass die
permanente Verletzung von,,Chancengleichheit” im Bildungsbereich einer Gesellschaft mit
demokratischen Anspriichen, also die permanente strukturelle BenachteiligungvonKindern
aus der Arbeiterklasse™ bei permanenter Privilegierung der Kinder aus Bildungsbiirgertum
und Oberklasse, sich fast unwidersprochen und so weitgehend realisieren lie3'.

Bildungshistorisch wie systematisch analysiert H.-J. Heydorn Zusammenhange zwischen
LGesellschaftsverfassung und Bildungsinstitution” und folgert, dass Bildung stets,Ideologie
und Macht einer bestehenden Gesellschaft absichern” soll (1994/95, 1, S. 285). Mit Bezug auf
die Gegenwart — so formuliert er zur Zeit der ,Bildungsreform’ - gehe es um eine Bildung,
»die die maximale Effizienz des Menschen in einer technologischen Gesellschaft sicherstellt,
einer Gesellschaft, die auf Anpassung, Wechsel und Mobilitdt in weithin determinierten
sozialen Grenzen beruht” (I, S. 284).

Eine knappe wie prazise Antwort gibt P. Bourdieu aus bildungssoziologischer Sicht, wenn
er mit Bezug auf die Legitimationsproblematik davon spricht, dass,unter all den Lésungen,
dieim Laufe der Geschichte fiir das Problem der Ubermittlung der Macht und der Privilegien”

3 Als analytische Aufarbeitung ihrer Erfahrungen stellt L. Hansley (2016, Kapitel 2) vor, wie sie Schule erlebte
und was ihr widerfuhr.

“Immer noch erhellend ist die grundlegende Studie,,Ungerechtigkeit” von B. Moore, der der Frage nachgeht,
warum Menschen sich so oft damit abgeben, Opfer gesellschaftlicher Verhaltnisse zu sein, und warum sie zu
anderen Zeiten Uberaus zornig werden und mit Leidenschaft und Gewalt ihre Situation zu verandern suchen
(1982, S. 9). Er endet mit der Einschatzung:,Die wirklich umsttirzlerische Form der Kritik beginnt, sobald das
Volk fragt, ob eine bestimmte soziale Funktion Giberhaupt ausgeiibt werden muB, ob die menschliche Ge-
sellschaft nicht ohne Konige, Priester, Kapitalisten oder selbst revolutiondre Biirokraten auskommen konnte”.
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gefunden wurden, keine besser ,verschleiert” sei als die mit dem ,Unterrichtssystem”
verbundene, die ,hinter dem Mantel der Neutralitdt” diese Reproduktionsfunktion verberge
(1973, S.93; vgl. Bourdieu 2004, S. 17f.).

Den gesellschaftlichen Kontext bildet fir ihn die Vermittlung von 6konomischem, sozialem
und kulturellem Kapital, deren Spitze die ,symbolische Gewalt” der Machthabenden bildet.'

Die ideologischen Reden von ,Chancengleichheit® oder - noch Ubler -
~Chancengerechtigkeit”'® verschleiern diese Wirklichkeit mehr oder weniger bewusst; wird
hier doch Gesellschaftsanalyse ersetzt durch individuelle Zuschreibungen oder Verdacht
gegeniiber vermuteten Einstellungen wie Haltungen."”

Erklarungsbedirftig ist, weshalb die Benachteiligten, von Bildung Abgeschnittenen und
zu,bildungsfern” Erklarten an ihrer eigenen Unterdriickung mitarbeiten und diese quasi mit
zementieren. Eine Antwort darauf hat G. Simmel vor etwa 100 Jahren gegeben, indem er
,Bildung’ und deren klassenspezifische Rezeption wie Verarbeitung zusammenbringt: ,Die
scheinbare Gleichheit, mit der sich der Bildungsstoff jedem bietet, der ihn ergreifen will, ist
in Wirklichkeit blutiger Hohn, gerade wie andere Freiheiten liberalistischer Doktrinen, die
den Einzelnen freilich an dem Gewinn von Giitern jeder Art nicht hindern, aber (ibersehen,
dass nur der durch irgend welche Umstande schon Begtinstigte die Moglichkeit besitzt, sie
sich anzueignen. Da nun die Inhalte der Bildung - trotz oder wegen ihres allgemeinen Sich-

> An dieser Stelle wére die Frage nach Identitdt und Differenz von Bourdieu und den Analysen S. Bernfelds
aus dem ersten Drittel des 20. Jahrhunderts zu diskutieren; die entscheidende Einschdtzung Bernfelds zum
Verhaltnis von Gesellschafts- und Erziehungssystem lautet:,Die soziale Funktion der Erziehung ist die Konser-
vierung der biopsychischen und der sozialokonomischen, mit ihr der kulturell-geistigen Struktur der Gesells-
chaft”; es geht nicht allein um Konservierung im sinne der Reproduktion des Erreichten, sondern um ,Konser-
vierung im Sinne der Verhinderung eines Neuen” (Bernfeld 1967, S. 110; vgl. weiter Stinker 2004).

® Adorno hat dazu bereits 1944 Entscheidendes geschrieben:,Denn der Begriff der Chance, aus dem schon
Mannheim so viel gemacht hat, ist doch untrennbar an die Konkurrenzgesellschaft und die Karriére'in ihr ge-
bunden. Der Sozialismus will das nicht ins Ungemessene ausdehnen, sondern gerade abschaffen, ... Gleich-
heit der Chancen zu fordern, erschépft den Sozialismus in der Abschaffung des Schulgelds und der Erho-
hung der Erbschaftssteuer. Das Monopol wird sich dabei sehr wohl befinden” (2004, S. 497f). S. dazu weiter
Bourdieu (2001, S. 275f.): ,Die soziale Welt ist kein Gliicksspiel, keine diskontinuierliche Folge vollkommen
unabhdngiger Spielzlige, wie etwa Roulette (dessen Faszination sich, wie Dostojewski im Spieler plausibel
macht, dadurch erklart, dal3 es in einem Augenblick von der untersten auf die oberste Sprosse der sozialen
Stufenleiten katapultieren kann). Die von Chancengleichheit reden, vergessen, daf3 die sozialen Spiele (Feld
der Religion, des Rechts, der Philosophie usw.) keine fair games sind: Ohne im eigentlichen Sinn gefélscht zu
sein, dhnelt der Wettkampf einem seit Generationen wahrenden Handicaprennen oder einem Spiel, bei dem
jeder Teilnehmer Uber die positiven oder negativen Resultate all derer verfligt, die vor ihm gespielt haben,
das heil3t tiber die kumulierten Spielergebnisse aller seiner Vorfahren. Zu vergleichen wéren sie zudem eher
mit Spielen, in denen die Spieler fortschreitend positive oder negative Ertrage akkumulieren, mithinein mehr
oder weniger gewichtiges Kapital, das zusammen mit den ihrem Habitus inhdrenten Neigungen (zur Vorsicht,
zum Draufgangertum usw.) und zum Teil gebunden an ihr Kapitalvolumen, ihre Spielstrategien bestimmt”.

7 Das verbindet sich mit Klassenstrategien von,oben’, mit denen,unten’ diskreditiert werden soll (vgl. Savage
2015, S. 401-406).
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Darbietens - schlieBlich nur durch individuelle Aktivitdt angeeignet werden, so erzeugen
sie die unangreifbarste, weil ungreifbarste Aristokratie, einen Unterschied zwischen Hoch
und Niedrig, der nicht wie 6konomisch-sozialer durch ein Dekret oder eine Revolution
auszuldschen ist, und auch nicht durch den guten Willen des Betreffenden; ...” (Simmel
1989, S. 606f.). Im Rahmen seiner Analyse hat P. Bourdieu dies aus der Sicht der ,Sieger’
vertieft: ,Familien sind Korperschaften (corporate bodies), denen eine Art conatus im
Sinne Spinozas innewohnt, das heiflt eine Neigung zur Perpetuierung ihres sozialen Seins
samt aller Macht und allen Privilegien, die der Ursprung ihrer Reproduktionsstrategien
ist, der Fortpflanzungs-, Heirats-, Nachfolge-, Wirtschafts- und schlief8lich vor allem
Bildungsstrategien. Je bedeutender ihr kulturelles Kapital ist und je groBer das relative
Gewicht ihres kulturellen Kapitals im Vergleich zu ihrem 6konomischen Kapital, aber auch je
mehr der relative Wirkungsgrad bzw. die Rentabilitat der anderen Reproduktionsstrategien
abnimmt, insbesondere der auf die direkte Weitergabe des 6konomischen Kapitals
gerichteten Nachfolgestrategien (...), desto mehr investieren sie in Bildung”. Und er stellt
weiter dar, dass entgegen der Kritik an der Abstraktheit dieses Modells, dies zu verstehen
erlaube, warum die Familien, und vor allem die privilegierten Familien und unter diesen
wiederum die Familien der Intellektuellen, Lehrer und Angehérigen der freien Berufe in allen
entwickelten Landern - und in Japan womoglich noch mehr als anderswo - zunehmend
an Bildung interessiert seien und blieben. Warum die héchsten Bildungsinstitutionen, also
diejenigen, die zu den hochsten sozialen Positionen hinfiihrten, inzwischen fast vollstandig
von den Kindern der privilegierten Bevolkerungsgruppen monopolisiert wiirden, in Japan
genauso wie in den Vereinigten Staaten oder in Frankreich (Bourdieu 1998, S. 35f,; vgl.
Bourdieu 2004: 13-19; Ehrenreich 1992).

Damit diese Strategie als Absetzbewegung gegeniiber den Unterprivilegierten nicht
langer dem ,Schuldig-Sprechen’-Motto folgen kann, ist die Erkenntnis entscheidend,
dass zudem im Bildungsbereich ein weiterer Mechanismus wirkt, der in das birgerlich-
kapitalistische System insgesamt von Beginn an quasi ,eingebaut” ist und den
entscheidenden EinschlieBungs- wie AusschlieBungsmechanismus verkorpert: Es handelt
sich um jene meritokratische Ideologie, die A. Muschg an den Werken Gottfried Kellers, des
bedeutendsten Vertreters des ,blrgerlichen Realismus, entziffert, wonach dem Tiichtigen
die Welt offen stehe, damit er sein Gliick in ihr mache. Eben dies verspreche das liberale
Credo, das den freien Wettbewerb an die Stelle von Gottesurteil und Gnadenwahl gesetzt,
in der Praxis also: menschlichen Wert abhangig gemacht hat von 6konomischer Bewahrung.
Jritt jenes Gliick nicht ein, so darf der Verstol3ene die Ursache nicht mehr aul3erhalb seiner
suchen. Das Ungliick wird, je tiefer er sich die 6konomisch-moralische Pramisse zu eigen
gemacht hat, desto tiefer zur Frage seiner personlichen Schuld” (1977, S. 153f.).

Vor diesem Hintergrund sollte eine gegenstandsangemessene Bildungsforschung daran
interessiert sein, die vielfdltige, Produktion von Dummbheit’ zu analysieren'®. Denn geht
doch die alteuropdische Bildungstradition begriindet von der Bildungsfahigkeit und
potentiellen Vernunftbegabung aller aus — so seit den Zeiten der Sokratischen Maeutik (vgl.
Stinker 1989, S. 133-153).

Entscheidend ist es daher, in einem ersten Schritt die Produktion von Kategorien wie
Haltungen durch das Schulsystem auf Seiten aller Beteiligten, die sich mit Wahrnehmungs-,
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Handlungs- und Beurteilungsschemata verbinden, (vgl. Bourdieu 2004, S. 13f.) sowie von
Konsequenzen fiir die Betroffenen, die auf einer ,winner-looser-Logik’ in der Schulklasse
aufruhen (Aronson 2000), aufzuschlisseln.

Demokratische Bildung und die Bildung von Demokratie

Sowohl vor dem Hintergrund des 20. Jahrhunderts mit Faschismus, Stalinismus,
Autoritarismen und Imperialismen als auch mit Bezug auf heutige Konstellationen ist es
unabdingbar, die Frage von,Bildung’inihrer individuellen wie gesellschaftlichen Bedeutung
aufzuschliisseln. Wenn von Frankfurter Schule bis zu M. Castells gesellschaftsanalytisch
eine exorbitante Liicke zwischen technologischer Uberentwicklung und gesellschaftlicher
Unterentwicklung in der bisherigen menschlichen Geschichte herausgestellt wurde,
so fUhrt das zu demokratischen Herausforderungen fiir eine Bildungspolitik, die in ihrer
gesellschaftspolitischen Bedeutung (an)erkannt ist. So kommt M. Castells in seiner Analyse
des gegenwadrtigen Kapitalismus angesichts alter wie neuer Gefahren fiir Demokratie wie
Uberleben zu dem Schluss, dass es zur Sicherung einer weltweit humanen Zukunft nicht
allein verantwortlicher Regierungen, sondern auch einer ,verantwortlichen, gebildeten
Gesellschaft” bedirfe (1998, S. 353). Gebildet werden kann diese Gesellschaft aber nur aus
gebildeten Biirgerinnen und Biirgern, die sich durch reflexive Urteilskraft, gesellschaftliches
Bewusstsein und politische Handlungskompetenz auszeichnen.

Dies kennzeichnetden Zusammenhang zwischen demokratischer Bildungund der Bildung
von Demokratie (Stinker 2003, Kap. X)." Denn um zu verhindern, dass Menschen,der blinden
Unterwerfung unter eine Staatsleitung, eine Partei oder einen Fiihrer” sich befleiligen,
wie A. Siemsen dies vor sechzig Jahren bereits in ihrer Zeitdiagnose aufschlussreich
beschrieben hat (1948, S. 5), bedarf es demokratischer Verhéltnisse im Bildungswesen, um
entscheidende Voraussetzungen fiir eine Demokratisierung von Gesellschaft — basierend
auf realer Partizipation und Solidaritat - zu schaffen. Als Voraussetzung benennt Adorno,
dass es darum gehe, dass die Menschen ,sich selbst als Subjekte der politischen Prozesse
wissen” (1977, S. 559) - dies auch im Bewusstsein einer konflikthaften gesellschaftlichen
Realitat.2"

18S. dazu aus empirischer Sicht Mehan et al. (1996, S. 230), das Ergebnis ihrer Studie ,Constructing school
success” zusammenfassend: “Schools are not innocent sites of cultural transmission or places where consen-
sual values are inculcated or meritocratic springboards for mobility. Nor are they automatic reproduction
machines, exacerbating or perpetuating social inequalities in mechanical ways". Und: ,The sorting practises
of the school constitute the very identities of the students they touch. It is not that dumb kids are placed in
slow groups or low tracks; it is that kids are made dumb by being placed into slow groups or low tracks. And
as we have seen in this study, students can be made smart by being placed in challenging courses when they
have a system of social scaffolding supporting them”. S. weiter zur damit in Frage stehenden grundlegenden
Problematik von “Reproduktion” und verkniipften Konzeptarbeiten Scherr (1984).

19 Zugleich ist damit das Thema ,Demokratie versus Kapitalismus” gesetzt; s. dazu Bowles/Gintis (1987) und
Meiksins Wood (1995).
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Perspektiven

Ist die Bildung aller in einem allgemeinen Interesse, weil dies grundlegend fiir ein
demokratisches Zusammenleben, dessen Gestaltung, ist, so bleibt die Frage, weshalb die
Verallgemeinerung von Bildung noch immer auf sich warten lasst, warum statt dessen noch
immer ein ungerechtes System der Bildungsapartheid, dessen Bedeutung fir Produktion
wie Reproduktion sozialer Ungleichheit ideologisch wie materiell nicht hoch genug
einzuschatzen ist, sich erhalten kann. Herausfordernd ist diese Problemstellung nicht
zuletzt angesichts der Analysen zum ,Preis’ sozialer Ungleichheit und den Gewinnen durch
Gleichheit (vgl. Wilkinson/Pickett 2010).

Die Grundlegung des herrschenden dreigliedrigen Schulsystems samt der diesem
inhdrenten AusschlieBungsprozesse, stellt eine Begabungsideologie (Kincheloe/Siinker
2004) dar, die ihrer Unwissenschaftlichkeit zum Trotz duBerst wirksam ist.?? Mit dieser
Ideologie, die in Deutschland wesentlich die herrschende Gestalt des Gymnasiums -
als Klassen-Institution -absichert, und entsprechenden Klassenstrategien, die bereits
in der frilhen Kindheit ihren Beginn haben sowie international vergleichbar sind (Ball
2003; Vincent/Ball 2006), legitimieren primar Bildungsbuirgertum (Bollenbeck 1999) und
Oberschicht sowie obere Mittelschicht im Kampf um knappe Giiter, d.h. gesellschaftlich
privilegierte Positionen, Einkiinfte etc., ihre Wettbewerbsvorteile. Damit handelt es sich um
die schulisch vermittelte Absicherung von Statuszuweisungen durch Zuschreibungen — und
damit mehrheitlich immer auch Diskriminierungen -, mit denen im Kontext einer ,Politik
der SchlieBung” (Vester 2007; vgl. Vester 2008) liber Lebenschancen und Lebensqualitaten
wie politisches Engagement in Deutschland bereits in einem sehr friihen Alter entschieden
wird. Politisch wie bildungstheoretisch begriindet ergibt sich aus vorliegenden
,Bildungsforschungsergebnissen’ als erstes die Forderung nach einem grundlegenden

20 Sozialtheoretisch ,radikal’ formuliert Adorno 1944 in seiner Kritik an P. Tillich die Gesellschafts- wie Politik-
frage, die fundierend fiir Demokratietheorie in differenten Facetten ist:,Mit anderen Worten, das Verhaltnis
von Individuum und Gesellschaft ist durch und durch dialektisch. Sie entziehen sich der Dialektik durch das
probate Mittel der Synthese, welche die Gegensatze in der Mitte zusammenbringt, anstatt eines durchs an-
dere hindurch zu bestimmen. So kommt denn Individualitat zustande, die in eine kollektivistischere Gesells-
chaft integriert sein soll. Vestigia terrent. Mége uns ihr Deus absconditus vor allen Weisen der Integration
bewahren. Es kommt nicht auf die Verséhnung von Individuum und Gesellschaft an, sondern darauf, dass mit
der Emanzipation der Gesellschaft jedes ihrer Mitglieder emanzipiert wird. Dass das,Arbeitsindividuum’ der
wahre Mensch der Zukunft sei, macht uns schaudern. Der Sozialismus muss die gesellschaftlich notwendige
Arbeit auf ein Minimum herabsetzen. Arbeit zum Maf3 des Menschen machen ist das Prinzip des Kapitalismus”
(2004, S. 501).

2'Fir die Grundlegung und Perspektive von Klassenanalyse heif3t dies mit E. O. Wright (1997; S. 519): “Class
analysis, in the Marxist tradition, stands at the center of a sweeping analysis of the dilemmas of contempo-
rary society and the aspirations for an egalitarian and democratic future for humanity. Class is a normatively
charged concept, rooted in ideas of oppression, exploitation and domination. This concept underwrites both
an emancipatory vision of a classless society and an explanatory theory of conflicts, institutions and social
change rooted in intrinsically antagonistic interests”.

2 Bourdieu spricht vom heute verbreiteten ,Rassismus der Intelligenz’, mit dem gesellschaftliche Ungleich-
heiten legitimiert werden sollen (2001, S. 102; vgl. Bourdieu 2004, S. 466).
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Strukturwandel des Schulsystems, d.h. nach einer Schule fiir alle, ohne darin bereits
die endgiiltige Losung des ,Reproduktionsproblems’ zu sehen. Denn, wie wesentlich W.
Miller eindrucksvoll belegt hat, ist das deutsche gegliederte Schulsystem eine ,optimale
Konstruktion, wenn man mdglichst gro3e Ungleichheiten produzieren will” (2004, S. 8; vgl.
Miuller/Pollak 2004, S. 313-317; Vester 2004). Darliber hinaus haben Green et al.im Rahmen
einer international vergleichenden Analyse zu den Folgen unterschiedlicher Schulsysteme
fur Individuen wie Gesellschaft hervorgehoben: ,Put at its simplest, those countries with
the most developed forms of non-selective or comprehensive schooling tend also to be
the countries which achieve most equal educational outcomes - both as measured for
15-years olds and among adults — and the countries where social background has the least
impact on attainment. On the contrary, the countries with the most intake selection, school
choice, tracking and curricula differentiation, tend to be the most unequal in terms of both
outcomes and social inheritance” (2006, S. 183f). Und sie halten fest."..., questions of equality
have been dropping down the agenda in many countries, not least because of completely
unsubstantiated but widely held claims that excellence and equality are incompatible. The
PISA studies have finally laid this ghost to rest since they show quite clearly that many of the
countries with the highest overall levels of achievement are also the countries with relatively
equal outcomes. The climate of the times may, therefore, be propitious for a reconsideration
of issues which have become undeservedly marginalized” (2006, S. 185). Es geht darum, das
emanzipatorische Ziel einer Bildung aller im Interesse aller zu fordern; nur dies kann eine
Demokratisierung unserer Gesellschaft, die an Gestaltungsfahigkeit wie Partizipation aller
Bilrgerinnen und Biirger gebunden ist?, realistisch erscheinen lassen.

Die Frage nach dem Verhidltnis von Bildung und sozialem Wandel - als Problem der
Verdanderbarkeit von Strukturen und Handlungen?- ist damit gestellt als die nach dem
politischen Projekt der ,Aufhebung aller Bildungsrestriktion” (Heydorn 1994/95, IV, S. 138).
Um dies konkret wie realistisch zu gestalten, ist daran festzuhalten, dass a) Bildung kein
»selbstandiges revolutiondres Movens” ist, sie dies ,nur in Verbindung mit der gesamten
geschichtlichen Bewegung” sein kann; dass es aber b) wesentlich darum geht zu erkennen,
wie Bildung ,einen eigenen (Gesellschaft, H.S.) verdndernden Beitrag” leistet, ,der
unauswechselbar ist” (IV, S. 141).

Gebunden sein wird dies, wie H. Becker es im Gesprach mit Adorno genannt hat (Adorno
1970, S. 110), an Prozesse der Herstellung ,sozialer Startgleichheit”. Deutlich zu werden
hat, dass es sich hier um ein zentrales ,Machtspiel’ im Zusammenhang mit der Frage
nach gesellschaftlichen Krafteverhdltnissen handelt. Im Kontext der Analyse sozialer
AusschlieBungsprozesseist die von Bourdieu den Sozialwissenschaften zugedachte Aufgabe

2 Dass es sich um eine strukturelle Problematik, wie Institutionen in ihren Strukturen Demokratie befordern
oder verhindern kénnen, handelt, zeigen Bowles/Gintis (1987, S. 204):,,Because the growth and effectiveness
of democratic institutions depend on the strength of democratic capacities, a commitment to democracy
entails the advocacy of institutions that promote rather than impede the development of a democratic cul-
ture. Further, because learning, or more broadly, human development, is a central and lifelong social activity
of people, there is no coherent reason for exempting the structures that regulate learning — whether they be
schools, families, neighborhoods, or workplaces — from the criteria of democratic accountability and liberty”.
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der ,Denaturalisierung und Defatalisierung” gesellschaftlich konstituierter Verhaltnisse von
besonderer Relevanz. Konkret geht es darum, dass Forschung, die ihrem Begriff angemessen
ist, ,die geschichtlichen und gesellschaftlichen Determinanten der Hierarchisierungs- und
Evaluierungsprinzipien aufdeckt, die ihre symbolische Wirksamkeit, wie sie insbesondere
am Schicksalseffekt der Schulurteile wahrnehmbar wird, dem Umstand verdanken, dass sie
als absolut, universell und ewig durchgesetzt und erfahren werden” (2004, S. 19; vgl. Marx
0.J., S. 908f.).

Auf der Tagesordnung steht damit das Bewusstsein von der Notwendigkeit veranderter,
emanzipatorischer professioneller wie gesellschaftlicher Praxis und Praxen — auch in
einem Bildungssystem, das als allgemeines endlich seinem Begriff entsprache. Bedeutsam
wird dies — und sollte einem allgemeinen Interesse entsprechen — in einer Zeit, in der
die gesamtgesellschaftliche Irrationalitat (vgl. Adorno 1993, S. 221ff, 237ff, 142) zu einer
Bedrohung fur Gattung und Planeten wird. Gesetzt werden kann dagegen auf eine
Perspektive, die von Marx ausgeht und kategorial wie konzeptuell auf dem beruht, was er
,Betatigung der Freiheit” nennt,,Selbstverwirklichung, Vergegenstandlichung des Subjekts”
%, vermittelt mit Arbeit als ,travail attractif” (Marx o.J., S. 505).2

Verlangert findet sich dies in der Kritischen Theorie, wenn es um die materialistische
WendungdesidealistischenVernunftbegriffes geht,damitumdie Aufhebung gesellschaftlich
produzierten Leids und Unrechts (Horkheimer 0.J./1937). Deshalb kann Marcuse in seinem
Horkheimer kommentierenden Text festhalten:,,Nach der Uberzeugung ihrer Begriinder ist
die kritische Theorie der Gesellschaft wesentlich mit dem Materialismus verbunden. Dies
meint nicht, dal3 sie sich damit als ein philosophisches System gegen andere philosophische
Systeme stellt. Die Theorie der Gesellschaft ist ein 6konomisches, kein philosophisches
System. Es sind vor allem zwei Momente, die den Materialismus mit der richtigen Theorie der
Gesellschaft verbinden: die Sorge um das Gliick der Menschen, und die Uberzeugung, daf3
dieses Gllick nur durch eine Verdnderung der materiellen Daseinsverhaltnisse zu erreichen
sei” (Marcuse 1968/1937, S. 104f.).

Um diese emanzipatorische Veranderung zu verwirklichen, bedarf es zundchst des
Bewusstseinsaller,umdamitdie Uberwindungaller SchlieBungsprozesse anzugehen, die dies
verhindern (sollen). Gerichtet ist dies auf die Kritik jener Bedingungen, die es ermdglichen,
so Bourdieu, eine ,demokratische” doxa zu erzeugen, ,wonach alle Birger die politischen
Produktionsinstrumente in gleichem Mal3e meistern — Instrumente, die erforderlich sind um

24 S. dazu auch: ,Die materialistische Lehre von der Verdnderung der Umsténde und der Erziehung vergisst,
dass die Umstdnde von den Menschen verdndert und der Erzieher selbst erzogen werden muB. Sie muf3 daher
die Gesellschaft in zwei Teile - von denen der eine tiber ihr erhaben ist — sondieren. Das Zusammenfallen des
Anderns der Umstidnde und der menschlichen Tatigkeit oder Selbstveridnderung kann nur als revolutionare
Praxis gefasst und rationell verstanden werden” (Marx 1969, S. 5f.).

% Zur Grundlegung s. weiter Theunissen, Selbstverwirklichung und Allgemeinheit (1981). Zu vermitteln ist
dies mit seiner Analyse sozialen und individuellen Wandels: ,In dem Akt der Reproduktion selbst andern sich
nicht nur die objektiven Bedingungen , z.B. aus dem Dorf wird Stadt, aus der Wildnis gelichteter Acker etc.,
sondern die Produzenten dndern sich, indem sie neue Qualitdten aus sich heraus setzen, sich selbst durch die
Produktion entwickeln, umgestalten, neue Kréfte und neue Vorstellungen bilden, neue Verkehrsweisen, neue
Beddirfnisse und neue Sprache” (Marx o0.J., S. 394).
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die politische Frage als solche zu erkennen, sie zu verstehen und entsprechend den eigenen
politischen Interessen und gemall der Gesamtheit der Wahlmdglichkeiten zu beantworten,
die von den zu diesen Interessen passenden politischen Grundsatzen generiert werden”
(2001, S. 88). Daher qilt es, die lllusion zu bekampfen, die erzeugt wird, ,wenn allen ein
gleiches Recht auf persénliche Meinung zuerkannt wird, aber nicht allen die Mittel an die
Hand gegeben werden, diese formal universelle Recht auch wahrzunehmen” (2001, S. 89;
vgl. 285, 290).%’

Bildungstheoretisch wie bildungspraktisch unterlegt kann Heydorn fiir diesen Kontext
formulieren: ,Selbstverfiigung des Menschen ist Erfillung des humanistischen Traums und
dialektisch-rationales Korrelat der Entwicklung. Selbstbestimmung ruht somit nicht auf
Spontaneitdt, sondern auf der Vermittlung von Miindigkeit und Bedingung; sie ist hier keine
Utopie, kein Gedachtnis des verlorenen Menschen an sich selbst, sondern der erste Schritt
von der Utopie zur Wirklichkeit” (1979, S. 322).
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Defining space in Turkish literature: a semiotic analysis
MARIA DIMASI'/EVANGELIA ARAVANI?

Introduction

In recent years, there has been an intense literary activity of Turkish writers who publish
online texts, poetry and prose on the theme of Greece and Turkey. They also focus on Greek
and Turkish people and their relationship, declared and under-declared, diachronically and
synchronically, with the intense historical-social context. These texts are not included in the
teaching material of the course of Literature.

In the first category of their works, we may identify several short stories for children and
adolescents that move within the boundaries of the historical and socio-cultural, with the
apparent intention of managing and with an internal optical-focus on Turkish ego, as this
is identified in the Greek or Turkish environment. The space in many cases dominates the
time and frames the actions of persons who, regardless of their gender and ethnicity, shape
almost a self-declared but not consistent and fixed identity.

In this study we will deal with the extensive study of the space-time in the short story‘Rum
Memet’ unfolding on Kos and the Turkish coast in the 1990s ... until today. This text has not
been translated in Greek. Methodologically, we will attempt a semiotic analysis of it, marking
the spatiotemporal positions and the actions and reactions of heroes, and highlight space as
the factor of narrative that contributes in shaping and potentially managing diversity.

1. Literature and intercultural dialogue of identities. The contribution of the dimension of
space

The new multicultural reality is now a fact, given the mobility of large ethnic, racial and so-
cial groups, setting cultural differences at the epicenter of a broader social reflection. We may
define cultural as ‘what is presented simultaneously from a totality of social practices and
from a totality of discourses built upon these practices’' (Charaudeau, 1987: 3).‘Cultural prac-
tices and representations are built around constants, such as the relation with time, space,
the metaphysical, labour, right and duty, love, and the daily habits, in a way that is different
within every community that is characterized by any form of homogeneity’ (Aravani, Fridaki
& Raftopoulou, 2001: 5).

Research on cultural identity shows that due to powerful social mobility, this identity has
the tendency to become multiple or ‘plural’ and, under that prism, the recognition of the
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Other constitutes a central concept of modern philosophical currents as well as a desidera-
tum of intercultural education. Besides, the term ‘interculturalism’ is broad. It is about the
encounter and acquaintance of cultures, so as to achieve a deeper knowledge of their par-
ticularities, to develop a dialectical relationship and a mutual collaboration among them,
and eventually reach their coequal recognition (Stergiou, 2014). This could be linked with
the critical theorization of collective identities and cultural traditions, both the familiar and
the others ones, through a reflective process of critique and questioning of the self-evident
and established beliefs (Gotovos, 2002: 25).

In this context, literature has a substantial role in the management of cultural differences,
suggesting the convergence of the margins of each different identity. Thus, the examination
of the intercultural dimension of literature leads, through the overcoming of the criteria
of literariness, to the highlighting of the text as a set of cultural experiences, ideological
conflicts and social references, a fact that attaches to it a different dynamic as far as the un-
derstanding of the process of the formation of individual and social identities is concerned.
That's why the teaching of the texts of literature does not serve, anymore, narrow linguistic
aims, nor does it promote merely their literariness, but rather ‘the coherent mechanisms
of ellipsis and repetition, their multi-semantic language, their multicultural character and
their emotional impact on human psyche’ (Aravanis, 2005: 323), turn them ‘into a privileged
means for awareness, investigation and understanding of the different cultural categories,
representations, divisions and values, on the basis of which we comprehend our social, his-
torical and cultural experience, and form our social identity» (Pasxalidis, 1999: 322) .

By overcoming time, space and language, the literary text helps the students-readers
learn about a person or a group of individuals, whose stories, even if they are realized in a
specific historical and natural setting, they highlight universal feelings, thoughts and values
(Jenkins & Austin, 1987). This means that it contributes to the understanding of other life-
styles and, therefore, to the de-naturalization and relativization of their own (Berry & Candis,
2013). This is where the radical challenge of literature lies: on the fact that it constitutes an
invitation to a dialogue with both what we regard as familiar and what we regard as differ-
ent.

The role of space, as described in the literary text in the context of its intercultural charac-
ter, should be noted. The narration of the situations that are described penetrates nationali-
ties, races and religions, and seeks, into the successive layers of this palimpsest, fragments of
events that constitute the daily life, the bitterness but also the originality of human beings.
In this way, space turns from a geographical spot into a cultural reality; it becomes a place
with identity and, primarily, with memory (Veikou, 2010) a space of subjective supervision
and internal vision that now operates as the venue for the investigation of the ‘self’ In this
literary reality, ‘the quest for autonomy and the determination of the identity of the subjects
leads to the deconstruction of the characters, before they get to be redefined - this time in
relation with the place of their action. The limit between the subject and the objects ceases
to exist and, therefore, the ‘inside’ and the ‘outside] the identity of the protagonists and the
identity of space permeate one another’ (Kastakiotis, 2010:325-326) . This means that space
is not restricted to its material existence or to its geometrical characteristics. It includes - and
is jointly shaped by - a particular totality, a constellation of social relations that function
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and interact in a given place (Lefebvre, 1974).Such a place is never an innocent context or
scenery. In fact, it is radically different from a rhetoric of limits and delimitations of an‘inside’
and an‘outside; of purity and exclusion of the foreign and the different, of a common history
and roots - i.e. it is radically different from a reactionary vocabulary over the place and iden-
tity’ (Vaiou, 2006: 173). Thus, the identity and uniqueness of the place are formed through
the particularity of interactions, as well as by the interconnections of social relations with
broader processes that may go far beyond the place (Massey, 2005).

2. Methodology

‘The elementary cultural actions - like the language elements in the analysis of Saussure
- do not constitute objective facts, recognizable based on intrinsic properties, but purely in-
teractive entities, i.e. their identity as points due to differential and conflicting relationships
that they develop with other items within the same cultural system’ (Abrams, 2010: 95).
Within this framework and with the methodological tool of The actantial model of Greimas
we will try to define and identify the role of the space as a factor of storytelling. The space
in many cases dominates time and frames the actions of persons who, regardless of gender
and ethnicity, shape almost a self-declared but not consistent and fixed identity.

According to this theoretical model, which belongs to the broader field of Structural Nar-
ratology, the analysis of a literary text is focused on the basic principle of structure. The
difference lies in the fact that Greimas refers to ‘a method of semantic analysis of contents
that highlights the existing system of values and allows for an ideological organization of
the text’ (Kapsomenos, 2008: 113). It distinguishes two levels of analysis - an external and an
internal-structural one — (Bremond, 1973), introduces the semiotic square, in order to ana-
lyze pairs of concepts (Benatsis, 2010), and defines six acting forces (Subject-Object, Sender-
Receiver, Helper-Opponent) (Kapsomenos, 2003: 141) with their respective roles, creating a
model of analysis of textual content. The model can be depicted as follows (Greimas, 2005):
Subject - Object: the axis of desire
Helper - Opponent: the axis of power
Sender- Receiver: the axis of transmission

Narrative action is structured through the association of crucial action points that, with
their mutual interconnections, achieve the formation of narrative continuity (Xanthopou-
lou, 2012: 3-6). The investigation of the parameters of the action of the ‘characters’ of the
narration focuses on themselves, with the impersonated roles, the levels of evolution of ac-
tions and, consequently, the narrative plot in its space-time continuity as reference points.
Essentially, the utilization of the model of acting characters allows for a semiotic analysis of
the narrative text under the lenses of the special semiotic‘reading; which aims at the investi-
gation of the semantic functions of the linguistic content (Chandler, 2014). The constructed
and under construction relations create signifieds for the reader who, by receiving the literal
relations literally embeds the receptions of connotations in the socio-cultural context of
narration and reading (Goldman, 2005).

The application and utilization of the theoretical context is attempted with an emphasis
on the highlighting of space in the short story’'Rum Memet’by Ferhan Sensoy. It is a text that
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has not been published in Greek. For the purposes of this study, the text was translated by
Ahmet Nizam and the translation was edited by M. Dimasi.

The narrative plot is researched through the action systems, i.e. through the relations de-
veloped by the ‘characters’ of narration, which secure the transformative process of the text
(Tziovas, 1987). The six roles of the model are mapped in the episodes of the three scenes
of the work.

The aim is to show how the complexity of characters’ relations and the setting influence
their identities’ formation by creating the prerequisites and the main cause for the plot’s
outcome and how the typological features of Greek and Turkish culture, at the end, manage
to penetrate the same culture, to transcend space and to provide cross-cultural orientations.

3.The text

'Rum Memet' A short story

Writer: Ferhan Sensoy, 2002, Istanbul

Origin: Samsun Carsamba

Area of studies: Theatre in France and Canadian, writer and director with international dis-
tinctions.

Who is Rum (Greek) Memet... A short summary of the story?

The Rum (Greek) Memet Foytsoymiadis Tsizmetzis is a kid with Greek and Turkish names,
restless, hyperactive and very enjoyable to hang out with. As he has been born and grown
up in Kos, he speaks Greek fluently and isn’t different at all from a respective Greek kid. Real-
izing the dream of his mother, however, he goes to Turkey to study in their own language,
Turkish, on the occasion of his sister’s marriage. At first he finds it hard to adjust in Nazilli.
Soon, he becomes known for his football ability and is invited in the qualifying matches by
the Turkish youth national team. Extremely happy, he starts dreaming of a brilliant career,
but is inhibited due to the Greek surname and although he follows all the procedures to be-
come a Turkish citizen, eventually he is deemed as suspicious or a Greek spy. So, he returns
to Greece (Kos), where he wants to play soccer in a Greek team, but there they call him from
the Recruitment Service to enlist to the Greek army as a Greek citizen. Also, because of his
Turkish name, he is considered suspect or Turkish spy. At the end of the day, who is Memet?
Where is his own home? Where is his space? The author ends by saying that “his address is
the sea that does not know borders between Greece and Turkey and every wave that hits
the beach is his voice”

4.The analysis

a. Spatiotemporal levels
The narrative plot evolves into four spatiotemporal levels, which jointly shape narrative
developments:

3 The short story is accessible on the webpage http://utopia.duth.gr/~mdimasi/cv/Rum_Memet.pdf
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A. place: Kos - Greece
time: the narrative present

A1. place: Kos - Greece
time: retrospective narration: the protagonist’s adolescence

B. place: Nazilli - Turkey
time: retrospective narration: adolescence - adulthood / the realization of the protagonist’s
dreams

Memet sets his foot in Bodrum..., kissed the soil, weeping.
B1. place: Nazilli - Turkey

time: retrospective narration: the protagonist’s coming of age - when dreams are hindered
by his identity

At the same time, a correspondence developed with the anchor and the case was serious
... Tucked into a boat from there and leaves from our hometown as tourist Memet and
returns in Kos confused and unspoken.

C. place: Kos - Greece
time: retrospective narrative: the claimed ‘self-awareness’ of the protagonist /
search for identity

C1. place: Kos - Greece
time: retrospective narrative: the quest for identity / findings

So, we did not manage to appear good - worthy for both sides! Rum Memet fills his glass
with ouzo.

D. place: Kos - Greece
time: the narrative present (time acceleration)

b. The identity in the context of narrative management of space and time

A. Retrospective narration:

The summer that Memet finished high school in Kos ... returned to Kos, thoughtful and
silent.

® AXIS OF DESIRE
Subject: Memet’s mother =+ Object: stay- studies of Memet in Turkey

® AXIS OF POWER
Helpers: daughter - groom - agreement - Memet'’s dream- talent
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® Opponents: bureaucracy and prejudices

® AXIS OF COMMUNICATION
Sender: mother = Receivers: daughter - groom - Memet

Initial outcome: successful

® AXIS OF DESIRE
Subject: Memet =+ Object: Studies at the Lyceum of Nazilli, learning - use of the Turkish
language, football in the national youth squad of Turkey

® AXIS OF POWER
Helpers: mother - sister - groom - talent - national - religious identity

® Opponents: the city, bureaucracy, prejudice, country of birth - previous residence

® AXIS OF COMMUNICATION
Sender: Memet Receivers: bureaucrats in administration

Outcome: initially successful
Finally: unsuccessful

- Utterances concerning the identity of Memet at that particular time:

...He takes the Turkish school books. He is mad with joy. On the first day, weeping, he says
the national anthem in front of the Turkish flag in the courtyard of the school.

..He is indescribably happy for being in Turkey. In a short period of time, he begins to
speak Turkish like Greek.

...He has passion for football from a very young age.

.- If the surname is the only problem, | immediately change it with a court decision, sir!

B. Retrospective narration:
He sat lying on the roof of his house ... Rum Memet fills his glass with ouzo.

® AXIS OF DESIRE
Subject: (Rum) Memet = Object: Soccer in Greek team

® AXIS OF POWER
Helpers: talent - dream == Opponents: military service, frustration, sadness, rejection,
prejudice

® AXIS OF COMMUNICATION
Sender: (Rum) Memet == Receivers: Greek society - state representatives
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Outcome: unsuccessful
- Utterances concerning the identity of Memet at that particular time:
..He sits lying on the roof of his house, gazing at the sea...

..They call Memet from the Recruitment Service to enlist him to the Greek army. He goes
heroically. One way or another, this military service must be completed somewhere.

.50, we did not manage to appear good — worthy for both sides! Rum Memet fills his glass

with ouzo.
C. Narrative present: beginning and end of the short story

a. Acquaintance with the author

A restless child ... he says, smiling slyly at me.

® AXIS OF DESIRE

Subject: (Rum?) Memet = Object: acceptance, identity, communication

® AXIS OF POWER
Helpers: experiences, common linguistic and racial identity with the author

® Opponents: experiences, transgender identity

® AXIS OF COMMUNICATION
Sender: (77?7) Memet == Receivers: the author, residents of Kos

Outcome: positive at the level of the development of self-awareness

- Utterances concerning the identity of Memet at that particular time:

...Arestless, hyperactive and very cheerful child. He continuously makes jokes.

..Itis obvious that he is happy that he speaks Turkish.

..He turns back towards the Greeks by-passers, introduces me and tries to explain who |
am. The Greeks do not understand much, but he tries to explain.... - They are illiterate, my
friend, he says, smiling slyly at me.

b. The epilogue of the author
A warm evening of July ....and this wind that is blowing is yours, Rum Memet ...

® AXIS OF DESIRE
Subject: author = Object: contact - support of Memet

® AXIS OF POWER
Helpers: common (declared) linguistic racial identity, (connoted) religious identity
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® Opponents: experiences, shaped beliefs

® AXIS OF COMMUNICATION
Sender: author == Receiver: Memet
Outcome: positive - values of equality, self-determination, freedom and peace

- Utterances concerning the identity of this period:

...The sun sets in the name of all peoples, the united ones and those that were unable
to unite, the sun of all of you, like saying I'm the sun of you all, there is no other sun and
he declares this in Greek, Turkish, Russian, English, German, French, Spanish, Italian and
Ugandan.

...I thought that the politicians should be ashamed, don't worry Memet, that they divide
two peoples in the same space,

- Your address is this sea, here!

... Every wave that hits the beach is your voice. All these pebbles, these starfish, these
mosses, these mussels, all this fish, these diabolical shells and this wind that blows are
yours, Rum Memet....

Discussion - Conclusions

In the short story Rum Memet, space and historical and narrative time frame and define
the protagonist's attempt to move between two worlds that confine him at a personal and
experiential level, as well as at a social level in relation to citizenship.

Space, in each case, seems to define his identity while the present time constantly leads
from the temporary satisfaction of expectations to frustration and the removal of the cer-
tainty of ‘belonging’ (Anderson- Lain, 2017).

The‘circular’ narrative allows the reader as well as the protagonist and the author to
submit personal versions of the narrative progression in a clear context of projection of
inter-cultural objectives (Martens et all, 2015).
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Economics, human development and pre-school education
ANDREAS PAPANDREOU'

Introduction

Education and human capital or skill formation are central causal drivers of growth and
prosperity. The formation and enhancement of skills or capabilities is at the core of human
development. It is central to most aspects of social welfare. It is key to economic devel-
opment. Recent cross-country analysis shows that measures of cognitive skills have been
found to be strongly associated with economic growth (Hanushek, Schwerdt, Wiederhold, &
Woessmann, 2015; Hanushek & Woessmann, 2012; Hanushek & Woessmann, 2010). Accord-
ing to Acemoglu and Robinson (2012), innovativeness drives long term growth which itself
is a function of open economic and political institutions. Institutions themselves are central
to skill formation but also dependent on the nature and extent of skill distribution within a
society. Open institutions allow individuals to reap the gains from investing in themselves
and in others, and ensure that the growth of wealth is distributed widely. The way skills or
capabilities are distributed across people is an important determinant of income inequal-
ity. Over the last three decades the tight link between high wage premiums and skills has
been a cause of increasing inequality. Increases in inequality have heightened the interest
in social mobility and thus the interest in the link between a person's background and their
human capital (Burgess, 2016).

Golden and Katz (2008) argue that earning inequality can be understood as a race be-
tween education and technology. During the first three quarters of the twentieth century in
the US when the education system produced skilled people at a fast rate (relative to the skill
demands from technological advance) average incomes rose and inequality fell. The sharp
rise in inequality after the 1980s can be partly attributed to the educational slowdown. More
American youth are graduating from college than before while at the same time fewer are
graduating from high school relative to 40 years ago. This increased polarisation of society
has become more apparent after the financial crisis of 2008 and has now perhaps fed into
the polarisation of politics.

For individuals, education can be seen as a way out of an unpromising start in life. Inter-
generational mobility has become an increasing focus of analysis considering the correla-
tion between income of the present generation and their parents' income.

Besides the importance of education and skill formation for these big economic policy
debates it should be noted that education has been shown to have impacts on a number
of other important outcomes: health, crime, household structures, population growth, and
well being. Education is also an important end in itself as a source of personal fulfilment
and inspiration and is a central element of well functioning institutions.In this brief paper |
will sketch the broad outlines of the economics of human development which sheds some
interesting light on the way to understand the skill formation process and the means and
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timing of policy intervention. Interventions in the skill formation process may have a num-
ber of goals, including the increase of productivity, the reduction of income inequality and
poverty, the enhancement of social justice and the overall improvement in human welfare.
Understanding the skill formation process is a key to guiding policy interventions that may
address both the big policy debates as well as the many other important outcomes related
to education.

Skill formation is a dynamic and accumulative process with multiple dimensions. What is
the nature of the skills that society needs to develop as well as the appropriate timing and
form of provision or interventions? For a non expert in the field, | was particularly struck
by the growing consensus that the preschool environment is the most critical determinant
of future skill development. Lost opportunities at that age are lost forever and substantial-
ly impact potential gains in future skill formation. This focus on pre-school skill formation
provides a particularly apt link with the work of Spyros Pantazis. The economics of human
development has played a key role in explaining the importance of early childhood inter-
vention both empirically and theoretically. In its earlier manifestation as the economics of
human capital it has been criticised for too narrow a focus on cognitive skills and a narrow
concern with labor productivity and income. Both these concerns are raised in the paper by
Pantazi and Potsi (2013). They argue that there has been a tendency in the literature to focus
narrowly on cognitive skills or academic achievement to the detriment of other important
skills. In addition they raise the concern that a similarly narrow focus on boosting labor pro-
ductivity as an end in itself may lead to stifling and overly pressured childhood experiences
that end up backfiring. Too much pressure to attain academic scores may negatively affect
the physical and psychological health of the child or deprive it of the joy of learning; both of
which would negatively impact long term educational outcomes.

Two challenges to the role of education

Two serious challenges to the potential for influencing skill formation through education
have come from the idea that cognitive skills are mostly innate or inherited and that educa-
tion is a signalling device that reveals underlying abilities but does little to augment them.
Herrnstein and Murray’s (1996) The Bell Curve assigned to genetics the primary role of the
origins of differences in human cognitive ability and differences in adult outcomes as result-
ing primarily from cognitive abilities. If this is the case, policy towards redressing inequality
or helping the disadvantaged is largely limited to some form of transfer payments or other
direct support to the less able. Another challenge to the early human capital approach of
Becker/Mincer was that education is primarily a signalling mechanism, i.e., it does not in-
crease productivity but simply signals innate ability. This argument is rarely raised in recent
research. Convincing arguments in favour of the human capital approach are provided by
Chevalier et al. (2004) and Arcidiacono et al. (2010). Recent research has questioned both
the singular focus on cognitive abilities as the only determinant of adult outcomes as well
as the idea that cognitive abilities are not subject to influence and augmentation through
education.
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Multiple Skills

Part of the concern related to the human capital approach to education may derive from
its initial one-dimensional focus on labor market returns to schooling and job training. Heck-
man and Corbin (2016) argue that the economics of human development that grew out of
the early human capital literature has evolved and broadened greatly to increasingly refined
distinctions about education, ability and skills. The current literature on the economics of
human development recognises the multiplicity of skills along with market and non-market
benefits. A recent lesson from the economics of human development is that personality
skills or "soft skills" like trust, altruism, reciprocity, perseverance, attention, motivation, self-
confidence, self-control, social engagement, and personal physical and mental health are as
important as cognitive skills. Abilities to make wise decisions, to reflectively reason about
one’s life and to plan ahead are all important skills often neglected in the scientific literature
and policy discussion (Heckman & Corbin, 2016).

There are numerous traits or skills referred to in the literature in addition to those already
mentioned. Duckworth et al. (2007) discuss a trait they call 'grit' that is meant to capture
perseverance, motivation, persistence, zeal and tenacity. Heckman and Kautz (2012) include
conscientiousness ("tendency to be organised, responsible, and hardworking"). Conti and
Heckman (2014) find that conscientiousness is the most strongly correlated with attainment
and labor market outcomes.

Borghans et al. (2008) and Almlund et al. (2011) show that preference parameters like
risk aversion and time preferences may be related to psychology's 'Big 5' personality traits
(Openness, Conscientiousness, Extraversion, Agreeableness, and Neuroticism). Heckman
and Kautz (2012) argue that evidence suggests personality traits are stable but evolving
slowly and malleable thus making room for public policy intervention that can shape non-
cognitive skills.

Evidence on the importance of non-cognitive skills derives primarily from the Perry Pre-
school Program involving a small two year experimental intervention targeting disadvan-
taged children aged three to four. Data was collected for both treatment and control groups
until the age of 40. A study by Heckman et al. (2013) showed significantly better adult out-
comes. Similar evidence was found by Chetty et al. (2010) for the long-term effects of Project
STAR. Given the relatively new focus on the role of multiple skills there is a clear need to
strengthen the empirical understanding of these.

The growing attention to multiple skills and their importance in influencing adult out-
comes goes some way to allaying Pantazis and Potsi’s (2013) concern about the singular
focus on cognitive abilities as well as to the The Bell Curve challenge to the role of education.
Nonetheless, the multiple nature of skills is often ignored with too great a focus on cognitive
ability with respect to policy on education and output of schools. PISA test scores in OECD
country comparisons is a case in point.

The dynamics of human capital formation

A key lesson for the Economics of Human Development is a proper treatment of the dy-
namics of how capabilities or skills evolve. This gives a richer understanding of the origin
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of inequality and provides insights into effective policies for eliminating injustice. The Eco-
nomics of Human Development examines how investments and experience interact with
multiple skills that evolve over time and to how these ultimately can explain outcomes in
health, wage earnings, crime, voting and educational achievements.

Cunha and Heckman (2007) theoretical model of the dynamics of human capital forma-
tion starts with a vector of skills of the child at each age. These are broken down into cog-
nitive and non-cognitive skills. Each period's skill set depends on the previous age's skills
and investment in a recursive fashion. Initial conditions are the child's initial endowment
including genetics and the parents's characteristics that include their own cognitive and
non-cognitive skills and education attainment. Skill formation is determined by a technol-
ogy function that describes how current skills derive from past skills. New investment are
chosen optimally by parents and the environment is captured by parental characteristics
(Burgess, 2016).

Dynamics begin early in life (even during pregnancy) and early investments enhance
productivity of later investments. When children are born they have a set of innate skills
determined by genetic factors and family environments. These initial stocks include mul-
tiple components including cognitive ability, socio-emotional traits and health that can all
be further developed with parental investments. These investments can take the form of
quality and quantity of time spent with the child, financial resources invested in day-care,
educational toys, etc. The nature and extent of investments may further depend on levels of
skills and thus the productivity of investments. They also depend on the parent’s own stock
of skills, i.e.,, how good they are as parents or their opportunity cost in attending to the child
(Heckman & Corbin, 2016).

The key factors of driving the model are the assumptions about the technology func-
tion. Skills produced at one stage augment skills attained at a later stage ('self-productivity').
Skills are reinforcing and cross-fertilising. The technology is also characterised by dynamic
complementarity such that skills produced at one stage raise the productivity of invest-
ments in skills at later ages, increasing the value of investments further. 'Skills beget skills"
Multiple initial skills and investment in new skills entail a growing total stock of skills that
can cross-fertilise the formation and expression of other skills. Children are better at learn-
ing when they are healthy and motivated. As they become successful at attaining learning
targets they grow confident and more willing to explore.

The synergies between skills are many and multi-directional. We can view the total stock
of skills deriving from three sets of abilities: 1) socio-emotional abilities, 2) cognitive abili-
ties, and 3) health. Socio-emotional abilities include personality traits, patience and trust,
social interaction and persistence. Cognitive ability include intelligence, memory, problem
solving and language. Health includes physical health, mental health, nutrition and diet,
exercise and life-style. Better stress management that derives from socio-emotional skills
will influence health, while health will help concentration and patience thus enhancing
socio-emotional skills. Cognitive ability will support socio-emotional skills through greater
emotional control while socio-emotional skills will mean a more engaged child enhancing
cognitive skills. Good health will mean fewer absences so that also helps cognitive skills
while cognitive skills will entail self-restraint that will strengthen health. All these reinforc-
ing multiple skills will increase the total stock of skills that will give rise to important life-
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cycle outcomes like higher earnings and wages, labor participation, workplace productivity,
educational attainment, social mobility, general health (Heckman & Corbin, 2016).

With a given technology fixed, parents optimise their investment profile over the child's
growing up. Dizon-Ross (2014) show that parents adjust their investments in their child rear-
ing depending on their beliefs about their academic performance showing that information
is important. The optimal time profile of investment is influenced by the parameters of the
production function though the assumed properties of skills production function are such
that earlier investments have greater returns than later returns. The investment mix between
cognitive and non-cognitive will vary too and in addition there are 'sensitive periods' or par-
ticular ages where investment is more valuable.

Recent developmental literature has found that there are critical and sensitive periods
of investments. Evidence for static complementarity says that higher level of skill boosts
productivity of investments in other skills. Some could argue on these grounds that it is
best to invest in the more able; a Social Darwinist social policy. The so called Mathew Effect
says that equal treatment of children of different skills and environments favours the more
advantaged suggesting a possible tradeoff between social fairness and economic efficiency
when formulating skill formation policies (Heckman & Corbin, 2016).

Dynamic complementarity however offsets the disequalizing effects of static complemen-
tarity. Boosting the skills of disadvantaged children increases the productivity of future in-
vestments but dynamic complementarity decreases with age so that the future productivity
impact of investments is far lower the older the person becomes. Remediating skill deficits
at older age is far harder. Investing in skill formation at an early age is both fair and economi-
cally efficient (Heckman & Corbin, 2016).

Evidence for early childhood intervention

Elango et al. (2015) summarise a powerful body of evidence that shows that targeted early
investment for disadvantaged children have substantial returns. Possible gains from wait-
ing till problems appear later in life are outweighed by the greater productivity of early life
investments. By intervening early in a child’s development and in a consistent fashion, so-
ciety can help strengthen the multiple abilities of children born into disadvantage. These
interventions must be sensitive both to the dynamics of human development and the way
that abilities cross-fertilise each other. In addition to cognitive skills, policy needs to focus on
developing health and healthy behaviours as well as socio emotional skills. Recent work in
psychology and neuroscience on the development of the prefrontal cortex that is associated
with self-control and decision making provides evidence on the effectiveness of policies
that take this broad approach to skill formation (Heckman & Corbin, 2016, pp. 17, 56843).

Though most studies on the benefits of early childhood development draw from studies in
the United States, Nores and Barnett (2010) show that all the major types of early childhood
interventions had substantial effects across a diverse sample of programs and countries.
They also point out that there are relatively few high-quality studies of early intervention
outside the United States, and certainly not enough data on the costs associated with the
programs.
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The evidence on the importance of early childhood intervention does not mean that later-
life experiences and investments are not also an important way to remedy injustices. Yet
a large body of evidence (Kautz, Heckman, Diris, Ter Weel, & Borghans, 2014) suggest that
remediation efforts (public job training programs, adult literacy programs, tuition reduction
programs) for less able adolescents are costly and ineffective. The general pattern is that
these have higher returns for more able adolescents.

Rather than waiting for problems to appear later and address the problems as they be-
come apparent evidence clearly favours targeted early investment for disadvantaged chil-
dren.The Perry Program targeted 3-4 year-old children and had a major benefit in reduced
crime. Aggressive behaviour at an early age is strongly predictive of later-life criminal activ-
ity. Investment sounds impersonal but it means mentoring, emotional support, and scaf-
folding (a form of personalised education that adapts to each child and “promotes interac-
tion, trust, and attachment”. In addition to teaching cognitive skills, education from schools,
families and other institutions mould character (Heckman & Corbin, 2016, pp. 17, 56843).

“Arithmetic, grammar, and the other rudiments, as they are called, comprise but a small
part of the teachings in a school. The rudiments of feeling are taught not less than the rudi-
ments of thinking. The sentiments and passions get more lessons than the intellect. Though
their open recitations may be less, their secret rehearsals are more” (Mann, 1867, p. 420).

Neuroscience and education

Heckman’s model of educational investment is often confused by educators with the’myth
of 3’ such that neurodevelopment of the brain is essentially fixed after the age of three.
Heckman however is not saying that, and assumes a brain that is a continuously developing
and unitary entity, but draws on the notion that‘'more begets more’and that there is a criti-
cal or sensitive period in brain development. However, Howard-Jones(2014) point out that
Heckman also draws on models that are someway short of the current understanding of
human brain development and mental ability. Indeed, neurodevelopment studies have not
provided support to the view that there is a special time for learning nor are there simple
messages about the ages at which investments in education generate the highest returns.
The idea that there is a sensitive period in brain development has been based on findings
related to an impoverished rearing environment. This does not mean that improvements
in the environment of normally developing children will lead to marked improvements in
brain development. In addition, the science is still at a relatively early stage and it could be
that there are other sensitive periods after early childhood (Blakemore, 2012). Also Carlsson
et al. (2015) report that cognitive skills are malleable among 18 year-olds.

The evidence summarised by Heckman (2008) powerfully supports one of the concerns
raised by Pantazis and Potsi (2013) of too great an emphasis on cognitive skills. According to
the evidence it is not that cognitive skills do not remain a critical predictor of socioeconomic
success and greater productivity, but that a focus on cognitive skills alone is misleading. A
broader set of abilities contribute critically to performance in society at large and also de-
termine scores of cognitive achievement. For early childhood interventions to be effective,
these multiple abilities must also be a targeted in a way that is sensitive to their potential
interactions and the dynamic nature of skill formation. It would seem that fostering an early
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childhood environment that also caters to such attributes as improving self confidence, find-
ing ways of motivating students, strengthening their perseverance and patience as well as
strengthening their socioemotional skills may be critical to enhancing their socioeconomic
success and accordingly their long term well being. That these abilities are linked to en-
hanced cognitive skills should not come as a surprise, but it suggests that a focus on cogni-
tive skills alone may be both an ineffective way to strengthen these very skills but that in
addition may not be as fruitful in enhancing overall socioeconomic success?

This broadened focus and recognition of the way that skills cross-fertilise each other would
also seem to suggest the importance of a less pressured and more playful environment for
children. For instance, playfulness would appear to be an important part of fostering moti-
vation while too much pressure could undermine confidence building. Recognizing the im-
portance of these multiple abilities and their various dynamic interactions provide theoreti-
cal and empirical backing to Pantazis and Potsi’s (2013) concern that it is important to cater
to the immediate sense of well being of the child rather than treating its education narrowly
as an investment to enhance its future cognitive and productive skills.

From human capital to human development: new challenges

The economics of human development is a pretty substantial departure from the origi-
nal human capital approach. This is not surprising given that mainstream economics has
moved a long way from the ordinalist neoclassical view of individuals as originally espoused.
According to Davis (2011, 2003) there are two key criteria that need to be attained in any
theory of the individual: the ability to identify individuals from groups or sub agents and the
ability to maintain identity through time (reidentification). Identifying individuals as distinct
and independent can be done by referring to their having their own preference. If prefer-
ences are allowed to be shaped or influenced by social interaction or are shown to be shared
then the meaning of ‘own’ preferences come into question.?

Human capital theory extended the simple identification of individuals with a set of ex-
ogenous or unchanging set of preferences by allowing that individuals are simultaneously
involved in both production and consumption activities (Becker, 1965; Lancaster, 1966). Ac-
cordingly, many of the goods that consumers produce are the result of human capital in-
vestment, as when they undertake certain activities to improve their health or invest time in
education to better appreciate music or acquire new skills. The initial human capital theory
can be seen as one attempt to overcome the problem of identifying the individual through
time if preferences are allowed to change. The pure preference conception of the individual
is expanded as a combination of preferences and self-embodied human capital stocks. In
the pure preference approach where the individual is treated as a unity of contents and
consciousness there is a difficulty of identifying individuals through time if their preferences
change. The human capital approach overcomes this problem by assuming constant tastes

2 Socioeconomic success should not be viewed as a zero sum game or a fight to attain a better position in a

hierarchical structure but a positive sum game where all individuals can mutually benefit.
* Individuals could also be identified by their endowments and their information but these cannot serve

as a means of reidentifyiing individuals as they are endogenous to choice, i.e,, they change as choices are
made.
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while tracking gradual changes and small differences in the individual in terms of accumu-
lation in human capital. The constant preferences and accumulating stock of capital pro-
vide a possible means of speaking of continuity in the individual (Davis, 2003). In one sense
the human capital approach strengthened the sense of individual in that while it is hard to
make sense of a clear connection between a set of preferences and a particular individual,
choosing one’s capital additions provides a stronger sense of ownership in identifying the
individual.

New problems arise in the human capital approach relating to the concept of ability and
the role of education in heightening an individual’s preferences. In the original models there
was little explanation of how abilities might vary across individuals. To the extent that abili-
ties are socially influenced, human capital investments heighten individuals’ preference and
these are also reflections of social factors determining the distribution of abilities. In addi-
tion, to the extent that education is itself partly socially constructed and individuals seeking,
for instance, to acquire a taste for music appreciation rely on others’ views of good music,
their preferences become socially enlarged. The ability to maintain the distinction between
the individual and social influence is thus lost.

To the extent that individuals could be fully identified in terms of their internal states alone
one could argue that public support for education could rely simply on cash outlays that
individuals could use to make their human capital investments. If social influences play an
important role in how individuals choose the amount and form of human capital invest-
ments, it may be more appropriate to consider building up social education infrastructure
supporting individuals’ human capital investment choices.

In contrast to neoclassical economics, mainstream economics is a multidimensional and
pluralist endeavour made up of many different and competing currents of thought. “Game
theory, bounded rationality, experimental economics, behavioural economics, evolutionary
economics, new institutional economics, and a number of other recent strategies of investi-
gation are pursued alongside a still active, if now less ambitious, neoclassical research pro-
gram” (Davis, 2003)

In view of the initial emphasis on fixed preferences and a one dimensional focus on cogni-
tive skills, the economics of human development represents a very substantial departure;
one that is understandable in view of the broader developments of mainstream economics.
In addition to the greatly expanded set of abilities and skills envisaged it openly recognises
the preferences are context sensitive and malleable, as supported by research, and provides
a model of preference (and skill) formation. For instance, women may shift effort away from
engineering and towards fields with fewer social barriers or high cost of efforts, in response
to a social context that reduce their incentives to act on initial preferences. These adverse
affects may accumulate and ultimately shift their preferences as well. Furthermore, the very
dichotomy of preferences and skills while maintained in the economics of human develop-
ment is recognised as false.* Many preferences are valued skills, e.g., altruism and reciprocity
can be seen as economic preferences that are important for interacting with peers or main-
taining social relationships.
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While the economics of human development provides support to the importance of early
childhood interventions and a reason to avoid a single focus on academic achievement it
also reveals important new challenges to the nature of interventions that arise from its open
recognition of the endogeneity of individual preferences. This substantial endogeneity of
preferences and skills is a far cry form the individual as a separate entity from society. Natu-
rally, it raises many deep questions about the role of the authorities who one way or another
are inevitably involved in shaping human development. It also raises questions about the
nature of democracy if the shaping of individual human development and their preferences
are subject to the way society educates its future citizens. While the economics of human
development has fully opened to the possibility of socially shaped individuals it attempts to
maintain a separation of the understanding of the mechanics of human development and
education from the many thorny normative challenges that arise from this new openness.
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Flipped Teaching in Higher Education:
A closer look on learning videos and classroom activities in relation
to learning performance

MAXIMILIAN SAILER'/PAULA FIGAS?
1. Introduction

Following criticism of traditional forms of teaching and learning, a series of didactic ap-
proaches developed from the end of the 1990s onwards, with the aim of allowing for an
alternative to a one-sided method of knowledge transfer (Handke 2015; Goerres et. al. 2015).
These involved searching for ways of designing more active, open, and diverse lessons for
learners on the one hand, and using newly available technological options in a beneficial
way for teaching on the other (Johnson et. al 2014). In particular, the use of audiovisual
media offered newer learning and teaching methods, which can be assigned to e-learning
or blended learning, the option of designing lessons more diversely in terms of media (Guri-
Rosenblit & Gros 201 1; Kirkwood & Price 2014). Around the world, similar teaching and learn-
ing methods developed which attempted to remove one-sided knowledge transfer from
courses in order to design the joint attendance time in a more active and, if possible, more
participative way and use it to deepen knowledge of the learning content (Schafer 2012).
These forms of teaching and learning, which would later also become known as flipped
teaching or inverted classroom, increasingly gained popularity over the course of time (cf.
Hamdan et. al. 2016, p. 10). Aside from the USA, this form of teaching and learning has also
attracted interest in many European countries, in China, and South America (Bergmann &
Sams 2012). In Germany, this approach is also being applied more frequently (Lehmann et.
al. 2015). At the same time, questions arise concerning the effectiveness of the approach
as well as the ways in which attendance and self-study phases can be conceptualized in a
didactically meaningful way. As a result of the special significance of learning videos during
preparation, this medium is a focal point within the interest in flipped teaching (Weidlich &
Spannagel 2014). Remarkably, research findings do already exist, for example empiric obser-
vations of the advantages and disadvantages of different didactic settings (Love et. al. 2014)
or examinations of videos used in teaching (cf. Sailer & Figas 2015). However, the connection
between the attendance phase and learning videos as reflected by the effectiveness of the
approach has barely been researched so far (cf. DeGrazia et. al. 2012). In particular, there are
no scientific findings connected to subjective evaluations of learning videos on the part of
students and their learning success. Additionally, the activating design of the attendance
phase, typical for the approach, is significant for scientific observation. This article picks up
on both of these aspects. The first part will give an overview of previous research findings on
the topic of flipped teaching. It will introduce the fundamental ideas of this approach as well
as the significance of learning videos. In addition, it will depict the activating design of the
attendance phase more closely, show the possible applications using the example of higher
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education teaching, and discuss potentials and limitations. The second part of the article
aims to answer questions concerning the model’s effectiveness by looking at the results of
an experimental examination and outline future research needs.

2.0 Flipped teaching

2.1. Definition and theoretical approaches

The question of the effectiveness of flipped teaching begins with the approach’s funda-
mental ideas. The multitude of names already gives an indication of the variety of interpre-
tations. For example, flipped teaching is also called flipped classroom (Bishop & Verleger
2013), inverted classroom (Haupt et. al. 2014), or flipped lecture in a higher education con-
text (Fischer & Spannagel 2012). This plurality of terms results from parallel developments of
similar didactic concepts around the world as well as the different versions that developed
over time (Schafer 2012). A common factor of all approaches lies in the fact that flipped
teaching distinguishes itself through a special sequence of attendance and self-study phas-
es, literally by flipping these. The following article will take the widespread definition given
by the Flipped Learning Network (FLN) as its basis. According to this, flipped teachingis”...a
pedagogical approach in which direct instruction moves from the group learning space to
the individual learning space, and the resulting group space is transformed into a dynamic,
interactive learning environment where the educator guides students as they apply con-
cepts and engage creatively in the subject matter”. In many other teaching and learning
settings, the objective of the group attendance phase initially lies in conveying knowledge,
followed by an individual phase in which this knowledge is consolidated and strengthened,
for example by completing learning tasks. In flipped teaching, the order is turned around:
Learners start with a self-study phase, in which they acquire knowledge at their own pace.
With this as a basis, the consolidation takes place in the attendance phase, for example by
working through common material and tasks (cf. Handke & Sperl 2012). Image 1 compares
the basic concept of flipped teaching with traditional teaching. Since the self-study phase
generally occurs individually with the use of digital learning material (cf. Weidlich & Span-
nagel 2014), the approach can be attributed to blended learning, meaning it describes a
combination of attendance teaching and e-learning elements. As learning videos and the
activating design of the attendance phase play a crucial role in flipped teaching, this will
particularly be referred to in the following.

2.2. On the significance of learning videos during the self-study phase

In most implementations of flipped teaching, learning videos are used during the self-
study phase, presenting content tailored to a specific lecture. The literature also describes
other media such as podcasts, digital texts (cf. Goerres et. al. 2015), learning tasks (Weidlich
& Spannagel 2014), or PowerPoint presentations (Mason et. al. 2013). However, Bishop and
Verleger (2013, p. 5) hold the view that only those teaching and learning arrangements

> FLN= Flipped Learning Network, What is Flipped Learning? In: http://flippedlearning.org/wp-content/up-
loads/2016/07/FLIP_handout_FNL_Web.pdf (accessed on 21/8/2017), p.1.
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which use learning videos during the self-study phase can be categorized as flipped teach-
ing. The reasoning behind this is that this medium allows for a customized preparation of
the knowledge contents through sound and image. This makes it possible to show images
and graphics, demonstrate calculations, or give oral descriptions, meaning that the most im-
portant representation possibilities of a traditional teaching format are covered. Due to the
fact that, in contrast to an attendance event with fixed times, learning videos can be used by
students at different times and in different places (cf. Moran & Milsom 2015, p. 34) learners
have the option of determining their own learning paths to the greatest extent possible (cf.
Larcara 2014). Critics of media-supported learning reproach the use of learning videos for
occasio-nally giving more weight to technical aspects than pedagogical ones. Statements
such as “learning is not just video” (Handke & Sperl 2012) criticize technical affinity at the
expense of pedagogical considerations. What is crucial is that media-supported knowledge
conveyance in the form of videos not represent an end in itself, but instead be embedded
into didactic considerations. As support, additional activities that serve to strengthen knowl-
edge can be conducted during the self-study phase. This can be done with didactic elements
such as a quiz or by means of simple or intelligent tutorial systems (cf. Rutkowski 2015), as
well as feedback from online tutors. Due to the high significance that learning videos hold
in teaching and learning approaches, observing these for a scientific examination of flipped
teaching seems essential. Additionally, the activating design of the attendance phase plays
a key role in the approach.

2.3. On the meaning of activating methods during the attendance phase

In the attendance phase of flipped teaching, activating methods are generally implement-
ed.The goal lies in following up on the learners’ prior knowledge, reflecting on and interpret-
ing the contents of the self-study phase, in order to illuminate the content from multiple
perspectives with cooperative, participative learning methods (cf. Rudolph 2014, p. 20). Ac-
cording to Bloom's taxonomy of educational objectives, this focuses on cognitive learning
goals of applying, analyzing, and, if possible, also evaluating and creating (cf. Weidlich &
Spannagel 2014, pp. 238f.). Practicing, applying, or researching are a few options for expand-
ing existing knowledge. The teacher can thereby individually cater to students in terms of
teaching and learning support (cf. Moran & Milsom 2015, p. 34). The methods implemented
during the attendance time can, generally speaking, be attributed to active learning. Active
learning means that learners are not only passive listeners, but instead can actively partici-
pate, for example with the help of learning material, or contribute to generating the content
(cf. Prince 2004). Active learning is heterogeneously defined and varyingly differentiated.
Chi has devised a stringent classification of learning activities in connection with the cogni-
tive processes of the learner. Their conceptual frame, Differentiated Overt Learning Activities
(DOLA), subdivides the active learning methods into three modes - active, constructive, or
interactive. It differentiates between the visible activities of involvement and the accompa-
nying cognitive processes. Learning activities classified as active initially illustrate that - from
a physical view - something is done which contrasts purely passive consumption (cf. Chi
2009, p. 77). During a lecture, this could consist of repeating the contents or writing down
the solution or, for video recordings, pausing, fast forwarding, and rewinding the record-
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ing (cf. Chi & Wylie 2014, p. 221). Activities which contribute to the generation of ideas are
considered constructive. The achievement lies in independently developing ideas or con-
cepts, or creating summaries, from the existing learning contents. As part of a lecture, this
could involve making concept maps, asking the teacher targeted questions, or indepen-
dently reflecting on the content. For video recordings, the activities could present them-
selves in an independent explanation of the depicted concepts, a comparison or contrast to
prior knowledge or other materials. Interactive activities include leading dialogues on the
learning topic and, while taking individual contributions into consideration, starting new
processes together or achieving a new level of knowledge. In a lecture, this could be a dis-
cussion or defending positions. For video recordings, this can express itself on a behavioral
level in discussions with a peer on the conditions of the presented positions or in a joint de-
bate on similarities and differences of the topics. According to Chi, interactive activities are
collaborative, creating processes in which all students’ contributions are taken into consid-
eration. She examined and interpreted experimental studies conducted within the science
of learning to find out whether her conceptual division could be identified in practice. Chi
concluded that interactive activities are generally more effective than constructive activities
which, in turn, are better than “active activities”. All three types of activities support learning
better than passive methods. Chi reduces the relationship between the activities in the ICAP
hypothesis “interactive> constructive> active> passive”. In summary, it can be stated that
the degree of participation evoked by the activities can turn out to be very different. Active
learning is an umbrella term which implies different versions of cognitive processing and vis-
ible behavioral expressions. It should be critically noted that Chi sets a normative framework
with her model. It cannot be assumed that all group members always display an identical
degree of activity. Group members’ degree of activity will vary. An educator’s intention of
initiating active, constructive, or interactive activities will not necessarily be effective for all
learners. Another aspect that should be looked at critically refers to the terms activity and
passivity. Passivity can be determined through the learners’ limited degree of participation,
e.g. during a lecture. However, from a cognitive psychological view, an active engagement
with the content may well be taking place in an allegedly passive teaching situation. This
means that the learners think about the content and show active involvement cognitively.
Chi’s classification serves as an orientation and allows us to differentiate between various
lesson activities. The assumption that the choice of activities during the attendance phase
will determine the success of the use of flipped teaching is closely connected to the concep-
tual framework of the ICAP hypothesis in this regard. Bishop and Verleger postulate that”...
the pedagogical theory used to design the in-class experience may ultimately be the deter-
mining factor in the success (or failure) of the flipped classroom” (Bishop & Verleger 2013, p.
10). But other factors may also influence the effectiveness of flipped teaching. The quality of
the learning videos, the attitude of those involved, or openness towards the form of teach-
ing and learning can have an influence.
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3.0 Research status

Today, an abundance of scientific studies on flipped teaching are available. The fact that
conferences on this topic regularly take place - such as the Inverted Classroom Model Con-
ference (ICM) or the Flipped Learning Conference (FlipCon) — demonstrates the great im-
portance which the method of teaching and learning holds in scientific discourses as well
as in teaching practice. Empirical results on the effectiveness of flipped teaching refer to
studies in which single lesson units were turned around (Wong & Chu 2014, p. 95) as well
as investigations in which entire courses were “flipped” (Day & Foley 2006). From a methodi-
cal point of view, the breadth of research work on flipped teaching ranges from subjective
experience reports to experimental trial arrangements. Furthermore, studies can be found
which primarily examine the effects on participants, studies which focus on the educators,
studies which explore the process, the conveyance/instruction, and studies which observe
the learning result (performance). The overview work by Franqueira and Tunnicliffe (2015,
p. 10ff.) as well as Bishop and Verleger (2013, p. 10ff.) suggests that the majority of studies
examine the learners’ perception or subjective assessment regarding flipped teaching (cf.
ibid., p.10f.). Self-evaluation is measured in order to draw conclusions on the effectiveness or
non-effectiveness of the measure (e.g. Hoffman 2014). Only occasionally do the studies seek
to compare this method to other methods of teaching and learning (e.g. traditional learn-
ing formats). The objective learning success is not measured or factored into all studies as a
variable. Control variables (e.g. prior knowledge, motivational aspects, etc.) are only partly
incorporated into the trial arrangements.

There is empirical evidence which shows that flipped teaching can demonstrate some cru-
cial strengths compared to other forms of teaching, insofar as it is didactically thought out
and well-conceived. For example, Nederveld and Berge reached the conclusion that “flip-
ping the classroom has a great number of benefits and should be considered” (Nederveld
& Berge 2015, p. 171). This raises the question of what is known on this based on empirical
results. Some examinations have dealt with the question from a participant’s perspective.
For example, a series of studies shows that the majority of participants of flipped teaching
units rate the model positively (cf. Franqueira & Tunnicliffe 2015, p. 61). Nonetheless, there is
always a proportion of up to 25% of participants who reject the concept (cf. Butt 2014; Kim et
al. 2014). Love et al. (2014) determine that flipped teaching promotes the interest in the class
and subject. Franqueira and Tunnicliffe (2015, p. 61) read the same results from their empiri-
cal data and conclude that interest can particularly be increased through realistic tasks and
case studies in flipped teaching. In a case study by Moran and Milsom, the different activities
of the self-study phase and the attendance phase are evaluated by learners. They reach the
conclusion that students view a large number of lesson activities in the attendance phase
as supportive of their learning. The activities of the preparation phase are viewed more criti-
cally, and a favorite cannot be determined. Some students lament the fact that the prepara-
tion phase lacked collaboration and interaction (cf. Moran & Milsom 2015, p. 42).

Flipped teaching is also being empirically researched with regard to students’ learning
success: If one attributes flipped teaching to blended learning, then the results of a U.S. De-
partment of Education study can be cited. The meta-analysis confirms that the combination
of self-study phases (online) and cooperative learning phases (attendance) leads to better
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learning results than pure online study or pure attendance-based teaching (Means et. al.
2009). It should be taken into account that this result does not provide more detailed ex-
planations on the interplay of online and attendance teaching and also does not contain a
breakdown of the effectiveness of different lesson activities. Individual studies concerning
this question display a more varied picture. In their experimental study in a school context,
Day and Foley reach the conclusion that students achieve significantly higher results on all
homework, projects, and tests in a flipped learning environment than the control group
(Day & Foley 2006). In the study by Clark (2015, p. 102), no significant difference between
the learning results of students in flipped teaching courses and those participating in a
traditional course can be proven. When viewing the test results as an indicator of the suc-
cess of flipped teaching units, Keck and Thomann reach a similar result. In their examina-
tion, students partly achieved better exam results after flipped teaching lectures (M = 4.85)
than students who visited the same lecture with a conventional learning method (M=4.77),
but a significant difference could not be determined (Keck & Thomann 2014, pp. 2ff). In
contrast, the study by Wong and Chu (2014) illustrates that students clearly evaluate the
flipped teaching approach more positively than traditional learning formats, and that learn-
ers achieve objectively superior learning results in the former. Yarbro et al. (2016) introduce
a series of research results in which the performance results have improved either signifi-
cantly or marginally through flipped teaching. A decline in performance results caused by
flipped teaching could not be determined in their review . Weidlich and Spannagel (2014)
are more specific. In their experimental study (N=26), they show that when preparing for
the attendance phase in flipped teaching, learning videos lead to better learning results (M
8.92) than assignments (M 4.92). At the same time, it emerges that follow-up work after the
attendance phase using assignments leads to better results (M 6.23) than video material (M
5.85). In addition, the research results of Jensen, Kummer, and Godoy (2015, p. 10ff.) suggest
that flipped teaching itself does not have any significant influence on learning success, but
instead that this can primarily be explained through the active learning principles. DeGrazia
et al. (2012) determine that learners with optional learning videos during the preparation
phase are better prepared for the attendance phase than those with textbook chapters. In
the summary of their empirical findings, Franqueira and Tunnicliffe (2015) draw the conclu-
sion that students learn faster in flipped courses compared to traditional learning formats.
Flipped teaching allows for learners to work through more subjects, and they also receive
more individual feedback and specific instructions to support learning during the attend-
ance phase, in contrast to the classical teaching and learning arrangement.

It has become clear that a series of scientific studies on flipped teaching already exists and
that diverse findings are known in this context. But the research landscape also shows that
some research desiderata remain which have not yet been examined. For example, concern-
ing effectiveness compared to other learning formats, the empirical data situation remains
heterogeneous and incomplete. In this context, Moran and Milsom (2015) also point out that
flipped teaching has not yet been sufficiently compared to other pedagogical forms of learn-
ing. Jensen et al. make it clear that future research should compare this form of teaching and
learning with further active learning forms in order to gain more detailed information on
their effectiveness. In particular, no well-founded scientific findings exist which look at the
connection between the learning videos used during the self-study phase and the students’
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learning success as well as the didactic design of activities in the attendance phase (Jensen
et. al,, p. 10ff.). Frequently, in existing studies, students’ subjective evaluations are surveyed
(e.g. Lehmann at. al. 2015) or the learning results of students are measured (Clark 2015),
and these are partly consulted as indicators of the approach’s effectiveness. A combination
of both perspectives appears highly promising for observing in what way the subjective
evaluation is connected to the learning result (Hagemann & Kluge 2014). The empirical data
situation concerning the connection between subjective evaluations of learners and their
learning success has so far turned out to be exceptionally heterogeneous. In the context
of professional further training, Hagemann and Kluge were able to demonstrate that the
participants’ evaluation is positively connected to the learning result. According to Ehlert’s
results, however, the subjective experience of the learners does not significantly correlate
with the learning success (Ehlert 2012).

4.0 Experimental study on flipped teaching in higher education teaching

As becomes clear from the theoretical depiction, there remains a research need for the
way in which evaluation of learning videos correlates with the learning result and how dif-
ferent degrees of activity during the attendance phase in flipped teaching can be evaluated.
In the following, an experimental study will be presented which deals with open research
desiderata and provides new findings on flipped teaching in higher education teaching.

4.1. Research questions and hypotheses

The study aims to gain insights on the interplay between self-study and attendance phas-
es in flipped teaching. The literature makes it apparent that in didactically well-conceived
flipped teaching settings with technology-supported, individual learning phases, the joint
attendance phase can be used for more active and participatory activities. Current studies
collect primarily subjective evaluations from participants, usually at the end of the attend-
ance phase. Here, the influence exerted by technology-supported input on the learning
progress is frequently not included (cf. Franqueira & Tunnicliffe 2015). Since learning videos
play a key role in flipped teaching, the matter of evaluating these is of crucial importance.
Most researchers also demand that the effectiveness and the effects of flipped teaching on
exam results (Moran & Milsom 2015), as well as the general learning success (Wong & Chu
2014, pp. 94ff.), be captured. However, it seems important to observe the context of stu-
dents’ evaluations on the achieved learning results. These considerations form the founda-
tion for the first research question of the study, which is:

1. How are the subjective evaluations of learning videos in the self-study phase of a
flipped teaching unit connected to the students’learning result?

H1:There is a positive connection between the students’ evaluation of the learning videos

in the self-study phase of a flipped teaching unit and the learning result of the students. The
higher the evaluation of the video, the higher the learning result will be.
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The second research question follows up on the statement that the choice of activities
during the attendance phase determines the success or failure of a flipped teaching course
(Bishop & Verleger 2013). The experimental study aims to examine parts of the ICAP hypoth-
esis in more detail. The hypothesis assumes that interactive activities support learning better
than constructive ones, which again are more effective than active activities (cf. Chi 2009). It
shall be examined to what extent the use of interactive activities creates more efficient joint
learning time and to what extent this can be recognized in the learning result. In particular,
it will be examined what effects specific variations of the instructional support for answer-
ing questions have on the participants’learning results. The accompanying second research
question is the following:

2. What form of instructional support has a positive effect on the learning result of partici-
pants in interactive activities during the attendance phase of a flipped teaching unit?

H2: Learners who receive tutorial support in solving complex, application-oriented tasks
during the atten-dance phase of a flipped teaching unit achieve a better learning result than
learners who do not receive tu-torial support.

A pilot study with an experimental design was conducted to answer these research ques-
tions.

4.2. Research design and structure of the study

For the empirical experimental study, a pre-post control group design was chosen with
the dependent variable (DV) “learning success”. The didactic setting of a flipped teaching
unit of teaching and learning was conceptualized to-gether with an individual self-study
phase as well as an interactive group attendance phase. The self-study phase was incentiv-
ized by means of a learning video, which was evaluated by students through a standardized
questionnaire to answer the first research question. The learning success, operationalized
in 20 questions of a declarative knowledge test, was measured immediately before and af-
ter completion of the attendance phase. A pre-post control group design establishes the
before and after value which achieved by an experimental group in the examination. Since
the control group does not run through the treatment, both inter-individual (between the
groups) and intra-individual (within the experimental group) differences can be ascribed to
the treatment, insofar as all possible confounding variables have been isolated. The major
advantage of this design is that differences in the research results of pre- and post-tests
can be explained by the intervention. A disadvantage that must be acknowledged is that
the recognizable differences can perhaps be ascribed to the pre-test. Different treatment
conditions are created for the independent variable (IV). The independent variable “interac-
tive learning method” is three-tiered. Through a simple randomization, the participants are
allocated to the various conditions.

The didactic setting according to the flipped teaching approach was conceptualized in
a teaching unit of an existing seminar on the topic of research methods. In order to mini-
mize the effect of previous knowledge, a topic was selected which was unknown to the
students at the time (intra-class correlation and other reliability measures). The following
describes the phases of the study with its methodical procedure as well as the tools for
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collecting data more closely. Image 1 summarizes the experimental research design in an
overview graphic.

Self-study phase: The basic idea of flipped teaching includes the subdivision into an in-
dividual self-study phase and a group attendance phase. The former was initiated with a
10-minute learning video, as is characteristic for flipped teaching (cf. Bishop & Verleger 2013,
p. 5.). The learning video, which was created solely for the study, contains a theoretically
compact depiction of the topic. The talking head is always visible in the video (camera angle:
semi-close structure), accom-panying, illustrative presentation slides can also be viewed.
The video was made available to students online one week before the attendance phase. In
order to ensure that all participants saw the video, it was again shown before the start of the
lecture phase.

Evaluation of the learning video and knowledge pre-test: Right before the attendance
phase, all participants were asked to evaluate the quality and other didactic features of the
learning video through a standardized questionnaire. A tried-and-tested tool was used for
this (cf. Sailer & Figas 2015). The rating sheet consists of a total of 38 items which illu-mi-
nate the different aspects of the video's effect and structure. Divided into six categories, it
measures the 1) struc-ture, 2) the clarity of the language and contents, 3) the enthusiasm,
4) the rapport as well as competence, 5) the overall evaluation of the video, as well as 6)
participants’ personal information. To develop the questionnaire, scales and items from the
following tools were used: FEVOR (cf. Staufenbiel 2001), HILVE-I and Il (Rindermann 2001),
KIEL (cf. Gediga et. al. 2000), MFE-S (cf. Hirschfeld & Thielsch 2014), SET (cf. Shevlin et. al.
2000), SEEQ (cf. Marsh 1982), and TRIL (cf. Gollwitzer & Schlotz 2003). For items 1-34, a 5-step
answer format was used (1 =“Strongly disagree” to 5 =“Strongly agree”). A reliability check
for scales S (Structure), CL (clarity of language and contents) E (enthusiasm), and RC (rapport
and competence) was conducted to examine the internal consistency. Cronbach’s alpha (a)
delivers satisfactory values for scale S (a=0.79), scale CL (0=0.84), scale E (a=0.78), and scale
RC (0=0.64), and - aside from scale RC —, we can speak of reliable scales (cf. Sailer & Figas
2015). Following this, the test subjects took a declarative knowledge test (pre-test). The pre-
test took place after the self-study phase and before the treatment. The self-study phase
does not represent a treatment condition. The test consists of 20 questions, 16 of which are
single-choice and four of which multiple-choice questions. One point is given for every cor-
rect answer. The maximum number of points is 24.

Attendance phase: The attendance phase of about 30 minutes aims to consolidate the
video content in an application-oriented way. For this purpose, complex learning tasks are
given for the students to solve. The atten-dance phase was recorded with firmly installed
and mobile microphones as well as several cameras. The tiers of the independent variable
differentiate between an experimental group which receives the treatment, a control group
1,and a control group 2. The groups mainly vary in the degree of activity of tutorial accompa-
niment (interactive, constructive, and active) while solving the application tasks during the
attendance phase. To ensure comparability, the tutor (referred to as teacher in the following)
is given a detailed introduction to the instructional procedure. Aside from the defined be-
haviors, it was necessary for the teacher to possess well-founded professional competence.

In the experimental group, the teacher assumes a very active role, gives specific instruc-
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tions, and points out that the tasks should be solved in groups. Their activities include an-
swering questions and giving feedback, as well as checking the work within the groups.
Similar to the Socratic method (cf. Rudolph 2014), the teacher intends to conduct a dialog
with students, support them in finding solutions without giving them the result. They seek
exchanges with participants and at the same time try to avoid longer monologs. The con-
ditions in the experimental group aim to approximate the idea of “interactive activity” ac-
cording to Chi. In control group 1, the teacher acts more passively than in the experimental
group. They instruct the participants to solve the tasks in groups, but remain in the back-
ground during the solving process. They do not proactively monitor the group processes,
but instead let the participants determine the procedure themselves. Nonetheless, they
function as a contact person whom the participants can turn to at any point. They do not
actively guide the process, but offer help if needed. The conditions aim to simulate the situ-
ation of a student study group which partly needs help from an expert. In control group
2, the teacher is instructed to introduce the learning tasks to the students, but not further
participate in the lesson activities. The information that the tasks are best solved in groups
is also left out. The teacher at no time functions as a point of contact during the attendance
time, but instead leaves the participants to work through the problems independently.
Knowledge post-test: Following this joint learning time, the declarative knowledge test
consisting of 20 questions is taken again. The internal consistency of the test (pre and post),
calculated via the formula according to Kuder-Richardson, which is used for dichotomous
items, shows a value of KR-20 = 0.70 for the pre-test and a value of KR-20 = 0.75 for the post-
test. Based on the results, a satisfactory internal consistency can be assumed.
4.3. Implementation and evaluation

50 bachelor students studying Educational Science took part in the study, divided into
the experimental group (n=19), control group 1 (n=14), and control group 2 (n=17). 96% of
the students are female and only 4% male, which can be ascribed to the gender-related
composition of the degree. To answer the first research question, a cor-relation matrix
was calculated for the evaluation criteria of the rating sheet with the test result of the
pre-test. For the second research question, a single-factor covariance analysis was con-
ducted in SPSS with the three-tiered group variable “interactive learning method” with the
manifestations of experimental group (tutorial accompaniment), control group 1 (learning
group), and control group 2 (homework group) as a fixed factor and the variable “know-
ledge test result” (post) as a dependent variable. Additionally, a regression analysis was
conducted to calculate the partial influence of the control variable on the dependent vari-
able.
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4.4, Results

A glance at the average values (see table 1) of the subjective evaluation categories, shown
separately in the three groups, makes it clear that, for one, the quality of the learning video
or the input in terms of content receives above-average evaluations. Additionally, they show
that the evaluations of the different groups only show a minimal difference. Furthermore,
the differences prove to be insignificant. As an example, the mean differences of the groups
were tested for the item “visual design” with a single factor variance analysis, since the ex-
perimental group differs most clearly from the control groups in this item (Amax. = 0.48).
The result shows that no significant differences in the groups’ evaluation can be determined
regarding the item (F (2,47) = 0.98, p >0.05). However, in contrast to the evaluations, the test
results of the pre-test vary. Here, the experimental group (M=10.74, SD=3.75) and control
group 1 (M=9.93, SD=2.87) on average achieve higher results than control group 2 (M=6.71,
SD=3.90). Due to randomization and the fact that the groups did not know which condition
they were part of, the test result of the pre-test could have shown more homogenous results.
The high standard deviation of 3.90 should also be noted, pointing to very heterogeneous
results in the knowledge test of control group 2.

Table 1: Subjective evaluation categories

groups
experimental control control
group group 1 group 2
Scale/ltem M SD M SD M SD
S (Structure) 344 60 362 .57 3.61 .63
CL (Clarity) 370 .61 380 47 366 .70
E (Enthusiasm) 269 .62 270 .53 279 .76
RC (Rapport & Competence) 340 .50 3.21 45 324 .69
OR (Overall rating, total) 3.31 .50 333 42 332 61
didactic (Item) 342 .77 343 76 335 1.00
Visual Design (Item) 3.74 .65 336 .84 341 1.06
OR (Item) 321 .79 3.14 66 329 92

To answer the first research question, a correlation matrix was created with the help of
the statistics and analysis software SPSS (see table 2).

It could be observed that none of the evaluation criteria of the rating sheet correlate with
the test result of the pre-test. Neither the overall rating of the video ORitem (r(48)=-.102,
N=50, p=.482) nor other variables are related to the test result. This also becomes visible
when the variable “test result”is classified and divided into two groups (high test result/low
test result). This shows that both groups gave the video similar ratings (e.g. variable ORitem,
group high test result: (M=3.11, SD=1.80); group low test result: (M=3.28, SD=1.44)). Conse-
quently, H1 must be discarded. The subjective evaluation of the quality of the learning video
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does not stand in connection with the result of the pre-test. However, it cannot be con-
cluded from this that the quality of a learning video is irrelevant to learning success, since
the results make it clear that the learning video and its didactic design were given above-
average ratings. Both variables (overall evaluation video and learning success) therefore do
not systemically vary with one another.

Table 2: Correlation matrix
Pretest (n=50)

Scale/ Item Pearsonr Sig.
S (Structure) =11 443
CL (Clarity) .005 971
E (Enthusiasm) -177 219
RC (Rapport & Competence) .014 921
OR (Overall rating, total) -.082 .559
Didactic (Item) -117 419
Visual Design (Item) .056 699
OR (Overall Rating, Item) -.102 482

The second research question examines the influence of various versions of instructional
support during the attendance phase of flipped teaching on the learning result, in this case
in the form of the results of a declarative knowledge test. To do so, a single factor covari-
ance analysis was conducted in SPSS with the three-tiered group variable “interactive teach-
ing method” with the manifestations experimental group (tutorial support), control group
1 (learning group), and control group 2 (homework group) as a fixed factor and the variable
“knowledge test result” (post) as the dependent variable. Since the same knowledge test
was already used as the pre-test before the intervention, the variable “test result” (pre) is
used as a control variable and integrated into the model as a covariate. With this evalua-
tion method, the results of the post-test are examined to determine whether differences be-
tween the three groups are recognizable, whereby the results of the pre-test are controlled
(Field 2009). The research question aims to find out how the values differentiate between
the groups at the end of the intervention when the initial value is controlled. Ascertaining
the values at the second time of measuring is of primary interest here. No predominant role
is attributed to measuring the growth or changes. The result of the pre-test is controlled
for two reasons: first of all, to determine the sole influence of the intervention "interactive
method" which took place in the attendance phase, and secondly, to calculate the variance
included in the model from the pre-test. By applying a covariance-analytical procedure, the
influence exerted by the control variable on the dependent variable is neutralized (cf. Bortz
2005, p. 362). This is related to the structure of the method, since the covariance analysis
consists of a variance-analytical and a regression-analytical part. The regression-analytical
part serves to calculate the partial influence of the control variable on the dependent vari-
able. In a positive case, this can lead to the “error variance being reduced and/or the treat-
ment variance increased or reduced” (ibid., p. 362). The conditions for conducting a covari-
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ance analysis were met. From the descriptive results (see table 3), it becomes clear that the
experimental group, which experienced the treatment, shows the highest (M= 12.68, SD=
4.08) and control group 2 the lowest mean value (M=8.59, SD=4.29). The difference between
the experimental group (tutorial support) and control group 1 (learning group) is very small
(A=0.97).

Table 3: Mean values & SD post-test

DV: test results (post-test)

Groups M SD N

experimental group 12.68 4.08 19
control group 1 11.71 369 14
control group 2 859 429 17
Total 11.02 436 50

”

It shows that the covariate has a significant influence on the variable “test result post-test
(F (1.46) = 37.41, p <0.05, r = 0.67). The effect size r is won from the t-value of the parameter
estimation (cf. Rosnow & Rosenthal 2005). In contrast, no significant group differences of
the variable “interactive teaching methods” could be observed regarding the learning re-
sult of the post-test taking into account the covariate (F (2, 46) = 0.42, p >0.05; partial n2
=.02). H2 must therefore be discarded and HO retained. The results exemplify that a high
proportion of variance of the knowledge test (post) can be explained through the pre-test
(partial n2 = .45). The differing test results (post) cannot be explained by the variation of in-
structional support. Although the experimental group achieved the best results on average
in the knowledge test, this is not proven to be significant if the variable “results pre-test” is
controlled. Nonetheless, the result is not proof that tutorial support for interactive activities
within the framework of the attendance phase is unimportant. What is noticeable is that
all groups improve compared to the first measurement (pre). The experimental group was
able to increase its result by an average of 1.94 points. Control group 1 also achieved an
increase by 1.78 points compared to the pre-test, as did control group 2, improving its pre-
test results by 1.88 points. Even though these improvements are not significant, they do
attest to a supportive learning effect in application-oriented tasks which consolidate the
subject matter and enable a new way of accessing the subject. It should also be taken into
consideration that both tests examined declarative knowledge, while the attendance phase
aimed for application and consolidation of knowledge. It can be assumed that the partici-
pants developed a much more in-depth understanding of the subject than depicted by the
knowledge test.

5. Conclusion and outlook

The teaching and learning method flipped teaching presents an alternative approach to
designing lectures. It offers diverse design possibilities, both in the individual phase and the
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attendance phase. The use of flipped teaching has also achieved positive effects at higher
education institutions and in large group events (cf. e.g. Liith et. al. 2014). At the same time,
this form of teaching and learning is criticized for aspects such as the great effort involved
on the part of teachers (Jensen et. al. 2015), and its effectiveness compared to traditional
teaching methods is questioned (Clark 2015). The presented experimental study delivers
enhancing findings on this. Interestingly, it could be shown that the subjective evaluations
of learning videos in the self-study phase did not positively correlate with the learning re-
sults of the students. This matches Ehlert’s findings, whose study also showed that the learn-
ers’ subjective experience does not significantly correlate with their learning success (Ehlert
2012). However, we cannot conclude from this that the quality of the videos or the evalua-
tion of the students is unimportant. From other studies, it is known that the use of learning
videos instead of assignments in the self-study phase has a positive effect on the learning
success (cf. Weidlich & Spannagel 2014) and that the quality of teaching in general and
of learning videos specifically has a crucial influence on learning (Lipowsky 2006). But the
results reinforce the assumption that, aside from the quality of the learning videos, further
aspects play an important role, for example the ways in which students use the learning
videos, how they take notes and make sketches, and whether they watch the video material
multiple times. In order to observe this influence, it seems expedient to conduct further fo-
cusing on this. Additionally, the results of the study show that all treatment conditions were
able to register a knowledge growth after the attendance phase, but that no significant dif-
ferences could be established between the conditions. This supports the assumption made
by Jensen, Kummer and Godoy that flipped teaching itself does not have a noteworthy in-
fluence on learning success, but that this can instead be primarily explained by the active
learning principles (Jensen et. al. 2015). The simple fact that the attendance phase involved
practicing together undeniably leads to an increase in knowledge. The “how” of practic-
ing does not seem to be crucial. This supports the assumption that not only the degree of
activation during the joint attendance phase is important for students’ learning success in
flipped teaching, as the literature frequently postulates (Bishop & Verleger 2013, p. 10), but
that other factors such as didactically meaningful assignments also play a crucial role. It
should be pointed out that the study only measured declarative knowledge. In this respect,
it would be interesting to conduct another study which observes procedural knowledge
components in a targeted way and follows the question of how these can be developed
through the design of the attendance phase. The non-significant difference between the
groups could, however, also be attributed to the experimental arrangement. The presented
study examined the selective use of flipped teaching and did not span the entire duration
of the course. The probability is high that significant knowledge growth can only be deter-
mined over a longer time period. Nonetheless, the results of the study offer many follow-up
possibilities for further studies. Additional research needs also exist for larger studies that
include more participants (Keck & Thomann 2014, p. 4) and span a longer period of time.
Additionally, Weidlich and Spannagel (2014, p. 246) think it is highly promising to continue
observing flipped teaching in connection with different types of learning goals and looking
at the differences between flipped teaching scenarios with video- or assignment-oriented
preparation. Jensen et al. (2015, p. 10f.) see a future research task in comparing this form of
teaching and learning to other active learning methods. This raises the question of whether
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the reduction of passive conveyance procedures leads to more in-depth learning. Since pre-
vious research work has strongly focused on the learners, examining the influence of the
educator opens up a highly promising field of research. For example, there are currently no
results on the influence of target orientation, the attitude, or the personality of lecturers on
the design of flipped teaching arrangements. The area of learning videos also presents ques-
tions, such as what their ideal construction could look like (Sailer & Figas 2015). If you pick
up on the question posed by Bergert et al. (2013), in summary, “Why so much effort?”, it can
be said that flipped teaching presents a range of potential, but is connected to great effort
and not suitable for every context. But when the subject and framework conditions permit
it and the lecture is conceptualized in a didactically meaningful way and with high-quality
learning assignments and video material, then flipped teaching can contribute to designing
teaching in a more active, intense, participatory, and thereby better way.
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«YTIOVOPEVOVTAG» TNV LlOOTNTA 0TN OXOAIKN TAEN.
AvdAykn ouvepyaciag OIKOYEVEIAG-EKTTALOEVUTIKOU

ANTIFTONH-AAMITA NMANAKQNETANTINOY '/EAENH KAINOYPTI0Y?

Elcaywyn?

To vnmaywyeio kat o madikog otabuog sival katd moAou¢ epsuvntég (Mavtalng, 2006;
Katwvoupylou & cuv., 2008; ZakeAhapiou, 2008; AaloVuN-BISAAN, 1996) ol Babuidec ekeiveg
NG ekMaideuong, OTIC OTTOIEC ATTAITEITAL N OUCIACTIKOTEPN KAl CUOTNUATIKOTEPN CUVEPYATIa
NG OIKOYEVELAG e TO oXoAeio. H olkoyevelakn ekmaideuon Sivel TN OKUTAAN O0TNV OXOAIKN
eKTTAIOELON, N KOIVWVIKOTIOINON OTa TAAiola TNG Olkoyévelag Sleupuvetal péoa amo tnv
KOWVWVIKOTTOINON 0TO GXOAIKO TIEPIBANOV, To TTaldi AmouaKPUVETAL ATTO TN CUVEXT YOVIKN
nipootacia Kat emiBAePn Kal KAVEL TA TTPWTA TOU BAMATA O UIA UIKPOYPAPia TN KOVWVIAC,
€KEivn Tou oxohegiou. To OXOAEIO €10€PXETAL OTO OIKOYEVEIOKO KUTTAPO Kal emnpeddlel oxl
MOVO TNV KABNUEPIVOTNTA TWV HEAWV TOU, AANA Kal TIC METAEY TOUG OXETELG, TOUG POAOUC,
TI¢ mpoodokieg Toug (Gayet, 1999; Bergonnier-Dupuy, 2005). To i§10 dpw¢ 1oXVEL Kal yia TNV
OIKOYEVELQ, O€ HIKPOTEPO PBéPata Babud. H kKowwvikomoinon mou €Xel CUVTEAECTEL OTNV
OIKOY£VELD SIEUKOAUVEL 1] O TO TTAISaYwYIKO €pyo, N uooTtPIEn Tou maidlol oTn OXOAIKN
{wn eVIOYVEL TIC BLUVONKEG LABNONG Kal apopoiwong, N Kowvr avtiAnyn yovéa-ekmatdeuTIKoU
YIa TO KOIVWVIKA armodeKTO Kal To NOIKA mpémov mpowbei Tn cuvepyacia kal SnUIoupyei TIC
KATAANAEC OUVONKEC yla [ OUCLAOTIKN aywyn Kat ekmaidevon tou matdlol oTo OXOAKO
mepiBarov (Charlot, 1999 ; Papakonstantinou, 2013).

M\aicto Tou mpoBAjuaToC

Evtoniovtag TI¢ aviodTnTeG TTOU TTAPATNPOUVTAL OTIC OXOAIKEG TALELC Kal goTiAlovTag
OTIC TIEPIMTWOELG TIOU Ol MAONTEC €ival ekeivol TTOU TTIPOKAAOUV, SNIOUPYOUV KAl EVIOKUOUV
TIG Slakpioelg Kal Toug SlaxwPICHOUC OPICUEVWY CUPMOBNTWY TOUC, EMIXEIPOAUE va
EPEVVNOOUE TAEEIC TTPOOXOAIKNG ekTTaiSeuonc. AUo ATav Ta OTOIKEIQ TTUAWVEC TNG €PEUVAC
ota omoia Kal kaBodriynoav Tnv mopeia TnG. To TTPWTO aQopoUoe 0TOUC AMTOSEKTEC TWV
OTIOIWV CPVNTIKWY OXOAIWV 1) ATOPPIMTIKWY CUUTTEPIPOPWY, TIOU NTAV Ol HAONTEC e
METOVAOTEUTIKO uTTOPBabpo. To deltepo agopoloe otoug BUTEC, ota maidld ekeiva mou
npoéPawvav o€ TIPAEEIC 1 AEKTIKEC EKPPAOELS, TToU odnyovoav oTo SlaXwPIoUd R TNV

! EvtetaApévn Aidaokaliag tou Mavemotnuiov ABnvwv

2 KaBnyntpta Epappoywv Tunuatog MpooxoAikng Aywynig T.E.I. Hneipou

3 H owkeia épeuva otnv omoia otnpiletal n mapovoa dnuoacicuon Sie€nxOn ota miaioia Tou Emixelpnotakov
Mpoypdupatog «Ekmaidsuon kat Ala Biou Mdabnon» kat ouyxpnuatodoteital amd tnv Eupwmndikr Evwon
(Evpwmaikd Kovwviko Tapeio) kal amd eBvikoug mopouc-Apxiundng i, pe Titho umoépyou «AIAMONITIOUIKN
Awdotaon ™G MNpooxohikng Aywyng H mepimtwon tng Hmeipou» kat Emotnuovikd YmevBuvn tnv K.
Kawvoupytou EAévn KaBnyrtpia E@appoywv tou Turiuatog MpooxoAikig Aywyng (mpwnv Bpeg/piag) Tou T.E.L
Hrmeipou. H épeuva éxel ohokAnpwOEi Kat n mapovoa PEAETN amOTENEL HEPOG TNG.
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amopévwon tou maldlol e SlapopeTIK Mpoéheuon. Ekeivo mou Kupiwg evliépepe TNV
£€peuva ATav ol SIKAIOAOYIEC, Ol APOPUEC Kal Ol aITieC TTou BpiokovTtav Tiow amd TIC OTACEIC
amopPIPNG KAl To KATd OO0 ol GTACELG AUTECG amoTeAOVCAV TTPOTIOV HinoNnG TPOTUTIWV.

O otdx0¢ TN Mapovsoag €peuvag ATAV AoImov SITTOC. ApxIKd, €ylve Tpoomdbela va
EVTOTIIOTOUV KAl Va KATaypa@oULv, oTiG AANAEMOPACEIC TwV PMaBNTwV nALKiag amod 3 éwg
5 €TWV, TA OTOIXEIO EKEIVA TTOU OUCIACTIKA UTTOVOUEVOUV TNV IOOTNTA AVAPESA O MAONTEC
ME SlagopeTikn €OVIKN TTpoéheuon. Emelta, emXEPCAUE VA aVIXVEUOOUUE TA AiTia TwV
OUUTIEPIPOPWV KAl TWV AEKTIKWV avTIOPACEWV AUTWVY KAl VA TTPOCSI0PICOUE TIC EMPPOEC
NG olkoyévelag. H kataypagn, meplypa®r Kat avaAuon Twv oTolXEiwv autwv gihodooloe
va avadeifeltnv emppor otnv Kabnuepvr) oxoAkr {wr Katotnv ykabidpuon evoc KAMUATOC
AAANAEyYUNG KAl AVEKTIKOTNTAG HECO OE Mia OXOAIKH TAEN TTOU €XOUV Ol OIKOYEVEIOKES
AOYIKEC Kal TA TTPATUTIA CUUTTEPLPOPAC TTOU TIPOBAAEL N OIKOYEVELID O BEPaTa 10OTNTAC KAl
S1aPOPETIKOTNTAG.

Ta epeLVNTIKA EPWTHATA TTOL TEBNKAV ATAV Ta akoAouba:

1. Yndpyxet KAipa 106TnTag Kat aAAnAeyyUNng oTIC TTPOOXOAIKEG TAEELG OTTOU POITOUV HaBNTEG
UE JLETAVAOTEUTIKO UTIOR0BPO;

2. Molég pop@EG Taipvouv oL CUUTIEPLPOPEG SlaxwPIoHoU Kal amopdvwong 16 BApog Twv
AWV E PETAVAOTEUTIKO UTTOR0BPO;

3. Nwg ek@pdalouv ol padnTéG MPooXoMKAG NAIKIag TNV amodppiyn evog CUPHABNTH TOUG e
Bdaon tnv €BVIKN TpoéNeuor) Tou;

H ekmaideuon kal n olkoyévela amoteAolv SUo amod Toug Mo BepeAiwdng Beopolg Twv
SUTIKWV Kovwviwyv. O@eilouv va Aeltoupyolv TapAAANAG, AAANAEVOETA KI UTTOOTNPIKTIKA
0 évac TPoc¢ Tov AANO TTIPOGRAETTOVTAC OTNV OHAAN KOIVWVIKN évTaén TwV VEWV HEAWV HIAC
Kolvwviag. H olkoyévela sival ekeivn Tou TTpoeTOIUALEL, IECA ATTO TTOIKIAEG KOIVWVIKOTIOINTIKEC
Sladikaoieg, To maidi yia Tn dnuooia {wn) Tou, To e€0MAILEL PE pia avTiAnyn yid TO KOIVWVIKA
amodeKkTo, To fonbd va agopolwaoel NOIKES a&ieg Kal va eyypdel TPOTUTIO CUTTEPIPOPAS
(Mamakwvotavtivou, 2013). ‘Emerta, To0 OXOAEIO £PXETAL VO GUUMTANPWOEL, VA EMMIKUPWOEL N
va avadlapopPWOEL TNV OIKOYEVEIAKI KOWVWVIKOTIOINGON, TO0O péoa amd tn Aeltoupyia Tng
KOIVWVIKOTTOINONG TTOU ETITEAEL, OO Kal ylaTi amoTteAEl Tov TpwTo SnUdGCIo XWPOo, OTOV OTToio
1o maudi BpiokeTal Xwpig TNV MpooTacia Twv yovéwv Kal Kahsital va avaldfel euBuveg, va
Sounoel oxEoEIC, va avTamoKplBei og amaltioelg Kal {NToUpEva.

H aAnAemidpaon kat n aAnAe€apTtnon oxoAeiou-olkoyévelag ekKAapBAavetal Aoimov wg
S6edopévn (Papakonstantinou, 2013), evw 8ev 10xVel To {810 yia TNV 100TIUN apotBaidtnta
peta&u toug. H emppor Tou evég Beopoul atov dAo Sev gival idla, agol dlagopomololvTal
W¢ TTPOC TNV KOWWVIKN Toug Baputnta (Mixahakdmouhog, 1990; N6Ba-Kaitoouvn, 2004),
ME TOo Beopod TOu OXOAgiou va avadelkvieTal og 1I01AITEPA CNUAVTIKO yia TN AglToupyia
NG OIKOYEVEIACG, TN SIAUOPPWON TWV YOVIKWV POAWY, TNV UI0BETNON TWV OIKOYEVEIAKWY
AOYIKWV KAl TIG EMAOYEG AVAPOPLKA LIE TNV KOWVWVIKOTIOINGoN Tou matdiov. Mo ouykekpipéva,
To oXoAgio emnpeddel TNV OIKOYEVELD TIPIV AKOMA TO TS QOITACEL O’ AUTO, eV 0 BECUOC
NG eKmaidevonc, EupUTEPOC TOU OXOAEiOU, TAPOUGIALETAL WG KATOAUTIKOC TTOPAYOVTAG OTIC
OXEOEIC TWV MEAWV MIAC OIKOYEVELAG, AKOMN KAl META TNV OAOKANPWON TNG Poitnong evog
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péhloug oe kamola ekmaldeuTikr Babuida (Périer, 2005).

‘Ouwg N emppon), av Kal avion, ival apeidpoun. H otkoyévela emnpeddel, dueoa A éupeoaq,
TN Aeltoupyia Tou oXoAgiou, To €pYo TOU EKTTAISEVUTIKOU, TN OXOAIKN (W), TIC CUVAVACSTPOPEC
TWV odnAikwv. Ot yoveig eumAékovTal oTnv ekmaideuon Tou matdlol Toug Kal avaiapdavouv
POAOUC UTTOOTNPIKTIKOUG N [N OTN OXOAIKN KTTAi&EUON KAl KOWVWVIKOTIOINON KUpiwg Héoa
amé TICAOYIKEG TTOU ULoOeTOUV (Berubé 2004) kal ta mpdTuma GUUTTEPIPOPAC TTOU TIPOBAAOLV
oto maidi Touc. H olkoyévela ival ekeivn mou avalapBdavel va Slapop@woel péoa améd n
Sladikacia Tng Kowvwvikomoinong pia avtiAnyn oto matdi Tou T eival KoVwVIKA armodeKTO Kal
T1 OX1, VA TOU EUPUCHOEL KAVOVEC CUMTIEPIPOPAC KAl NOIKEC a&ieg, va TOu EUMVEVTEL IGAVIKA.
EEAMov, 6mwg emonpaivel n X. NoBa-Kaktoouvn (2010:163), «n emppor TN OIKOYEVELNG
OTNV KOIVWVIKOTIOINGN YEVIKOTEPA KAl OTNV TTOPEia TOL TS0V 0TNV ekmaideuon e10IKOTEPA
Oev ouvdéeTal UOVO PE OLVEISNTEG Kal OPLOBETNUEVES TTIPAKTIKEG, OANA KAl PE TNV ATAR
KaBnuepivr Kal auBopunTn emKkolvwvia». AuTéC AoV TIC EMPPOEC Kal TN HiPnon Twv
TIPOTUTTWV CUUTTEPIPOPAC AVAPOPLKA PE TNV €OVIKN €TEPOTNTA Ba EMIXEIPCEL N TTapoLuoa
€PEUVA VA ATTOTUTIWOEL KAl VA TIEPLYPAYEL.

MeBodoloyia

H vi0Bétnon uiag moloTikAG Mpooéyylong RTav oxedov empPeAnuévn, agol n épeuva

€0TIALEL OE OUUTTEPIPOPEC KAl AEKTIKEG avTidpdoelg matdlwv nAkiag amd 3 éwg 5 eTwv.
EmAéxOnke n péBodog tng mapatripnong (Peretz, 1998) kat pe Bdon pia autooxédia
oxapa mapatipnong (mivakag 1) Kataypd@nkav ol cuvavaoTPo@ES, ol AAANAEMIOPAOTELS
Kal N opadikotnta os TA&elc 6mou @oltovcav maldia PeE HETAVAOTEUTIKO umofabpo. Ot
napatnproelc dievepyriOnkav oe 10 maidikol¢ otabpolg kat 10 vnmaywyeia tou Nopou
lwavvivwy oe Slaotnua evog priva. H emAoyn Twv maidikwy oTabuwy Kal TV vATTIaYWYEIwV
€ylve Katomy oulNTNoNG KAl OUVEVWONONG HE TOUG EKMAISEUTIKOUG TWV TUNUATWY
akohouBwvTtag 6Vo Bacikd kpitrpla. To TPWTO APopPoUCE 0TO PABNTIKO TTANBUGCUO, APoU
Kpivovtav amapaitntn n @oitnon evog TOUAAXIoToV TTAIdIoU PE HETAVAOTEVUTIKO UTORabpo.
To Seltepo €ixe va Kavel Pe T ouvoxn NG Ta€ng. EmAEEape Aotrmov va peNeETACOUME Ta
TUAMATA €KEiva yla ta omoia ol ekmaldeuTikoi SAwvav poAnpaTIoUéVOL Kal €pXovTav
ouxvd avTiyétwrol Pe Béuata mou oxeTi(ovTav JE TNV KOIVWVIKOTIOINON Twv Tadlwy, TNV
AAANAEYYUN TWV CUMHABNTWVY Kal TNV AVEKTIKOTNTA TWV HaBNTwVv.
Ma v enefepyacia Twv dedopévwy mpaypatonoOnke BeUATIK) avaAuon TIEPIEXOUEVOU
(Blanchet & Gotman, 2001) T6G0 TwV TIEPIYPAPOLEVWY TIEPIOTATIKWY, OGO KAl TWV OXOANIWV
Tou gpeuvntr. Emiong, ouykekpipévol Seikteg (kwdikomoinon) (Peretz, 1998) emétpePav
™ MEAETN TWV QUAWV TTAPATAPNONG KAl TNV avAAUON TWV TTEPIOTATIKWY HE Bdon TtOo0
TN ouxvotNTa, 60O KAl TN ONUACIA TTOU AUTA QAIVETAL VA €X0UV OTO TTAQICIO TNG OXOAIKNAG
KaBNuePIVOTNTAG.

AnoteNéopata
NOyw Twv emPBeBANUEVWVY TIEPIOPIOUWY OTNV €KTAON Tou Kelpévou, Sev eival duvath n
Tapouciaon Tou cuvolou Twv SeSopévwy TTOU TIPOEKLYAV ATTO TIC TTAPATNPNOELG, OUTE Kal

N avadelén tng cuvOeTdTNTAC OAWV TWV TAPAUETPWY TNG €peuvac. Emopévwe, n mapdBeon
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TWV amoTeAeopdTwy Ba Eival CUVOTITIKN Kal TIEPIEKTIKY, MEPIUVWOVTAC OUWC WOTE va
KOAUTITOVTAL Ol amAITHOEL AVAPOPLIKA WE TNV a&lomoTia Twv anmoTteAeopdTwy. H avdiuon
yivetal akohouBwvtag Tpelg Bacikoug AEoveg, ol Omoiol avTIoTOOUV KAl ava@épovTal
OTA €PELVNTIKA EPWTAMATA. ZTOV TTIPWTO Afova avalleTal TO KA(LA TTOU UTTAPXEL OTA UTTO
TapATAPNON TTPOOXOMKA TUAMATA, OTOV SEUTEPO TTAPOUCIALOVTAL Ol CUUTIEPIPOPEC EKEIVEC
1oLV 08NYoLV 0To SlaXWPICHO Kal TNV anmdppIPn TWV HABNTWV PE HETAVACTEVUTIKO UTTOaBpo
Kal otov Tpito dfova mapatiBevtal ol AeKTIKEC avTIOPATEIC TWV HABNTWV ammévavTtl otV
eTepdTNTA. MpoTOU peTafolpe otnv avaluon Twv SeSouévwy, TIPETEL VA ONUEIWBEL OTL
PAIVOUEVA AEKTIKAC améppPns Kal Ol CUPTTEPIPOPEC SlaXwPIoHoU TwV HadNnTwv ME
METAVAOTEUTIKO UTTOBabpo mapatnpribnkav og 6Aa ta Turpata Tou Nnmaywyeiou mou ixav
emAeyei kal ota £€1 amd Ta S£KA TUAMATA TWV TTAISIKWY OTABUWV.

KAipa otig umd mapatripnon mMPOoXOMKEC TALELG

3Ta UTTO TAPATHPENON TUAKATA, TOCO KATA TIC OUASIKEC OpYAVWHEVEC SPACTNPEIOTNTES, OO
Kal Katd To EAeVBOepO ALY VidL, Ol EMAPEC TWV PABNTWV ATAV GE YEVIKEG YPOAUUEG OPHUOVIKES
ylati puBuifovtav oto PeEYOAUTEPO PEPOC TOUC ATO TIC TTAPEUPRACEIC TWV vNTIAYWYWV. To
KAipa TnG Td€Nnc opwe dev xapaktnpifovtav amd aAnAeyyun Kat lootnTa otav Oev UTIHPXE
n PUBIOTIKA TTapéupaon Kat n oploBétnon amd tov evhAika. Ta matdld Je PETAVAOTEUTIKO
unoPabpo meploTolyiCoviav Kal CUVAVACTPEPOVTAV OVO OPICUEVOUC CUMMABNTEC TOUC,
EVW JLE TOUG UTTONOLTTOUC EVOEXETAL VA NV EiXaV Kavevog eidoug alnAemiSpaon. EmAéyovtav
and Toug TEAEUTAIOUC VIO CUUMETOXH O€ KATTOl0 OUAdA KAl O APKETEC TTEPITITWOELG TOUG
apvnONKe n cuppeToxr oto eAeVBepo maikvidl Ta maidia BUTeC Tav Kal aydpla Kat Kopitola,
OTWC KAl Ol ATOSEKTEC.

Katd tnv ékppacn amoppIntikwv oXoAwv f SIaxwpeIoTIKAG CUPTTEPIPOPAC amd KATTOLo
paBnTA €1¢ BApOog vOC AANOU PETAVAOTEUTIKIG TTIPOEAEVONG, N avTiépaon TwV CUUUABNTWY
Slagpopomolovvtav avaloyad Pe TNV NAIKIA. ZTa TUAMATA Twv TASIKWY 0TaBuwy N oTdon
Twv @AWV Tou MAdIOU HE HPETAVAOTEUTIKO UTMOBaBpo ATtav Kupiwg mapnyopnTikh. Ta
madia-@irot poipdlovtav kamola amd ta SIkA Toug maixvidia 1) émaipvav otnv opada Toug
1o madi-0vpa. AvtiBeta, OoTa TUAMATA TOU vnmmaywyegiov mapatnenOnkav avtidpdoelg
AEKTIKEC KAl CUPTIEPLPOPIKEC UTTOOTNPIKTIKEC TIPOC TO TSI E PETAVAOTEUTIKO UTIORabpo.
Ta madid-@ilol pav To PEPOC TOU AVTIKPOUOVTAG AEKTIKA To Tatdi-00tn f amsuBivOnkav
OTOV EKTTASEVUTIKO KOAWVTAC TOV VA UTIEPAOTTIOTE TO TTALS( € METAVAOTEUTIKO UTTORaBpO Kal
umodelkvuovTag Tnv adikia €1 BApog Tou.

ATIOPPITITIKEG CUUTTEPLPOPEG

Ol cUPTIEPLPOPEC amOPPIPNG TWV TTAISIWY HETAVACTEVUTIKAG TIPOEAEUONE APOPOUV KUPIWG
NV dpvnon CUMUETOXNC 0TNV opdda rj o€ kamolo opadikéd maixvidl. Téoo oTi¢ TALelg Tou
vnmaywyegiou, 660 kat tou maldikol otabpol, ta Tadld PETAVACSTEUTIKAG TIPOEAEVUONG
yivovtal amodékteg Slaxwplopou otav mpoKeital yia kdamola opadikn dpaoctnpiétnta,
€iTe opyavwpévn amo Toug eKTAISEUTIKOUC, €ite KaTd 1O €AeLBepo maixvidl. Emiong,
amotpémovtal and To va kabicouv SimAa o€ KATIOIOUC CUMHABNTEC TOUC OTAV YiveTal N
avdayvwon mapapubiol 1 S1aQopeg PUXOKIVNTIKEG OpacTNPIOTNTEG. APKETEC POPEC, TENOC,
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ota TaldId PETAVAOTEUTIKNC TTPOEAEVONC SEV EMTPEMETAL ATTO KATIOIOUG CUMUABNTEC TOUG N
Xprion maixvidlwy, eVw Toug otepeital To Sikaiwpa va emAEEouv pe Tolo Talxvidt Ba mai§ouv
1] TToloUG papkadopoug Ba XpNOILOTIOICoUV.

APKETA ATOV OTA TUAMATA AUTA KAl TA TEPLOTATIKA OWMATIKAG Biag. Ta maidid-0utec,
ynyevoug mavta mpoéAeuong, mpoéfaivav oe mpdelc Biag évavitl cuppadnt Toug
METAVAOTEUTIKAG TIPOEAEUONG UE AOHUAVTEG APOPHES H KAl LE UOVO aiTIO TNV SIAPOPETIKNA
gU@Avion, ophia kat kataywyr. Ot TpAgelg auTtég yivovtav mapouasia 1) OX1 Tou eKTTAOEUTIKOU
Kal Atav Kupiwg ompwéipata, TpdPnyua rj ATOKAEIGUOG HE TO XEPL. Z€ OPKETEC TIEPIMTTWOELS
emiong, mpokARBnkKe to yéAlo étav To maidi Je PETAVAOTEUTIKO UTIOBaBpo dev katdpOwoe va
TIPOPEPEL CWOTA Wia AéEN 1 dev pmopoloe va Katavoroel pia odnyia. TENoC, To YéAlo oTnv
Ta€n MPoKANONKe Kat amo oXOALo Tou iSlou Tou TaIdIoU PE PETAVAOTEUTIKO UTIORAOPO, dTavy,
OTO TUAMA 7 Tou vnmiaywyeiou, SNAwaoe: «Eyw otav nuouv pikpr wAovoa AAAN YAwooa. Kat
AN pNaw Twpax. H Awon autr @davnke oAU aoTeia, Kat evEEXopEVWE Kal avurmooTatn,
OTA HATIO TWV AAAWV PaBnTwy, ol oroiol Kal YEAaoav Kal TV kopoldeyav.

Ot avtidpdoelc Twv madlwy UE HETAVACTEUTIKO UTTOBABPO ammévavTl OTIC CUUITEPIPOPEC
QUTEC ATAV TIOPOUOLA O ONEC TIG TIEPITTWOEIG KAl TIG NAIKIEC. ATTOMOVWON, €KPPAoN
OPVNTIKWY CUVAICONUATWY Kal TTApamdvwy 0TouG eKAISEUTIKOUG, KAApata. Movo og §uo
TIEPITTTWOELG, CWHATIKAG PBiag €1¢ Bapog Tou, To atdi-0ua avtédpace avteMTIOEUEVO UE TOV
510 TPOTO YEYOVOC TTOU EMECUPE TTAPATAPNON ATTO TOV EKTTASEVUTIKS Kal 0TIC SUO TTAEUPEC.

‘Ekppacn amoppurtiKwy KAl pATOIOTIKWY OXOA WV

Onw¢ &ival avapevopevo, Ol AVWTEPW CUUTTEPIPOPEC ouVOSeUOVTAY aTTO AEKTIKEC
EKPPATEILG KAl GXOAIA TTOU, OTIWG TIPOKUTITEL ATTO TNV avAAuon Twv dedopévwy, PavepwVouV
POATCIOUO, amdpPIPN, EUTTAIYUO, EMOETIKOTNTA KAl 0 KADE TEPITITWON APVNTIKA OTEPESTUTIA
mou ouvdéovTal e TNV €BVIKNA Mpoéheuon Tou matdloU-B0patog. Ta emelcod1a AeKTIKNAG Biag
Kal amoppiPng diagopomotovvtal ota maidid Tou maidikoy GTABHOU Kal TOU vNTIIaywyEiou.

TNV MEPIMTWON Tou vnmaywyeiov ta madld HETAVACTEVUTIKAG TIPoéAELUONG  YivovTal
amodékteg oxohiwv ou oxetiovTal Pe TNV EUPAVIOT TOuG. Mo CUYKEKPIUEVA, OTO TURUA 5
€vag ynyevig Habntig oxoMAadlel apvnTikd Ta TaAld poUxa Kal Ta Koppéva mamoutola evog
Taidlov Kal PJETA TO ATTOTPETEL amd To va kKabioel kovTtd tou: «Koita Tov A. @opdEl Koppéva
pouUxa Kat mamouToldl.... Puye amoé Simha pou, unv kdBeoat dimha poul». 1o Tunpa 9 emiong,
pabnTAC mapatneel TNV mToAAIdTNTA TWV POUXWV Kal dpveital va maifel pe to maidi: «Koita, ta
pouUxa Tou gival TaALd. ... QUye, Sev BEAW va mai€elg padi pag». XapaktnploTiko mapddetypa
gival, akéun, to TuAMa 7 émou évag pabntng ekepaletal apvnTIKA TTPOC Wia pabnitpla
aABavikng kataywyng Aéyovtag: «MNwg gioat £Tol; Mupileig! OUye pakpld pag! Aev og BéAoupe
OTNV MAPEQ Hagcy.

H peloveia otov tpomo outhiag Kal n EANMITAG yvwon TG EAANVIKAG YAwooag givat évag
OKOUN TOPEAG TTOU TIPOKAAEL av OxL TNV amoppyn, oiyoupa Tn O1A0e0N yla EUMAYUO €K
MEPOUC TWV YNYEVWV HABNTWV TTPOG TOUG CUMMAONTEG TOUG UE UETAVAOTEUTIKO LIOTOPIKO. 2TO
TUAMA 10 ynyeveic pabntég ameuBuvovtal o€ cuppadnTEId Toug aAhodamnc TpoéAeuong
Aéyovtag: «Mw¢ HIAAG €toy; Agv og katalafaivoupe!» kat «lati dev WAAG KaAG; Agv AAve
étoll». Emiong, oto TUARUA 4, paBATPIa UETAVAOTEUTIKAC TIPpoéAeuong eumodiletal amo
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OUUMOONTEC TNG VA CUMPETACXEL O€ EAeVBepO TTatyVidL e€artiag Tou TpdTov OUIAiaG TNG: «Agv
Ba maieic edw. MNati Sev IAAC kKaAd. Kat ag@ol dev ihag ev maileilg padi pacy.

TNV MEPIMTWON Twv MASIKWV OTABUWY, Ta ATTOPPITTTIKA oXOAa cuvdEovTal TTIO AEDA PIE
N S1aQOPETIKN €OVIKN TTPOEAELON. XTO TUNAKA 5 TwV MAISIKWV OTABUWY, YNYEVAC HABNTAC
OTIPWYXVEL CUMMHABATPLA Tou Aéyovtac: «Duye amd e6w. Eioal pavpn!». Zto idlo TUARpa TTAAL
YNYEVEIC pabnTéc ameubuvopevol oe cupuadnTr Toug Aéve: «QUye amd gudc, ioal Evoc!».
3T0 TUAMA 6 KATd TN SldpKela evog opadikou maixviSlol 0 pabnTAC PE PMETAVOAOTEUTIKN
TIPOENELON ATTOPPITTTETAL ATTO TNV opAda He TN Sikatoloyia oTt gival Eévoc: «<Eou Ba umelg
TeAevtaiog yiati dev eioat and edw».

Ta AekTIKA OXOAlA A@OPOLY, €MIONG, OTIWG KAl OTNV TIEPIMTTWON TOU VNTIAYWYEIoU, TN
YAwooa mou piNdel To maidi Kal Tov TPomo mou Xelpiletal TNV EAANVIKA. 2To TUAUA 3,
MABATPIO PETAVAOTEUTIKAG TTPOEAEVONC YiveTal amodéKTNG OXOAiou yla TV ophia tng,
Xwpig va undpxel avtidpaon amd tov eknaldeuTikd ekeivn tn oTyun. A&ilel emiong va
ONUEIWOOUUE OTL 0 VO AMd TA TUAMATA TTOU TTAPATNPEOUVTAL EMOETIKEC CUPTEPIPOPEC,
TA aitia amoéppIPng TNG CUANOYIKAG TAUTOTNTAG TOU AANOU gu@avi{ovTal YEVIKEUUEVA Kal
a@OopPOUV TO GUVOAO TNG KOIVWVIKAC TOUC UTTOOTAONC. Mo CUYKEKPIUEVA, OTO TUAUA 4
YNYEVAG HaBNTAG ameuBuvopeVoG O CUPUOONTH TOU PETAVAOTEUTIKA TIPOEAEUONG AEEL:
«Eoeic o1 Eévol kopoibeLeTe To OcoUAN!», VW OTO TUNRUA 1 EANANVIKNAC KATAYWYNS HaBNTAC
apveital va dwoel Toug pHapkaddopoug o€ CUMHABATPLA Tou Aéyovtac: «Oxt dev Ba Toug
ndpelc (toug papkadopouc). Nati dev Epeic va (wypaeilelc! Emeidn eoeic mou giote Eévol
Oev E€pete Timotal».

>upmnepdopata

AT TNV avwTéPW aVAAUON TWV AMOTEAECUATWY KaBioTavtal ep@aveic ol TPA&ELS Kal ol
EKQPATEIC ATTOPPIPNG KAl SIOXWPICHOU TWV TTASIWY UE UETAVAOTEUTIKO UTTORaBp0. To KAipa
ota TuAipata mou SlevepynOnkav ot mapatnEnoelg dev xapaktnpiletal anmd aAAnAeyyun, n
ouvoxn TG Tadéng mapouactaletal wg eLOPAVOTN, VW N LOTNTA TiBeTAL LTTO ApPIOBrTNON. Ta
TTEPIOTATIKA AEKTIKNE KAl CWHATIKAG Biag Kal Slaxwplopol Twv HabNnTwV UE LETAVAOTEUTIKO
unoPabpo amd cuPPABNTEC TOUC €ival EKEIVA TTOU OTNV OUGIA PAVEPWVOULV TIC PATOIOTIKEC
TACELG KAl TIG SIAKPIOELG TTOU KUPLOPXOUV GTA UTTO UEAETN TUAMATA.

AvalUovTtag Ta TEPIOTATIKA auTd odNYOUUAOTE OTO CUUTIEPACHA OTIL TNV TTEPITTTWON TWV
MaBNTWV Tou vnraywyeiou n andépptPn cUVOEETAL [IE KATIOIO EUPAVEC XAPAKTNPIOTIKO N
MEIOVEKTN A Tou TTaIS100U. To VATIIO, £XOVTAC TIPOXWPENOEL 0TA 0TASIA TN KOIVWVIKOTIOINONC
Tou, éxovTag avamtuel TNV aiocBnon Tou KovwVIKA opBou Kal eMTPENTOU, avalntd KArmola
Sikalohoyia, KATola apopr), KATIOI0 UEIOVEKTN LA TTOU Va gival o€ B€on va SIKAIOAOYNOEL OTN
ouveidnon tou idlou aAAd Kat oTa PHATIa TwV YUPW TOU TNV amoppiPn TnG S1aQOoPETIKOTNTAG.
Ma to Adéyo autd Ta PATOIOTIKA OXOMA €1¢ BAPOC TOU CUMMAONTH ME UETAVAOTEUTIKN
TIPoéAeuon €xouv Kamola emipaocn peallopol, agol ol pabntég mpoomabolv va Bpouv
Ta oTolyeia ekeiva mou Ba emPBeRalwoouy TIC OTACEIC Kal TIC ATTOYEIS TTOU AVTIYPAPOLV
and To OmiTlL KAl avamapdyouv oTo oxoA&io. AvtiBeTa, yia Ta pikpoTtepa madld n dkpitn
emavaAnPn Twv 60wV akKoUVE amod To OIKEIo mMePIBANOV Kal N auBopuntn uipnon
TIPOTUTTWV CUUTTEPIPOPAC ATTOTENEL OTOIXEIO TNG Yu)XOoOoUVOEeDH G Toug (Katvoupylou & Anua,
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2009). Emouévwg, kat pévo to yeyovog TnG Sla@opeTikAg Mpoéeuong kabiotatal ikavéd va
SikatoAoyn ol TNV émola eMBOETIKN 1} ATTOPPITTIKN O0TACN, APOU auTo €xel elopddel To audi
and To OTEVO KAl TO EUPUTEPO OIKOYEVEIOKO TTEPIBAANNOV.

©a pmopoloe AoIméV KAveic va ummootnpiéel OTL n 100TNTA, TTou EMPBANETAL amd TOUC
VOLIOUG KAL TIG EYKUKAIOUG, Kal EMSIWKETAL 00EVAPE aTIO TOUG TTEPLOCOTEPOUG EKTTAIOEUTIKOUG,
amodeIKVUETAL £V TENEL PAIVOUEVIKN. H avicoTnTa M€ OTIC TTPOOXOMKES TAEELC TTOU POITOUV
MOONTEG PE UETAVAOTEUTIKO UTIORAOPO avadelkvUETAl O KATOLEG TIEPUTTWOELS OTIWG N
OUYKEKPIUEVN HECA ATIO TIC CUPTTEPIPOPEC, TIC AANNAEMIOPACEIC KAl TIC EMAPEC TWV iOlwv
Twv madlwyv. XTo onueio auto Aoimév avadleTal Kat N avAaykn CUVEPYACIAC OIKOYEVELG-
oxoAgiou o€ pia BAon avekTIKOTNTAG Kal armodoxn¢ Tou S1agopeTikou. H Kowvwvikomoinon
TTOU CUVTEAEITAL OTO TIAQICIO TNG OLKOYEVELAG TIPETTEL VA OUVASEL PE EKEIVN TOU OXOAEioU O€
Bépata mou a@opolV TNV €TEPOTNTA (TTONITIOMIKN, €BVIKY, BPNOKEUTIKN), TNV 10OTNTA, TV
avBpwd, TNV AAANAEYYUN, WOTE N eKMTAIOEVON va ammoTENEL 0TNV oUsia TNG éva ayabo mou
Slavépetal o€ éva TAAIol0 iowv eukalplwv o€ 6Aou¢ Toug pabntég (Touraine, 1997; Dubet,
2002).

Emidoyog

OMNokAnpwvovtag TNV Tapouciaon TNG €PEUVNTIKAG AUTAG TIPOOTIABEIG, €iMaOTE Of
0¢on va unootnpifoupe OTI n 10OTNTA OTO TMAQICIO TNG TIAPEXOUEVNG eKmaideuong, n
ouvoxn HIag oXoAIKAG Taéng, N aAAnAeyyln avAaueoa oToug cuPUadnTéG dev umopouv va
emrevxBouv av Sev mponynOei N ouvepyaoia oxoAeiou-oIKoyEveLaG. Ta YOVIKA mpdTuma Kal
N OLKOYEVELOKK KOIVWVIKOTIOINGN, OTav KIvoUvTal 0€ Opla PATOIOTIKA Kal armoppITTIKA Tou
S1aPOPETIKOU, UTTOVOUEUOUY, OTIWG ATTodEiXTNKE TTapamdvw, TG TTPooTdbeleg ykabidpuong
€VOC KAHATOC 100TNTAG aVAPESA OTouG Hadntéc. H ouvepyaoia yovéwv-ekmaldeuTikoU
opeilel va otnpiletal mdvw og pia Koivr BAaon avektikdtntag, amodoxrig Tou SlaPopPETIKOU
Kal amo@uyng tTNG aBéAntng i NBeAnuévng oAicBnong oe cuuMEPIPOPEG Kal avTIOPACELG
mou otnpifovtal o€ oTEPESTUTIA KAl TIPOKATAAAYEIC. KpiveTal emopévwe amapaitntn n
EVNUEPWON Kal N evalcbnTomoinon Twv Yovéwv, N TAKTIKA TANPOPOPNGCH TOuG Yla Td
TEKTAVOMEVA PECA 0T OXOAIKN TAEN Kal N EINKPIVAG KAl OUCIAOTIKY EMIKOIVWVIA TOUG JE
TOUG ekTAlSEUTIKOUC. MENOVTIKEG epyaocieg Ba umopoloav va €0TIACOUV OTN UENETN TwWV
OTACEWV TTOU UI0BETOUV amévavTl OTNV TTOAUTIOMTIOUIKOTNTA TwV TAEEwV yoveic maidiwv
NAiag 2-5 eTwv. Emiong, evdlagépouoa kpivetatl kat n €épeuva Twv aAANAemOpAcEwy TwV
YOVEWV HaONTWV TTPOOXOMKAG NAIKIAG S1aQOPETIKNAG €BVIKAG KAl TIONITIOMIKAG TIPOEAEUONG
KOTA TIG EMAPEC TOUG OTO XWPO TOU OXOAEIoU.
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YuvaloBnpata Kat moAITIKOC YPAUUATIOUOC 0T METAVAOTEUTIKI KOIVWVia.
OewPNTIKEC APETNPIEC — MEOOSONOYIKEC TIPOCEYYIOELG

BAZIAEIOZ MMNAPOZX'/APTYPIOX XATZHETAMATIOY?

Matbeia Kal EPTEIPIKN EKAIOEUTIKN €peuva

Z0pewva pe tov Klafki (2007), n yevikr maideia umopei va evvonBei wg amdktnon yvwong,
KATAvoNon Tou KOOUOU Kal autoyvwaoia 6oov a@opd clyxpova {NTAUATA «TOU TTapOvTog
Kal Tou apecou péNovTtoc» (Klafki 2007: 56). H maykdopia aviodtnTa Kal N TpayuatikotnTa
NG METAVAOTEVTIKAG KOWwviag, amoteAovv SU0 XapaKTNPIOTIKA onpeia Twv Kaipwv. H
€VAOXOANON PE TO ouyXpovo (NTNUA TNG METAVACTELONG KAl TA AiTla TTOU TNV TIPOKAAOUV
pmmopei va evioyxuoel Stadikaciec pdbnong kal Lop@waong mou 0dnyouv o€ AmeUTTAOKN arrd TNV
€0TIOON TWV OKEPEWY, TWV CLUVAICONUATWY KAl TWV AVTINAPEWY OTOV EYWKEVTPLIONO Kal TOV
eBvokevTtploud K.T.A. (Reichenbach 2001). Xto BaBuod mou TO PAIVOUEVO TNEG HETAVACTEUONC
apelofnteimayla dedopéva kat Kupiapxa KOVwVIKA autovonTa Kal TpakTikéG (Mecheril 2003)
TO OxOA&io yivetal edio avTimapabéoewy Kal SIAXEIPIoNS AVTIKPOUOUEVWY eVOIAPEPOVTWV
— OTOIXElQ TTOU WE TN OEIPA TOUC amoTeAOUV TTPoUTTOBE0N yia TNV AVATTTUEN TOU «TTOAITIKOU»
(Z. Pavolép).

Mota €ival n yvwon Twv Habntwy oxeTIKA Pe TO @atvopevo TnG petavdoteuong Moteg
OTOMIKEC Kal OPASIKEC eumelpieg Biwvouv oTnv KabBnuepvodtnNTd Toug Me moloug TpOTToUC
ek@PAlouV Kal OeaTOTOIOVV TO YEYOVOC OTLN LETAVAOTELON ATTOTEAEI KUPLO XAPAKTNPLOTIKO
NG oLyXpPovNG TTPAYHATIKOTNTAG 0TNV Eupwrn; Moleg amd auTég TIG OUYKEKPIUEVEG QUTEG
Hop@éc (moAITIKAC) «apBpwong» (Hall 2000) 6a pmopovucav va XapakKTnpeloTouv Kal wg
£K@QPaon MOAITIKOU YPAUUATIOHOU; 3

Ytnv ayyhoowvn BiBAloypagia, n évvola «ypauUATIOUOG», WG XEIPIOPOS TWV YAWOOIKA
SlaTunwpévwy BePdTwY Kal TWV ATEIKOVICEWY TNC KOWVWVIKAC TIPAYUATIKOTNTAC (Street &
Lefstein 2007), Bgpatomoleital, KUpiwg, we IKavoétnTa (competence). Auth n OTITIKY, HéCA
amo éva TeEXVOAOYIKO — @aVEIOVAMOTIKO TIPIOMA EUTTEIPIKWV PETPHOEWY TTOU £0TIAOLV OTIC
ekpoéc/amoteréopata (output)t, akohouBei pia ocuykekpluévn peBodoloyik TPocéyyion
OTNV &KMAISEVTIKN €peuva: XTn PAON TTOCOTIKWV—EUTTEIPIKWY HENETWY EMSIWKETAL N
aflohdynon Twv eKMTAISEUTIKWY CUCTNUATWY Kal N €£6puEN EPELVNTIKWV ATTOTEAECHUATWY, TA
omoia 6a kKAnBouv va «otnpifouv» amoPACEIC TNG EKTTAISEVTIKAC TTOAITIKAC Yia TV ddunon

! KaBnyntrig oto yvwoTiko avtikeipevo «Epeuva Maideiag kat Ekmaideuong» , University Salzburg.

2 PhD. cand. Democritus University of Thrace.

3 To gpeuvnTikd mpodypappa «MoATikog Mpapuatiopds otnv Kovwvia tng Metavaoteuong» (PLIM 2016) —
oTou omoiou TNV BewpnTikr Kal peBodoAoyikr SlaTuTwon CUPPETEXapE Pe Toug Louis Henri Seukwa kat Paul
Mecheril amd 1o 2011 - Ba Sigpeuvrioel 0To TAAICIO SIAKPATIKAG EPEVVNTIKAG CUVEPYATIAG OE TPEIG XWPES
(Feppavia, Avotpia kat EABetia) pop@éc MoATikoU MPAUMATIONOU 0 MaBNTEC TNG 8NG TAENG EMAEYUEVWY
oxoAeiwv 0TI TOAELG Tou Bepohivou, Tng Biévvng kat tng Zupixng.

* H maykoopla autr) mPaKTIKN emtevxOnke pe tnv ovotaon tng O.E.C.D (Organization for Economic Co-op-
eration and Development) j IEA (International Association for the Evaluation of Educational Achievement).
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EVOC «ATTOTENECUATIKOU» EKTTAISEUTIKOU CUOTAMATOC. QOTO0O, N AOYIKI: «KKANEC ATTOPACEIC
givatl ol evnuepwUEVeG amopaoelg» Oev evuatabei (Keiner 2005), KABWC TTOPATTEUTIEL OE MLA
AOYIOTIKR) BEwpnon Kal pia TPAKTIKA AVTILETWTTIONG TNE kmaidguonc?, n omoia, LOVOUEPWC,
ETIKEVTPWVETAL OTIG LKAVOTNTEG (competencies)® Twv pabntwv kat dev mPoANAeL TO pOAo
TOU OXOA&iOU WG TTAAICIOU SIAPOPPWONG HOPPWTIKWY TIPOUTTIODETEWV.

MoArtikn Maudeia kat MoAITIKOC [PAUUATIOHOC

AlamoTwWVOoUHE OTI TO HEYAAUTEPO PEPOC TWV BEWPNTIKWY TTPOCEYYICEWV Yia TNV évvola
™¢ moAitikAg madeiag meplopiletal Kupiwg otnv ekmaidevtikr Sladikacia, Kal agpopd
nedia pdbnong, eviog Ki ekTOG Twv OxXoAeiwy, ou oxetiCovtal pe {NTAMATA TOU TTOAITIKOU
ouoTAMATOC. Ta TeAevTaia xpodvia mapatnpouvTal TPElg TAoelS (BA. PLIM 2016): n kKAaoIKn
«mmoATikr S1dakTikrp» (Sander 2005), n «Onuokpatikry ekmaibevon» (Fauser 2007) kat n
«KPITIKA TTOMTIKA ekmaidevon» (Lésch & Thimmel 2010).

Ot Sl0@popeTikéC autéC mpooeyyioel mpoadlopilouv Kal SlagopeTikn, KABe @opd,
oTtox00eoia NG MONITIKAG aywyAG: «<EKPABNOoN yvwoewv TP TOMTIKAG» (MOAITIKA S10AKTIKN),
«€KPAONoN kat Piwon t™ng Snuokpatiac» (SnuUokpaTikh ekmaideuon) Kal «CUCTNUATIKA
MENETN TG e€ouaiag Kat TNG KATAVOURC TNG» (KPITIKKA TONITIKA ekmaideuon). To Béua tng
METAVAOTEUTIKAG Kowwviag €xel eloBdAel Suvapikd ta teheutaia xpdvia OTov Topéa NG
moAtikAg maideiag (Lange 2011).

To gpeuvnTIKS EVOLAPEPOV TWV CUYXPOVWY EUTIEIPIKWV KAl BEwPNTIKWVY HEAETWV e0TIALEL
otoug amodékteg TnG (Lange 2008), KABWC Kal O€ EPTEIPIKEG AVAAVUTELG TNG SIOaoKaAAIag Kal
Tou padnaotakoL VAIkoL (Lange/Rossler 2012). Mehetwvtag tn Siebvr BifAoypagia yia tov
0pO TIONITIKOG YPAUUATIONOG Hrmopolv va dlakplBouv ol €ng mpooeyyioelg (PLIM 2016).
MoMTIKOC MPAUUATIONOC WG

l. TMONITIKA evnuépwon. Epgaviletal wg AIToupyikn IKavotnta Kat mpoodlopiletal
avahoya pe 1o Babud otov omoio ot dvBpwmol yvwpilouv TOUC GUVTAYUATIKOUG KAVOVEC Kal
TIG OEOUIKEG HOPPEG VOGS TTOAITIKOU GUOTAHATOC (Alexander 2009, Dudley & Gitelson 2002).

Il. AEITOUPYIKN KAVOTNTA VA CUPMETEXEL TO ATOMO OTa Kowd. H mpooéyyion auth
TIPOXWPAEL TTEPA aTIO TN HETPNON TOU €MESOU TNEG YVWONG Kal EKTIUA TIG de€1OTNTEG TTOU
amairolvTal WOoTe Ta AToPA va €ival evnuePwHEVA Yia TNV TTOAITIKY, va €ival og Béon va
OUMMETACXOUV 0T Snuoata {wn Kat va Ymopoulv va avayvwpilouv tnv molkINoHop®ia Twv
TONTIKWV Kal Kowwvikwv a&lwv (Crick/Porter 1978, WieBeno & Eck 2013).

. kptikg Kavotnta. O TMoATkOG TPAPMATIONOG YiveTal avTIANTITOG WG KPITIKNA
ouveibnon kat S1a0eon apPIoRNTNONG TOU VOUIKOU GUOTAMATOC TIPOKEIEVOU KATIOLOC VA
untepacioel Ta Sikalwpatd tou (Gale 1994).

IV.  pkpomoAttikn Siadikacia padbnonc. E€¢etdlovtal ot dtumeg Siadikaoie pabnong tou
UTTOKEIUEVOU KAl N IKAVOTNTA TOU VA avIXVEUOEL UIKPOTIOAITIKEG TTpoUTToB£oElg TNG Spdong,
™G empPPONG Kat Tou eAéyxou (Kelchermans & Ballet 2002).

5 EK@paoTéG Tou Aeyopevou «Néou Mpappatiopou» (Street 2003) umootnpifouv OTL O yPOAUMATIONOG O€
umopei va BewpnBei amid w¢ pia eEATOUIKEVPEVN KAVOTNTA OANA WG KOIVWVIKI TIPOKTIKF) OE CUYKEKPIUEVEG
ouvOnke¢-maioto.
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Ot mapamdvw TPOCEYYICEIC KATASEIKVUOUV ONUAVTIKEC TIPOOTITIKEG YId TN MENETN TOU
MOATIKOU MPAUMATIOHOU WG Hia CUYKEKPIMEVNG MOPPNG TTOAITIKA ApBpwaon n omoia mpémel
va yivetal Slakpttr) amo TI¢ Un SNUOKPATIKEG LOPPEC TTOMTIKNE ApOpwonc (avVTIoNUITIOUOC,
PATOOMOC K.TA). H mepartépw BewpnTtik epunveia tou Opou, €18IKA o oxéon UE TNV
KAVOVIOTIKH Tou Sldotaon, Bepehiwvel éva epeuvnTiko {nToupevo. Mia moArtikn dpBpwon
MITOPEL VA XAPAKTNPEIOTED WG KATAAANAN e TNV évvola tou MoAitikol pappatiopov, étav
ep@aviCel éva Pabud SlakpITIKAG IKavoTNTAC Kal PIWPATIKAG auTo-avtavdkiaong, étav
Baoiletal otn yvwon yia moArtikd {ntrpata Kat étav Euueca unootnpiletal amod to Kivntpo
¢ NBIkN¢ evBLVNC (Butler 2007, Baros 2017).

Apyxaio B¢atpo kal ToArTikd cuvaloOrpaTa

O Pavoiép (2015), oto kedlaio Ta Mapado&a tng MoAitikng Téxvng, oto PBiAio Tou «O
Xelpapetnuévog OeaTr Gy, ava@épel OTL N Téxvn EMAVATTONITIKOTIOLEITAL KAl OTL N ATTOCTOAN
™G €ival va avtidpd oTIC HOPPEC TNG OIKOVOUIKAG, KPATIKAG Kal I6€0AOYIKAG Kuplapyiag. H
Téxvn Bewpeital moAITIKR ylati Seixvel Ta otiypata TG Kupiapxng Kpatikng deoloyiag
ylati Staokevadovtag YE A OKWTTIKY S1A0eon TIG KUPIAPXEG AUTEC EIKOVECG KAl TIPAKTIKEC,
TIPOKAAWVTAG —KI QUTO Eival éva EUMEIPIKO €PWTNUO- OTOUG Oeatéc/amodékTeg TwvV
puNVUHATWV NBIKA/MOAITIKA cuvaloBrjpata (Buud, ayavAktnon, amooTpo®n) — cuvalodnuata
1ou SnuUIoupyolVTal WG avTidPaon o0& KOWVWVIKA TTPOBAAMATA, GatvOueVa Biag, OIKOVOUIKAG
e€abhiwong, autapyikng SlakuBépvnong Heiwong 1 akOpa Kal OTéPNOoNG ATOMIKWY
SIKAWUATWV.®

H Apyaia ENAnvikn Mpappateia kat 6n 1o Apxaio Apdua, ws CUYKEPATUOG EVOG CUUTTAVTIKOU
Aoyou, @INTpapLopEVOL Péoa amd TN Téxvn Tou Bedtpou, Sivatat va dwaoel pia AN dtaotaon
otnv matdaywylkn mpdén. O Tpayikog Adyog Sev mavel va ayyilel Tnv emkalpdtnTa S1OTL €XEL
KatopOwoel va mapapeivel S1axpoVvIKOG Kat eMIKALPOG. AKUPWVEL TNV SN UTIAPXOUCa OKEYN,
a@ov Bétel TNV apeofrTnon we kata&iwon tng okéPnc. H mapdotaon apyaiou SpAapaTog
givat moAitikr mpdaén ehevBepiag. EvOiagpépov mapouotdlel va PENETAOEL KAVEIG TNV €IKOVQ,
ATTOMOVWVOVTAG TNV Hé€oa amd 1o apxaio dpdua Kal GUYKPIVOVTAG TNV PE TNV €IKOVA TOU
onuePQ.

Oa Atav Xproigo mapddelypa to MW avtipetwmifetal n €lkéva oTo apxaio Spdua He
NV €lkéva O6Mwe mapouataletal oripepa amd ta péoa Hadikng evnuépwond. H eikéva amo
Slapaptupia autokatapyeital étav mapouvoidletal MANBwWPIKA Kal PE PEYAAn ocuxvotnTta.
Mpodo@ato mapddelypa, Ol POEC TWV TTPOCPUYWVY 0Ta vNold Tou Alyaiou, otnv Eidouévn kat
AAAOU OTTOU 0L TPAYIKEC PLYOUPEC TWV TTPOCPUYWV TTAPOUGCIALOVTAL WG EIKOVEC AVUTTOPOPESY.
Katda tov Pavoiép (2015), n mpofolr TNG «avumopopng eKOvac» Seixvel pia dumpoowrria.

O Beatric—katavalwTtic, dev gival oiyoupo 6TI Ba avaykaoTei va ailocBavBei To mpdowmo
™ Biag, Tou meplaliopol Kal va avtidpdoel Seixvovtag To Oupd Kal TNV ayavaktnon Tou
UE EUTTPAKTO TPOTTIO EVAVTIA OTO cUOTNHA. To cuvnBEoTepo Eival va amooTpéPel To BAEUUA
TOU ) VA TIEPLOPIOTEL O€ PPAOTIKA KATadiKN Yla TO TTAPAAOYO TNG TPOUOKPATIAG, TOU TTOAEOU
1 omotoudrmoTe AANoU TETOLAG HOPPG Patvopévou. Autd Bélel va katadeiel o Guy Debord

¢ Ma TNV onuacia Twv mMoANTIKWV cuvaleOnudatwv otnv Maideia PAn. avaiutikd Mmdpog 2014.
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(1978) Aéyovtag 6ti oTo Béapa, we avtioTpoPn TNE {wrg, OAd evoapKwvovTal IcodUvapa o€
€IKOVEC. Ol EIKOVEG AUTEG a@nyouvTal e Tov d1o TpOTo Jia TTPayHATIKOTNTA TNG (WG TToV
éxelamootactomolnBei amod Tov kabéva —-omwc Ba 6pile TV évvola Tng amoéévwong n Rahel
Jaeggi (2005)- kal €xel LETATPATIEI € «AVUTIOPOPEG EIKOVES» TTOU aVTi va pacTnplomololy,
aQriVouV Ta UTTOKEipeVa cuvaloOnuatika adldgopa, amoéevwvovtag Ta amd tn okAnpn
TIPAYUATIKOTNTA TTOU TIPOBANAETAL

O Debord mpoteivel Tnv UI0BETNON MIAG AVACTOXAOTIKAG OTACNG QIEVAVTL OE AUTO TTOU
otpatnyika dtadpapatifeTal avapeoa o€ TPEIG OPOUG: TNV EIKOVA, TN dpdon Kal To Adyo. To
Apxaio Apdpa TPOC@EPEL TOUG TPEIG AUTOUG OPOUG 0TNV KAAUTEPH TOUG €KPPAan, apou O
AOYOC utnpeteital UTTOSELYMATIKA amd Toug SPANATIKOUG TTOINTEG TNG APXALOTNTAG, WOTE
va odnyei o §pdon emavw 0Tn OKNVH, TETOLA OTIOU N «AVUTIOPOPN EIKOVO» va un SeixveTal
0oANd va evvoeital. O olyxpovog HadnTAg umopei va pdbetl péoa and to Apxaio Apdua va
MNV UTTOKUTITEL OTNV AVUTTOQOPN EIKOVA Kal va NV €0ileTal woTe va avtidpd dexduevog tnv
€lkOva aut mabnTikd. Ta (moArtikd) cuvalcBrjuata Tou BupoU, ToU AmoTPOTIIACKOU Kal TNG
ayavAakTNong mou Tou SnUIoUPYOUVTAL VA Eival ETOLUA VA EKPGPACTOUV SNUIOVPYIKA O€ KABE
aPVNTIKO KOIVWVIKO (alvopevo. AKpIBwe auto mpoteivel kat o Reichenbach (2001) yia to
mEPleXOpEVO piag MoAMtikng Naudeiag Tng omoiag o otoxocg dev meplopiletal oTnV amdkTnon
YVWOEWV aVa@OPLKA LE TO TTOMTELAKO Pag cUOTNUA H TN SNUOKPATIA, AAA €XEL VA KAVEL UE
™ SlEpelivnon Kal TNV EVIOXUON Twv TPOUTIOBECEWVY EKEIVWV TTOU ETTITPETOUV OTOUG VEOUG
NG EMOXNG Mag va Blwvouv TTOMTIKA CUVAICOAMATA, EVAVTIWVOUEVOL, (0WC, O KATAOTACEIG
mou Biyouv pia nBIk Taén mpayudTwy Kal mPpooBANoUV KATold, yia autoug, amodektd
nBikd mpdtuma. O Bupodg (anger) ouvioTd TO «TTPWTO TOALTIKG ouvaioBnua» (Critchley
2008), amoTeAe( «eKQPACEVN ayavAaKTnon Kat €xel [...] Ti¢ pileg TG otn ouveidnon evog
QVTIKEIUEVIKA €YKUPOU ouoTAuatog a&iwv» (Bollnow, 2009:77). Autd, wotdoo, gival povo
To MPWTO PBrina oTn owoTh KatevBuvon. To {ntovuevo, TpooBétel o Reichenbach, dev gival
MOVOo va gival kaveic og B€on va viwBel ToAITIKA cuvaloBnpata, aAAd Kal va Pmopei va Ta
ek@padlel pe évav kataAnlo tpormo. Me évav Tpdmo o omoiog dev Ba katapyei tn Sidoctaon
TOU «TTOAITIKOU», Oev Ba agatpei dnAadn amd toug petéxovteg Tn duvatodTnTa 10OTIUNG
Slampayudteuong Twv SIAQOPETIKWY eVOLAPEPOVTWVY KAl TWV OTOXWV 6pAoNG TOUG.
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H ouvdibaokalia 0to SnpoTikd oXOAE(O: Hia TIEIPAUATIKE
£papuoyn otn B’ dnuotikou

EYH KAMAANH'/ MAPAZKEYH KA=IPA?

1. Eloaywyn

H mpakTikr tn¢ ouvdidaokaAiag, tng didackaliag dnAadny amod duo 1 meEPIooSTEPOUS
EKTTALOEVUTIKOUC TAUTOXPOVA, EUPAVIOTNKE 0T péca Tou 200U alwva oTi¢ H.M.A. kaitnv AyyAia,
WG péoo avadlapoppwong Kal BeAtiwong tng ekmaidevonc (Cook & Friend, 1995). Ztn xwpa
HaCG, woToo0, N TTPAKTIKA autr) Sev eivat 1blaitepa Stadedopévn (Mmaliyou, 2012), evid wg 6pog
€xel oUVOEDE(, KaTA KUPLO AOYO, LE TNV EVTa&n HABNTWV HE EI8IKEC EKTTAIOEVUTIKEG AVAYKEC OTN
YEVIKN TA&n. Ztnv TeAeuTaia EPIMTwon, ouxva Sev pokeltal mepi cuvSidaokahiag, Kabwg o
8AoKaANOC TNG EISIKAC AYWYNE AoXOAEITAL ATTOKAEIOTIKA LIE TOUG LOONTEC TTOU XpelalovTal ThV
OO TAPIEN TOU Kal TTAVTA UTTO TNV KABoS&HyNoN ToU eKTTAISEUTIKOU YEVIKAC AYWYNC, TPAYHaA
mou givat mBavov va pokaléael Suo@opia 0Toug eKTAIOEUTIKOUC 1 Kal va odnyrRoel oTnv
mepIBwplomoinon Twv HaBNTWV UE EISIKEC eKTTAIOEUTIKEC avaykec (Friend & Cook, 2013).

Xapaktnptotikd yvwplopa NG ouvdidaokaAhiag eivat n amd kKowol €ubuvn Twv
oLVSIBAOKOVTWY EKTTAISEVUTIKWY Yla TO TEPLEXOUEVO Kal T Siapbpwon tou pabruatoc,
KaBwC¢ Kal N TauTtdXpovn EVEPYN CUMMETOXH ToUG 0TNn Sle€aywyr Tou. ETol, TpakTikég 6mmou ol
amo@AcEIC AapuBavovTal amo Tov évav eKTTAISEUTIKO Kal 0 SeUTEPOC €xel SeuTepeUOVTA PONO
(m.x. mapakoAouBsi cav emMOKENTNG, MPOETOIUALEL TO LAIKO) dev amoTtehouv mapadeiypata
ouvdidaokahiag (Villa, Thousand & Nevin, 2008).

H ouvdidaokaia duvatal va AdPel S1agopeTIKES HOPPEC, Ol oTToieC evaANdoovTal avaloya
UE TIC EKAOTOTE aVAYKEC TIC Tagelc Croteau, 2000+ Friend & Bursuck, 2009- Cook & Friend,
1995- Friend & Cook, 2013.)

- Evac 616dokel-évac Bonbda (One teaching-one assisting): Xtn pop®r auth NG
ouvlidaokaliag n die€aywyn Tou Kupiwg PEPOUC TOU PABAPATOC TTPpAYUATOTOLETAl aTTO
évav ekmatdeuTIKO, evw o §eUTePOoC avalapBdvel va BonBa omota madid éxouv avaykn. Eival
ONUAVTIKO 0 KUPLOG KAl 0 BondNnTIkdG poAog va evaANdocovTal LETAEY TWV EKTTASEVTIKWY,
TIPOKEIUEVOU VA PNV BEwPOUV o1 HaBNTEC TOV €vav w¢ TOV KUPLO EKTTAISEUTIKO Kal TOV AANOV
w¢ BonBo, kabwc Paoikn mpoinmdBeon TN cuvdidaokaliag eival n looTIHia Twv S16ACKOVTWV.

« EvaA\akTikr Sibaokalia (alternative teaching): Autdc o Tumog cuvdibaokaliag eumnpetei
v anoteAeopatikotepn Sidaokaiia, o6tav otnv taén umdpxel opdada madiwy TOU
OUOKOAEVOVTAL OE CUYKEKPIMEVO AVTIKEIUEVO, XWPIC va TTIPOKELTAL amapaitnTa yia pabntég
pe pabnotlakég Suokoieg. Ta madid autd Siddokovtal amd Tov évav eKMAISEUTIKO, EVW O
AA\o¢ avalappavel Tnv KUpla euBUVN Tou pabnuatoc. Kal e autr TNV TIEPIMTWOT, PUOIKA,

T EkrmaudeuTtikog, urmoPrigla Siddktwp Natdaywytkrig A.MN.0.
2 EKTalSEUTIKOC.
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€ival onUavTiko ot pdAol Twv eKMAISEVTIKWY va evaANdooovTal, WOTE VA TTAPAUEVOULV KAl Ol
Vo ouvunevBuvol yia Tn Aeitoupyia TNG TA&NC. EmmAéov, Ta uéAn Tng opddag mou AapBdvel
1blaitepn PorBela dev Ba mpémel va eival otabepd, yla va amo@evyeTal n otoxomoinon
OUYKEKPIUEVWY paBnTtwv. H popen autry dieukoAuvel T dlagopomoinuévn Sidaokalia,
€181kda o€ moAuTANnBeic Taelc.

Ot avwTtépw Pop@EC ouvSISATKANIAC ETTIKEVTPWVOVTAL KUPIWG 0TNV UTTOoTAPIEN HadnTwy
mou xpetalovtal BonOsla og ouykeKkpIEVa SIGAKTIKA AVTIKEIMEVQ, EITE Eival SlEyVWOUEVOL UE
€101KEG HaBNnolakéC OUOKOMIEG ite OxL.

« Mapd\AnAn Si1dackalia (parallel teaching): Ztn poper auth n taén xwpiletal o dvo
oHAdEC, KaBeUIA €K TwV omoiwv epydletal pe évav ekmaldeuTiko. H mapdAAnAn Sidbaokahia
e€umnpetel TNV €uPdBuvon ota umo efétaotv Bépata, 1Slaitepa o MOAUTIANBEIC TALELC.
O tumo¢ autédg ouvdidaokaliag evdeikvutal o€ SISAKTIKA AVTIKEIHEVA OTIWC Ol PUOIKEC
EMIOTAMIEG KAl Ol VEEG TEXVONOYIEG i OTaV Xpnotpomololvtal SISAKTIKEG HéBodol OTTWE N
péBodog project, 6mou n ta€n xwpiletal og OHASEG Pe SIAPOPETIKO AVTIKEIUEVO N KABEMIA.
Emiong, SieukoAUvel Tn Sie€aywyr) SpacTnEIoTATWY TTou TEPIAAUBAVOUV TN XPRon VEwV
UVAIKWV, pE ta omroia ta maidid dev eival e€oikelwpéva (my. SpactnEIOTNTEG EIKACTIKWV 1
payelptkic). H ouykekpipévn Hop@r ouvSISacKaliag éxel QapUooTEei emionua otnv EAAASa
pévo otn Seutepofabuia ekmaideuon og epyacTnPIOKA HABAUATA, KUPIWG OTNV TEXVIKNA
exmaidevon (EMAN).

« Atbaokalia og otaBpoug (station teaching): otn poper autn, o Xwpog TG aibovoag
xwpiletal og otabuouc, o€ KaBévav €K TwV omoiwv ol opddec Twv madlwv acxolouvtal
pE SlaQopeTikd UTOBEUA TOU TTPOC HEAETNY SIOAKTIKOU avTiKElpévou. X SU0 oTabuouC, o
KaBévav ek Twv omoiwv UTApXEL évag ueLBUVOC eKTTAISEUTIKOC, ol HabnTéc evaldooovTal,
evw umdpyel kat n duvatdtnta dnuoupyiag evog Tpitou otabuou, Omou ol pabnTég
epydalovtal aveédptnta. Téoo n Sidackahia og otabBuouc 600 Kat n mapdAAnAn Sidackahia
gival pop@ég ouvdISackaliag amoUoTEPEC OTNV EPAPHOYH TOUC ATTO EKTTAIOEUTIKOUC TTOU
Sev eival e€oikelwpévol pe Tn ouvSidaokalia rj Tou cuvepyadovTal yia TpwTn opd, Kabwg
ol poéAol Toug ival S1aKPITOl KAl TO AVTIKEIUEVO TOU KABEVOC TIPOCUVEVVONUEVO.

« Opadikn Sidackahia (team teaching): Mpdkertal, KATA TN YVWUN HAC, YIA TNV TEPIOCOTEPO
aUBEVTIKN Kal TAUTOXpova TN SUCKOAGTEPN OTNV EQAPHOYH TNG Hop®r TNG ouVSISaoKaAiag.
ESw ol ekmaidevtikoi Sidackouv Tautoxpova To dlo avTikeipevo, mpooeyyilovtdg To
and SlaPOPETIKEC OTITIKEG YWVIEC KAl CUPTTANPWVOVTAC O évag Tov dAlov. Eival diapkwg
ouvurelBuvol yla TNV emomteid oOAOKANPENG TS TAéng, TNV mapoxn PorBslag kat tnv
QVTILETWTTION TWVTTPORANUATWY TTOU TUXOV TIPOKUTITOUV. H EMTUX G EQACP oY TNGOMASIKAG
S1daokaliag MPoUTTOBETEL TNV AVETTTUYHEVN OIKEIOTNTA METAEY TWV CUVOISAOKOVTWY, WOTE
va aloBdvovtal dveta o€ £va T€Tolo TTAAiCI0 cuvuTeuBuVOTNTAG, AN KAt TNV £€A0KNCN TWV
Oe€loTATWV EMIKOIVWVIAG TOUG, TIPOKEIUEVOU VA AQriVOUV “Xwpo” o évag otov Aoy, yla va
naipvel SI6aKTIKEG TTPWTOBOUAIEC, Kal KaBévag va SI6A0KEL ATTOTEAECUATIKA OTOV “XWPO” TTOU
TOU TTapAXWpEITAL.
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« TéNo¢, w¢ poper cuvdidackaliac Ba pmopoloe va BewpnBei kal ekeivn otnv omoia ot SUo
ekmaldeuTikoi evaAdooovtal otov poho tou S1IddokovTa Kal o€ €KEVOV Tou TTapaTnENTA
(one teaching-one observing) e 0KOTIO TOV EVTOTIOUO TWV AVAYKWV TNG TAENG KA, CUVETTWC,
TOV ATTOTEAECUATIKOTEPO OXESIATHO TNG Sidaokaiac.

H mpakTikr TG ouvdidackaliag mPoo@EPEl TOAATIAG 0QENN TOCO YIA TOUC EKTTAISEUTIKOUC
OO0 Kal Yla TOUG HaBNnTEG, OTIWG avagEépeTal atn oXeTKA BIBAloypagia mou amoteAsital katd
KUPLO AOYO aTTO UENETEC TIEPIMTTWOEWY OE ONEC TIC BaBuidec TNG ekmaibevonc Kal o€ TAEEIC UE
Slagopetiky ouvBeon padntikol MAnBuopoL (tdéelg aploTteiag, TAEEIG pe LYNAG TTOCOOTO
HaONTWV UE HaBnolakég SUOKOAIEC KTA.).

H Suvapiky alnAemidpacn peTall Twv ouvOIOAOKOVTIWY EKTTAIOEUTIKWY OUVTENEI
ATTOPACIOTIKA OTNV KIvNTOToinon Tou evOla@éPovTog Kal Tou evBouoiacuou Twv maidlv
yta pddnon (Pugach & Wesson, 1995- Letterman & Dugan, 2004). MapdAAnAa, n cuvepyaasia
TWV EKTTAIOEUTIKWY AEITOUPYED WC TPOTUTIO CuvePyaoiag Kal aAnAemidpaong petalld
Twv naldlwy, evw éxel mapatnenBei ott n ouvdidaokalia cupPdaiiel kat otn BeAtiwon
TOU KOIWVWVIKOU KAipatog Tng Tdé€ng kat tnv e€aleidn twv dlakpicewv petal twv maidiwv
BonBwvtag otnv évtaén pabntwv pe pabnolakég Suokohieg otn yevikn Téén (Pugach & Wes-
son, 1995). EmmAéov, n ocuvdibaokalia mpoo@épel TN SuvaTtdTNTA, HECW TwV cU{NTHOEWV
METAEL TWV EKTTAIOEVUTIKWY O0TNV TAEN, Va KIvNTOTTOloUVTAL Ol HabnTtég oto va epabuvouy oe
TITUXEG TOU UTTO SIGACKAAI aVTIKEIEVOU, TIG omoieg Sev Ba Tav og B¢on va mpooeyyicouv
auvtévopa (Flanagan & Ralston, 1983), aA\& kat va avamtufouv amoTEAECUATIKOTEPA
Se€1otnteg mou evtomiCovtal otn {wvn gyyutePNC avamtuérig Toud.

Av kat n die€aywyn tng cuvoidaokaliag ival Idlaitepa amalTtNTIKN yla eKTTAOEVTIKOUE TTOU
ouvepyalovTal yla Tpwtn @opd, dev Ba mpémel va mapaleiPoupe va avagpepBoUue Kal oTa
OPENN TTOU TIPOOPEPEL AUTH N TIPAKTIKH 0TOUG iB10UG TOUG ETTayyeAATIEG TNG aywYNG. ExovTag
w¢ Baotkod otoixeio TNG TN Slapkr ouvepyaoia o 6Aa ta enimeda Tng Sidaockahiag, and Tov
oxedlaoud péxptl v a&lohoynon tng n ouvdidaockaAia Bonbd toug ekmaldeuTikolg va
avamtuéouv kat va BeATiwoouy Ti¢ Se€10TNTEC eMkoIvwviag Toug Letterman & Dugan, 2004),
va avTaANGEOLV TIG EPTTEIPIEG TOUG KAl VA YVWPIoOULV VEEC 16€€¢ Kal TpoTou Sidaokaliag (Let-
terman & Dugan, 2004- Sandholtz, 2000). EmmpooBétwc, emeldrj avamdomacto KOUUATL TNG
ouvdidaokaliag gival n dueon amotipnon kat avutoa&léAnon tng S1dakTikng mpdaéng, didetal
n duvatotnTa 0TOUC EUTMAEKOUEVOUC va culnToUV TIPOCPEPOVTAC O €vag OTOV AANOV TNV
UTTOOTAPLEN KAl TNV EMIKOSOUNTIKH KPITIKA TOU, UE ATTOTENECHIA VA CUVEIONTOTTOLEL O KaBEvag
ta Suvatd Tou onueia aAAd katl Ti¢ aduvapieg Tou (Sandholtz, 2000+ Flanagan & Ralston,
1983). Emiong, a&ilel va onueiwooupe 0TL n ouvdidaokalia cuvtelel oTnV evouvdapwon g
automenmoifnong Twv ekmaldeUTIKWY, KaBW¢ eival oe Béon va avtame&ééABouv EUKONOTEPA

3 Y0u@wva HE TNV TTONTIOUIKN-IOTOPIKH Bgwpia Tou A. Buykdtoki, otn {wvn eyyutepng avantuéng evromifovtal
ol PUXIKEG AetToupyieg mou To Tmaudi Sev €xel avantuel akopa, aAA givat o€ B€on va emrelel 0To TAQICIO TNG
KOWWVIKNG aAnAemiSpaonc. Ala Tng Sidaokahiag n eyyutepn avanmtuén kataktatal kat To maidi givat mhéov
o€ Béon va emtelei Tig 5e€10TNTEC AUTEG auTovopa (Vygotsky, 1997- Buykdtoki, 1988). Oa mpémel va Toviooupe
ot N évvola TN {wvng eyyutepng avantuéng Sev amotelei amod pévn Tng maidaywyikr Oewpia i pébodo, ala
EVTAOOETAL OTHN YEVIKOTEPN avantulaki-matdaywyikry Bewpia Tou A. BUYKOTOKI KOl OTTOTUTIWVEL TN ONUAsia
™G Hadnong ya Tnv avantuén Touv avBpwmou (Aagéppog, 2002).
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OTIG avaykeg OAwv Twv mmadiwv (Pugach & Wesson, 1995), evw apAdAANAQ TOUG EMITPETIEL
va TTIPOCPEPOUV 0 €vag oTov AANo dpeon Kat Slapkr avatpo@oddtnon. TéENog, n aiobnon
TNG OUMUETOXNG OTNV KOWVOTNTA TwV CUVOIOAOKOVTWY EKTTAISEVTIKWY OUVOEETAL PE TNV
MeyaAUTEPN AVTANON IKavoroinong amod tnv doknon tou StdakTikoL Toug épyou (Sandholtz,
2000).

2. MNpodypappa cuvdidaokaliag oto 10 Melpapatiké AnpoTikd 2xoAeio Ocooalovikng
2.1. O10T1OX0!1 TOL TTPOYPAMUMATOG

3710 MPOYPAMA TTOU UAOTIOINCAE Amo®AGicapE va BACIOTOUME OTIG APXEG TNG €PELVAC
&pdaonc?, Tig omoieg Bewpnoape WG KATAANAOTEPEG Yla TNV EMTEVEN TWV OTOXWV TTOU €iXaE
0¢0el. Kuplotepog AOYOC EMAOYNG TWV APXWV AUTWY OTAONKE N VNI TTOU TIPOCPEPEL—OANA
Kal amattei- o ev Adyw TUTTOC EPYACIAC Yia TN CUVEXH AVATIPOCAPOYH TOU TTIPOYPAUUATOG UE
Bdon tnv a&lohdynon twv empépouc Spdocwv r/kat Tuxdv véwv dedopévwy (yia mapddetypa
alayég otn Cwr kamolou matdlov mmou emnPeAlouv TN CUUTIEPIPOPA TOU OTO OXOAEIO Kal
EMOUEVWC Kal TN SUVAUIKA TNG opAdag, avatpo@odoTnon Kal MPOTACELG amd TNV TMAEUPd
TWV ouvadéA@wv KTA.). Na v a&loAdynon Twv empuéPous SPACEWY XPNOLUOTIOINONKE TO
TTAPAYOUEVO UNIKO Kal NUEPOAGYIO ONUEIWCEWV Kal TAPATNPHOEwV. EmmAéov, KAMOLEC
OIOAKTIKEG WPEC TOU MPOYPAUMATOC a&loTolBnKav yia GUUUETOXIKN TTAPATAPNOoN amod tThv
pia ek Twv Vo ekmaIdeUTIKWY, 0TO 0TASI0 TNG SlEPELVNTIKAC-OLAPOPPWTIKAE aloAdynong
TTOU ATAV avaykaia yla tov oxedlaopod Twv SpactnploTHTwV Tou TPOYPAUMATOC.

‘Ocov agopd Tov KUPIO KOPUO TOU TIPOYPAUUATOC XPNOIUOTolOnKav €VAANAKTIKA
TPEIG HOPPEG ouvdIdaoKaAiag, avaloya e TIG AVAYKEG TNG EKAOTOTE 6pAOcTNPIOTNTAG: N
kaBodriynon tng taéng amd tn pia ekmaldeuTiko e Tn SeUTEPN VA €XEL UTTOGTNPLKTIKO POAO
yla ouykekpipéva madid i opddeg (évag diddokel-évag Fonbda), n mapdAAnAn didackalia
6V0 opddwv ot exwploTtég aiBouoeg (ummpxe n duvatdtnTa XPrioNg Tou Epyactnpiou
EIKAOTIKWV) Kal N opadikn Sidackahia amd Tig SV0 ekmaldeuTIKOUG,.

To TpAMa TNG SeUTéPAC TAENC OTO OTTOI0 EPAPUOOTNKE TO TTPOYPALHA TNG cuvSIdaoKaAiag
amoteholvtav amd 23 padntég/tpieg (11 ayodpla kal 12 kopitola). Ztnv 1aén @ottoloav Kalt
mrad1d mou avtipetwmlav SlaPopEeTIKOU TUTTOU SUCKOAIEC (0TOV YVWOTIKO 1) cuvaloOnUatikod
TOpEQ), e amoTEAEOUA va gival amapaitnTn n papuoyn tTng dlagopomotnuévng Kal, Katd
nepimtwon, e€atopikeupévng Sidaockaliag. Adyw Tou YeyovoTog OTL N Ta&n nTav moAunAnong
Kal pe madld PIKPAG NAIKiag, Ta omoia €xouv avdykn kat O1ekSIKOUV TNV TTPOCOXH TWV
«ONUAVTIKWV evnAiKwv», TOU OTo OXoAgio eival o/n SdAokaloc/a, amo@acicaue va
VAOTTOICOUUE TO TIPOYPAUUa cuvSibaokahiag mou meplypdgetal edw, o€ 600 10 duvatov

4 Tla EKTEVECTEPN TIPAYUETEUOT TWV APXWV KAl TWV TEXVIKWVY TNG €épeuvag Spaong BA. evdeikTikda Carr & Kem-
mis, 1986- Altrichter, Posch, & Somekh, 1993.
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TEPIOOOTEPEC OISAKTIKEC WPEC.

Ot otdx0!1 TOU B€cape apopoloav TN YVWOTIKK, CUVAICONUATIKA KAl KOWVWVIKH avantuén
TWV HaBNTWV/TPIWV KAl ATAV CUVOTITIKA ol €A C:
« Avantuén kat BeAtiwon Tou ypantol AOyou péow €EATOMIKEUUEVWY TTapeUBAcewy Kal
Slapopomoinuévng didackaliag amo tn pia mMAeupd Kat péow TS opadIKAG CUYYPAPNC Kal
AAANAOSI0PBWONG TWV KEIUEVWY TwV TTASIWY amo TNV AAAN.
« AmodoTikdTePN VAoToinon didaokaliag pe Tn péBodo project yia tnv emiteuén Twv OTOXWV
Tou AvaAuTikoU MNpoypdppatod.
« AlaBepatikn Sidaokalia pe mpayudtevon tou pabnpatog os Svo emimeda TAUTOXPOVA.
« YAomoinon §pdoewv mou amaltolv tnv mapoucia 800 evnAikwv (m.x. Hayelpikr, ouvOeTeg/
MEYANEC KATAOKEVEC) OTO TTAAIC10 TNG BIWHATIKAC HABnonc.
« YAomoinon 6pacTnploTATWV HE XWPLIoUS TNG TAENG o€ SV0 oudadeg, mou kabeuia Aeltoupyei
untd TNV emiBAePn S10QOPETIKAC EKTTAISEUTIKOU Kal HE SIAQOPETIKO TPOTO, KAl CUYKPIoN
ATTOTEAECUATWV.
+ ATTOTENEOUATIKOTEPN UTTOOTAPIEN TTASIWV HE HABNCIaKEC SUOKOAIEC.
« KaAUtepn ummootiplén Twv opddwy Katd TNV EQapuoyrn tTnG onadoouvePYATIKAG pebddou
S16aokahiag.

2.2. Apaoceic-Mapaydueva épya pabntwv
2.2.1. O KATOC TwV cuvalcOnudTwy

H vAomoinon Tou Kupiwg Pépoug Tou mpoypdupatoc oTny Taén Eekivnoe pe tov «Knmo twv
ouvaloONUATWVY», Hia oglpd SPACTNPIOTATWY YVWPILIAS TWV TTASIWV PE TOV E0UTO TOUG Kal
TOUC AA\OUC.

Mpwta "@UTpWoav" 6Tov KATTO Hag To SEVTPOo Tou «Mmopw» Kal To SEVTPO TOU «OENwW», UE
OpPaCTNPIOTNTEG TTOU EiXaV WG 0TOXO TNV KAANEPYELA TNG AUTOTIEMOIONONG KAt TNG ArmoSoxN G
kaBe matdlol amd ta umoAourma. Ta madld éypagav o€ XaPTovEVIA QUANA TL Umopolv va
KAVOUV Kal TI BéNouv va Kata@épouv Kal To avakoivwoav o€ pia Taén mou emPBpdPeve
Kal evBappuve kdBe mpoomdBela. Ta @UAA KOAAONKav ota 6évtpa Tou ixaue amod mpv
TommoBeTOEl oTOV PENNOTTiVAKA TNC aiBouoac.

Tov KATIO Hag oTOAIoaV TA TECOEPA «AOUAOUSIA TWV CUVAICONUATWV», TECOEPA XPWUATIOTA
AouAoudia SIMAAG OYPewe: Ta Aouhoudia TG Xapdg, TG AUTING, Tou Bupou Kal Tou Pofou.
Edw ot1dx0g pag ntav n Siepebvnon tou MoTe/yla motov Adyo pag dnpioupyeital To KABe
ouvaioOnua (myx. Niwbw xapd étav...) Kat Tou mTwe avtidpou e og auto (m.x. Otav xaipopat...).
Kd&Be popd pia wpa aglepwvotav otny idla TNV KATACKEUR Kal N EMGUEVN 0TNV TTapousiacn
Kal Tn oulATnon. Apxikd ta maidid SuokoAeutnkav oTnv gvvololoyikr Sidkpion tTwv SVo
AUTWV TTPOTACEWY, TIG OTTOIEC KARBNKAV va cupmAnpwoouy ota "métala” Twv AouAoudiwy,
wWoTOO0O KATA TNV KATAOKEUN Tou Tpitou AouloudioU kavéva maidi dev Suokolevdtav

>O1 6pot Sidaokahia kat uddnon xpnotomolovvTal EVOAAKTIKE, KABWE ava@épovtal 0€ TAEUPEC Hiag eviaiag
Siadikaoiag kal, wg ek TouTou, avantuooovTal Kat avaBaduifovral kat’ avaloyia peta&u toug (Vygotsky, 1998-
Stetsenko & Arievitch, 2002).
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mAéov. Etol, mapoho mou Sev TNV gixape cuumePINABEL 0TV apxIK pag otoxobeaia, Aoyw
TOU vedpoU NG NAKKiag twv maidblwy, mapatnpioause avantuén TG €VVOIONOYIKAG TOUG
OKEYPNC (KaTavonon TnG ox€oNng AITiou-aItiatou), n omoia gixe emrtevxOei w¢ amoTENEOUA TNG
S18aokahiag/ pabnonge.

ESw xpnowwomomnBnke n popen ¢ oupadikng Si8aokaNag. ZUYKEKPIMEVA N Mia
EKTTAIOEUTIKOCOPYAVWVE TO UEPOCEKEIVO TTOU APOPOUTE TOVKUPLO 0TOX0 TNGOpaoTNPIOTNTAC,
evw n 6eUTEPN aoXOAOUVTAV HE TO KOUMATI TNG BEATiwoNG Tou ypamtol Adyou (katavontn
anmotUMWon Twv OKEPEWV 01O XapTi, opBoypaia, oTiEn). Me Tov TpOTO AUTOV EMITEUXONKE N
S1aBepatikn Sidaokalia og Svo emimeda (CuvaloOnuaATIKA avamTuén/ avamtuén Tou ypantou
AGYyoU), evw UTTHPXE Kal N SuvatdTNTA UTTOOTHPIENG, LECA OTOV TTEPLOPICHIEVO OXOAIKO XPOVO,
TwV madiwv mou avtipetwmlav SuoKoAiec oTov ypamtd Adyo.

2.2.2. Ot mepimételeg tou Ywpoyévn Opavt(oAidn

H Spaotnpidétnta auth ekivnoe e agopun Wia yAwooikry doknon, mou {ntoloe TN
ouyYyPaQ Hiag pavtaoTIKNAG loTopiag pe Tn Xprion Soouévwy Aé€swv. ESw xpnoiuomotidnke
n pébBodoc¢ project: n Ta&n w¢ cUVOAO AMOPACIOE Yia TO TIAQICIO TNE EPYACIAC TNG KAl KABE
opada avéhape éva KOPUATL TNG.

ApXIKA TTpayuatomoliOnKe n CUAMOYIKA amooa@rvion Tou gidoug ¢ epyaciag mou Ha
Slekmepaiwve n Td€N. Me TNV TEXVIKN Tou KatalylopoU 10ewv dnpioupyriBnke o vonTiKog
XAPTNG NG lotopiag pag kat Tng 866nke o Tithog «O Ywpoyévng Opavt{oAidng kal n
AmmoOTOA TOU XpuooU YKL 1} Doupvapng ev SpACEL». TN CUVEXELA Ta TTAISIA Xwploav ThV
l0Topia 0g 6 TUAPATA-OKNVEC, O0EC Kal ol opddec epyaciac Tng Tdé€nc. Katd tn Siapkela
¢ SpaotnEldTNTAC AUTAG N Mia ekmaideuTikdg ouvtovile Tn oculitnon, evw n deutepn
€ixe avaAdpel tnv opyavwpévn kataypaen Twv I6ewv Twv matdlwy, avatpo@odoTwvTag T
oulrtnon (opadikn didackalia).

3TN OUVEXELD Ol OHAdEC epyaciag aoxoAnOnkav yia duo SidakTtikd Siwpa pe TN cuyypaen
TOU KEIYEVOU TOUC Kal TNV €lkovoypdenon twv avtiotolywv ceAidwv tou PiPAiou. Kabe
EKTTAIOEUTIKOC AVENAPBE UTTIO TNV EMTOTITEIA TNC TPEIC OPASEC, £TOL WOTE VA KIVNTOTIOIOUVTAL KAl
va evBappuvovtal Slapkwe 6Aa ta maidid, alAd kai va umootnpilovtal kaAuTtepa ta madid
pe duokoliec otov ypanto Adyo, péow tng Stapopormoinuévng Sidaockaliag (mapdAAnin
S6186aokalia).

TéNog, n kdBe opdda mapouciace To Keipevd TG, yia va Tn Fonbricouv ol UTTONOITTEC
ouadeg pe Tuxov Slopbwoelc. ESw n pia ekmaideuTikdg cuvtovile Tnv mapouciaon, Evw n
SelTtepn Bonbouoe TIC OPAdEC va KAVOUV TIC amapaitnTeg aANayéC ota Keipevd Touc (évag
S1ddokel-évag Bonbd). Me tn SpactnpeldéTnTa autr mapatnproaue BeAtiwon Tou ypamtou
AGyou Twv Tadiwy, n omoia OPEINETAL 0TO YEYOVOC OTL UTTHPXE OTA TTAISIA EOWTEPIKS KivNTPO
Yl TN CUMPETOXH TOUC 0Tn 6paoctnplotnta, aAAd Kal 0To OTlL EpYAOCTNKAV O OUASEC ME

5 H mapatfipnon autri CUPPWVEL Pe Ta cupmepAcpata Tou M. TKaATTEPLY, 0 0Toi0G HEAETNOE TNV avamTuén
TWV EVVOIWV 0TNV nAIkia Twv 6-7 etwv (Stetsenko & Arievitch, 2002), aMd Kat e TIG YEVIKOTEPESG APXEG TNG
avantuélaknig Bswpiag Tou A. Buykdtokt —padntng tou omoiou umrpée o TM. TkaAmépiv— mou, av Kal TomoBeTel
NV avAanTtuén TNG EVVOIOAOYIKAG OKEPNGS oTNV £9nPIKN NAKI, Tovilel TwG EMEPXETAL, O KABE TEPITTWON, WG
anotéheopa g Sidaokahiag/pddnong (Buykotoki, 1988- Vygotsky, 1997).
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ouolaoTIKA urmooTtNPIEN amd TIC eKMAISEUTIKOUC, avanmTtuooovTag £T0L TIC SUVATOTNTEC TOUG
KOl TTOPAYOVTAG ATTOTEAECHATA UYNAOTEPNG TTOLOTNTOG.

2.2.3.'Evag vooTIog KUKAOG Tou vepoU

Ot evotnteg NG MeAétng Mepidilovtog «To vepo» Kal «H Statpo@r pagy» evémveuoav Tn
Snuioupyia piag peydAng oLUANOYIKAC EIKAOTIKAG ouvBeonc, He Tov Titho «Evag vooTipog
KUKAOG TOU VEPOU».

Apxika n olopéhela TG TAENG TPOTEIVE TA UAIKA pE ta omoia Ba pmopolocape va
Onuioupynoape €va OXETIKO €pyo yla va Slakooprooupe tnv aibouvca &idaokahiag.
MpooavaToAIoTAKAUE O UNMKA TNG KABNUEPIVAC pag Slatpo®nc, Ta omoia Kataypdyaue
otov mivaka Kal katatdéape o€ SlaTpo@ikéG opddec. ESw n pia ekmatdeuTikdg cuvtovile Tn
oulATNoN, evw n SeUTEPN KATEYPAPE TIC TTPOTACEIC TWV TTASIWV Kal £KAVE SIEUKPIVIOTIKEC
epWTAOELS (opadikn Sidaokalia).

3TN ouvéxela, OAa Ta TTAISIA CUVEICEPEPAV OTNV KATAOKEUH TOU €PYOU UE UAIKA TTOU gixav
PEPEL aTO TA OTITIO TOUG, YE TIG TTPOTACEIG TOUG KAl UE TNV TTPOOWTTIKA TOUG £pyacia. 2&
autn ™ 6paoTNEIOTNTA N Hia EKTTAISEUTIKOC AVENABE TO "TEXVIKO" KOUUATL TNG KATOOKEUNG,
e&nywvtag ota maldid T xpron Twv dla@oépwv UAIKWV (atAakoA, Téumepa, XapTi,
@ENICON KTA.) Kal eMPBAEMOVTAC TNV, VW N OEUTEPN TO KOPMATL TTOU a@opoloe TN MeAéTn
MeptBaihovtog, Bonbwvtag ta matdid va epmeSWO0LV TIG YVWOELG TTOU E(XAV OTTOKTHOEL 0TI
Svo mpoavagepOeioeg evotnTeg (opadikn didaokalia). Katd tn SidpKela TG KATAOKEUNC,
0 evBouolaopog Twv madlwv ATAV TO00 PEYAAOG TTou apvionkav va Byouv yia SIdAelppa
MEXPL TNV ATTOTTIEPATWON TOU £PYOU TOUG,

2.2.4. Oiaxvw KoOuAoUPAKIA Kal VOO TIHA YAUKAKIA

310 mAaiolo NG evétnTag TG MeAétng MepifdAlovtog «H Siatpogry pag» vhomotridnkav
600 SpaCTNPEIOTNTEG HAYEIPIKNG (COKOAATOP WA KAl UITIOKOTA).

Apxikd, N Ta&n wgoudada cUPNETEIXE OTNVTIPOETOIMACia TNG aibBouoagylatn SpactnpiotnTa
kaBapifovtag Ta Bpavia kal TomoBetwvtag ta okevn. Emerta ta madid mpoetolpdoTnkav
OUPPWVA HE TOUG KAVOVEC LYIEWVAG TTou gixav Adn Sidaxbei (kaAd MAUCIHO TwV XEPLWY,
palepa Twv Haldwy, xprion modidg). ‘Otav 6Aa nTav €tolua, {eKivnoe n MAPACKEU TWV
€6E0UATWYV KAl APOV EiXAUE ATTOAAVOEL TA YAUKIOMATA PAG, EYIVE N KATAYPAPH TG ouvVTAYC
a6 ta maidld ota TeETPAdid Touc.

H Spactnpiotnta autr vlomoindnke pe tn péBodo tng opadikic didaokaiiac. H pia
EKTTALOEUTIKOG AOXOAAONKE UE TO YAWOOIKO KOUUATL TNG SpaotnelotnTag (KaAAEpyela TNG
IKavOTNTAG Katavonong, Slatumwong Kal Kataypa@ne Twv odnylwv TwV CUVTAYWVY), EVK
N AAn pe v a&lomoinon tng cuvtayng yia didackaiia Twv povadwy pétpnong Bdpoug
pe emomTikd péoa (dooopetpntéc, Cuyaptd). MapdAAnAa yvotav mPo@opIkd Kal amd TI¢
OV0 eKMASEVTIKOUG EUMESWON TWV KATNYOPIWV TPo®iuwy, evw Ta maidld Samiotwoav
otnVv mpdén Tov poAo KABe Slatpo@Ikng opadag otnv Kabnueptvr diatpoer, ald Kat Tn
SuvatdtnTa va cuvludoouv TNV LYELVR OlaTPOPR HE WA ayamnpévn opada Tpopwy, Ta
YAUKA.
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3TIC SpaoTNPIOTNTEG AUTEC, TTOU Yia Adyoucg ac@aleiag amartovoav tnv mapouaia dVo
evnAikwy, emeteuxdn n dtaBepatikn Sidackalia péow NG PIWPATIKAG HdOnone. NMapdAAnia
a&lomoiBnke n duvatotnta yia didaokalia oe Vo emimeda pe TAUTOXPOVN CUVOEDN TNG
Bewpiag pe TNV mpaén.

2.2.5. Epnuepida «To @avtacua TN oKEYNC»

Me a@oppr TIG evOTNTEC TOU OXOMKOU egyxelptdiou tng MNMwooag mou agopolv 1n
ouvtaén padnTikAG epnuepidag, n Taén amo@doios va dnuioupynoel 1o Sikd TNG OXOAIKO
€VTUTTO TIOIKIANG UANG, HE Bépata amd tn oxoAikn {wn, TN @Uon Kal Tnv TadIKN avTaacia.
Ano@aociotnke emiong n epnuepida va mephapBdavel cuvevtevEelg amd ekmaldeuTIKOUG TOU
oxoAeiou. H dnuiovpyia epnuepidag kivnoe 181aitepa To evOIAPEPOV TWV TTAISIWV K €T0L N
TAEN amo@Acioes va TPOXWPEROEL 0Tn olVTaén Kal SEUTEPOU TELXOUG UETA TNV OAOKARPWON
TOU TIPWTOU.

MNa tn dpaotnplétTnTa AUTH akoAouBNBnke N uEB0SOC project. KaBeutd ek Twv €L opddwv
Twv adlwv avélafe va ypdypel apBpa yia dtagopetikd Bépata (éva Béua yia kdbe TeUX0Q).
Apxikd €yive oulAtnon oe eminedo TA&NG kal anogaciotnke mota Béuata 6a avaldupave
KABe opdda, pe TN pop@r TG OMadIKAG SIOAOKANAC. XTn CUVEXELD, PE TN HOPPN TNG
mapdANANG Sidaokaliag ol opdAdeG KaTaokeVaoav oxeSIAYPAMMATA YA TA KEIPEVA TOUG E
600 SlAPOPETIKEG TEXVIKEG, OUVEYPAYAV TA KEiPEVQA, ékavav Tn S10pBwon Kat TNV empENELd
TouG (opBoypawia, otién, Ekppaocn) pe Tn Bondeta Tng avtiotolxng umeLBLVNG EKMTALOEVUTIKOU,
Ta kaBapoypayay, éptiagav N pakéta Tou dpBpou Toug, {WYPAPIoav OXETIKEG EIKOVEG
n eméleav ewToypaQiec amo ePnuepideg 1 TEPLOSIKA Kal KOANCAV TO UAIKO TOUG OE
xopti A4 akohouBwvTag tn pakéta mou eixav @Tidgel. ‘Ooov apopd TIG cuvevTeLEELG amd
EKTTALOEUTIKOUG TOUG OXOAEiOU, KABE ouada TIPOETOIPACE EPWTNOELG YA OEUA OXETIKO UE
T0 4pBpo Mou Eypaye, NXOYPAPNOE TN CUVEVTELEN amd Tov/TNV eKTTAIOEUTIKO, €KAVE TNV
amopayvnToewvnon tg Kat téhog d16pbwoe Kal kabapdypape tn ouvévteuén yla va tTnv
npocBéoel oTo ApBpo. Téhog, kABe opada mapouaciace oTIC UTTOAOITTEC TNV SOUAELA TNG Kal
€ywe n BiBAodecia tou evtumou.

H mapdA\nAn Sibaokahia otn dpacTnEIdTNTA AUTH CUVEBAAE OTNV ATTOTEAECUATIKOTEPN
emomteia kat tn OleukdAuvon NG epyacia twv opddwv. EmmAéov, n KATOOKELR
oxedlaypappdtwy pe U0 SlaPOoPETIKOUE TPOTTOUC Kat N oulTNCN OTNV OAOUEAELD TNG TAENG
OXETIKA HIE TOV TPOTIO UE TOV OTT0I0 £pYAOTNKE N KABE opdda evioxuoav tn SnuioupylkdTNTA
Twv madiwy, Ponbwvtag Ta va KATavoroouv PlwpaTIKA OTL To i6lo épyo umopsi va
nipaypatomoinBsi e€icou amoTeAeOUATIKA P SIAPOPETIKOUE TPOTIOUC.

3. A&loAOYNON TOU TIPOYPAUUATOG
3TN OUVEXELD TTAPOUOLIAJOVTAl CUVOTITIKA TA YEVIKA ATMOTEAECUATA TOU TPOYPAMMATOC

ouVSIBaoKAN G €V OXEDEL e TOUG OTOXOUG TTOU €ixav TeBei katd Tov oxedlaouod tou. Emiong
yivetal avagopd otnv enidpacn Tou MPoypPAUUATOG OTIG (BLEG TIG EKTTAIOEVUTIKOUG,.
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3.1. Avantuén kal Peitiwon tou ypamtoUu AOyou Twv TASIWV - ATTIOTEAECUATIKOTEPN
urooTAPLEN matdlwyv e Habnotakég SUCKOAIEG OTNV ATOMIKN £pyaaia Kal Twv opddwy otnv
opadoouvepyaTikn Epyacia

Me tnv alomoinon tng duvatdtntag mou mapéxel N cuviidaokahia yla eEATOUIKEVEVN
urmootAptEn meplooodtepwy maldlwv 1 opddwv gpyaociag kat ywa diagopormoinon tng
S1daokaliag pe Bdon Tic avdykec tou kAaBe maidlol mapatnpricaue tv PeAtiwon Tou
ypantou Adyou SAwv Twv madlwv Kat 1dlaitepa eKeivwy TOU apXIKA SUCKOAEVOVTAV GTOV
TOUEQ AUTOV, EVW Hi ONUAVTIKY KATAKTNON ATAV N —0€ MIKPOTEPO N PEYOAUTEPO Babud-
QUTOVOUNOH TOUG WG TIPOG TNG TTAPAYWYR YPATTou Adyou. Eva emmAéov XapaKTnPLOTIKO
™G ouvOIdaokahiag Tou CUVETEAECE OTNV €miteLEn AUTOU TOU OGTOXOU NTAV TO YEYOVOG
OTL n oulATnon Kal n ouvepyaoia PeTaél Twv SUo ekmaldeuTIKWY Katd Tn Stdaockahia
Kal TOV OXeSlaoUO TNG TMPOCo@EpPeEL T SuvaTOTNTA YIa TIPOCEKTIKOTEPN TTAPATHPENON KAl
O1e€001kOTEPN Olgpelivnon Twv eKAoTOTE OUOKOAIWY Kal YEWA VEEG 10éeC —ANNWOTE TO
OTL N OLVEPYACIa ATTOPEPEL ATTOTEAECUATA TTOAATIAGCIA TWV OATOMIKWY IKAVOTATWY TWV
ouvePYaloUEVWVY PHEAWV SV IOYXUEL LOVO Y1 TIG OUAOEC TWV TTALOIWV.

3.2. MéBodog project

lMNa v emruxéotepn @appoyn TnNg HEBOdou project emeAéyn n Hop@r TNG TTAPAAANANG
618aokaliag, Tou Xwplopou OnAadr ¢ Tédéng ot OVO peyaleg opadec mou Ba
eMmPBAEMOVTAV AVTIOTOIXWE aTTO TIG SV0 eKMAIOEVUTIKOUG KATA TNV €pyacia Touc. BéBata, oTig
Slapop@wTIkéG oUINTACEIC Kal OTIC TTAPOUCIACELG, TTOU Adpfavav Xwpa otnv olopélela
™¢ taéng, xpnoipomotidnke n poper T opadikng didaokaliag. O xwplopdg TNG TaéNC
o€ 800 UIKPOTEPA TUAMATA TIPOCEPEPE TN SUVATOTNTA VA APIEPWVEL N KABOE eKTTAISEUTIKOC
TIEPIOCOTEPO KA TIOIOTIKOTEPO TIPOCWTTIKO XpOVo o€ KABe opdda maidiwy, va avtihapBdavetal
€UKOANOTEPA TIC Olakupdvoelg otn O1dBeor Toug kat va Siaxelpiletal apecdTepa Kat
ATTOTENECHATIKOTEPA TUXOV CUYKPOUOGELG. EmmAéoy, kaBwg n epyacia pe tn néBodo project
amaitei Slapkn cuvepyaoia kal amd Kolvou PENETN Kal TTApAywyr) UVAIKOU yia Ta matdid Tng
KaBe opddag -mpdypa mou cuvenayetal avénuévo emnimedo BopUuBoU, OPEINOPEVO gV TTONNOIC
otov evBouotlaouo Twv madiwv- n duvatdtntd Toug va gpydalovtal tautdxpova oe SUo
aiBouoeg ouvetéheoe 0Tn PeATiWON TNG CUYKEVTPWONG TOUG Kal TNV opaAoTepn Sie€aywyn
¢ epyaociag.

3.3. AlaBspatikn kat Brwpatikn Sidbackalio/padnon

H Buwpatiki didaokalia amedeixbn n kataAAnAdtepn popen Sidackaiiag yia tn fabid
KOl OUCLOOTIKA KATavonon Twv yVwoewv amo ta maidid, evw ouvéPBale kat otn dnuioupyia
Kal tn Slatripnon evog QIAIKOU KAl CUVEPYATIKOU TUNMATOC 0TNY TA&N, EVOC KAHaTog 6mmou
Ta madid pabaivouv pe xapd. O polog TnG cuvdidaoKkahiag otV avantuén autwy Twv
Se€lotATwy KABe Ao mapd apeAnTéog ATav: To TAPAdELYA TNG oCuUVEPYATiag HETAEY Twv
EKTTAIOEUTIKWY KAl TOU TIPOCAVATOAIOHOU 0Tnv €€elpeon AUCEWV AEITOUPYNOE Yia TOUG
MoBNTEC KAl TIC HOBNTPIEC WC TIPOTUTIO £PYACIAC KAl KOWVWVIKNAG OuVAVACTPOPG Kal Ta
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maidid @davnkav mpoéBupa va emAvoLV TIG Slagopég Toug pe oulnTnon, va ocuvepyalovTal,
va BonBoulv Toug cUPHABNTEG Toug Kal va SéxovTtal Pe euxapiotnon tn Bonbela, émote T
Xpetalovtav.

KataA\nAdtepn popery ouvdidackaliag yla tnv emiteuén tou otdxou autol avedeixon
n opadikn Sidackalia, pe Tic Svo ekmaldeuTikoUC va mpooeyyilouv 1o idlo Bépa amd
SlAPOPETIKEG OTITIKEG YWVIEG KAL VA KIVNTOTIOIOUV Ta TSI 0TNV EUIMTPAKTN CUMMETOXH TOUG
oTtn nabnotakn diadikaoia.

3.4 Xwplopog ¢ taéng oe dVo ouddec, mou kabepia Aeitoupyesi ud TNV emiPAedn
S1aPOPETIKNG eKTTAISEVUTIKOU (MapdAANAn Sidaokalia) Kal pe OlapOPETIKO TPOTO, Kal
OUYKPLON ATTOTEAECUATWVY

O 0TOXOC TNG CUYKPITIKNAG MEAETNG TWV ATTOTEAECUATWY TNG TTAPAANANG Sidackaiag pe
S1a@opeTIKOUG TPOTIOUG €ixe TNV amapyr Tou otn 81dbeon melpapatiopol Kat dlepelivnong
SlAPOPETIKWY KAl ATTOTEAECUATIKOTEPWV SISAKTIKWVY TTPAKTIKWV. MNapatnproape, woTtdoo,
OTL CNUAVTIKO KOUMATL TNG TapdAANANG Sidaokaliog Atav n idla n xprion Sl1apopeTIKWY
TMPAKTIKWV. ATtd Tn pia n dtagopomoinon ¢ didackaliag eival avaykaia yia tn Slac@alion
NG eMiteuENG TwV SISAKTIKWY OTOXWV amd OAa ta Taldld: amod TNV AAAn, éva oTolxEio TTou
avadeixbnke katd tnv mapéuPacn Atav n BeTIKA avtamdkpLlon Twv TAdIWV OTIG EVOANAYEG,
OTIG EUKalpieg TTou Toug Sidovtav yla TTPOGEYYIoN EVOG BEUATOG ammd SIAPOPETIKEG OTITIKES
YWVIEC, yia €mAoyn, TEAIKE, TOU TPOTIOU MPE TO omoio Ba to mpaypateuBoulv. EmimAéoy,
BewpoUpE WG TO YEYOVOG OTL Ol SLAPOPETIKOI TPOTIOL TTPOCEyyLlong mapouatddovtav amod
6Vo SlagopeTikoug avBpwmouc BoriBnoe ta maidid va avtiAn@BolV eumelpikd TwG o KABe
avBpwmog avalntd Kal KATaKTd T yvwon pe tov Siké tou TpoTo.

3.5. Ta o@€An NG ouvdidaokaliag yia TIG eEKMAOEVUTIKOUG

Ot idiec o1 ekmatdeuTiKoi TOU OXeSIACALIE KAl UNOTIOIACAE TO TTPOYPAUUA cuvSISackaAiag
gixape TNV gukalpia va avantu&oupe TNV HETAED PAG CUVEPYAOIA KAl HECW AUTAG TIG YVWOELG
KOl TIG EMAYYEAUATIKEG MAG IKAVOTNTEG, TOOO XApn otnv idla Tn cuvepyacia 6Co Kal Xapn
01N PENETN OXETIKA PE TN pop@ny auth TG Sidaokaliac. To mpdypappa tnG cuvOidackahiag
TIPOCEPEPE OTIG eKTTAOEVTIKOUG SuvatdtnTeg epyaciag kal e&EMENG mou Sev Ba Atav
Suvatdv va mpokUYPouv OTO TMAAICIO TNG ATTOROVWHEVNG aTOMIKAC Sidackaliag rj akdpa
Kal TNG TTEPIOTACIAKAG KAl ATTOTIAAICIWMEVNG CUVEPYATIag 0Tov EAeVBEPO XpoOVO pag. Kat'
apXag, n amdéeacn amd Pépoug pag yia tn Siefaywyry evog TETolou MPoypaupaTog Atav
ouvUQAOoPEVN PE TN OEopEVO HAC Yia HEAETN emi autng TG Hop@nG didaokaliag Kal
evepyNnTIKA avalitnon TpOTIWV e Tou¢ omroioug Ba urmopoloe va LAoToInBEl e peyauTepn
emruyia. EmmAéov, pag 600nke n eukalpia va a&lomoljooupe Kal va OLEUPUVOUUE TIG
TIPOYEVECTEPECG OXETIKEG EKTTAUSEVTIKEG HAG TTPOKTIKEG, AANG Kal va YABoupe TEPLOCOTEPA
N Mia amd TNV GAAN, va LoIPACTOUE TIG YVWOELG KAl TIG EUTTEIPIEG Hag, OXL AoV o€ emimedo
ou{ritnong, aAAd oTo MAAICLo TNE KABNUEPIVIC Epyaaiag pag, TnE madaywylkig mpdéng, Ye
XElpommaoTtd anoteAéopata. TéNog, Bewpolpe tnv dla T cuvdidaockaia évav omouvdaio
MApAyovTa TNG EMAYYEAUATIKNAC HAC avanTtuéng Kal TNG IKAVOTIOiNoNnG Tou avtAoUE amd TV
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gpyaocia pag.

Q0T1600, N VAOTIOINCN TOU TIPOYPAUMATOG dEV ATAV TTAVTOTE HUIa €UKOAN uTTGBEoN, KaBwWG
ouvodevotav amd SUOKOMEG Tou OxeTi(ovtav Kupiwg PE TEXVIKAG QUOEwC {nTrApata.
S NUAVTIKOTEPO TTPOBANUA ATAV N AVETTAPKELD TOU XPOVOU YIA TOV OXESIA0MO Kal TNV VAoToinon
TTEPIOOOTEPWV SPACTNPIOTHTWY, KABWCE N pia ek Twv dVo ekmaideuTtikwy didaoke kal o€ AAAa
TUAMATA TOU OXOAEIOU, Yla TA oTToia UTTAPXE €TTioNG N avaykn SI8AKTIKAG TTPOETOIACIAg, EVW
0 TTEPLOPIoHOC TNE oUVSIOAOKANIAC O OPIOPEVEC HOVO SIOAKTIKEC WpPEC dev Apnve TEpIBwpla
yla TNV avantuén mPAaKTIKWY TTOU VA OTPEPOVTAL GTNV AVATITUCCOUEVN TTAIOAYWYIKH OXE0N
Kal TNV mapeXOUeVN yvwon &v cuvolw. Mapoia autd, Bewpoupe 6Tt ot v Adyw SUCGKOAieC
avtiotaBuifovtav amd ta o@éAn mou amokouicape diddokovtag padi.

4, Yuunepdopata

SUVOAIKA N péBodo¢ NG ouvdibaokahiag @AvNKe va TTPOoPEPEL TTOAATIAG OQEAN OTOUG
MOONTEG. ZuyKeKPIPEVa, N Tapoucia Svo ekmaldeutikwy otnv tdén Sivel T duvatdtnta
eVpUTEPNC €Papuoync TnS Slagpopomoinuévne Sidackaliag yla kaAUtepn umootnplén
TWV pabnTwv pe paBnolakég duokoAieg, kaBwg kat Tn SuvatdTNTa Yia AUECOTEPN Kal
ATTOTEAEOATIKOTEPN SLOXEIPLON TWV CUYKPOUOCEWYV TIOU TIPOKUTITOUV HETAEL Twv matdlwv. Me
N HeyahuTepn S1aBeoIudTNTA TWV EKMTAIOEVTIKWY, OO0V apopd Tov Xpovo mou digbetav yia
kaBe maudi, n omoia mpokUTTEL amod TN ouvdidaokalia, kal Tn Peitiwon Twv emOOCEWV TWV
madlwv TTOU AUTH cuvemndyeTal, mapatnperionke emiong vPnAoTEPO emimedo autovopiag otn
padnon kat avénon tng avtomnenoiBnong, IIAITEPWE TwWV TAISIWV YE PaONOIaKEC SUOKOAIEC.
MapdAAnAa, To MPATUTIO CUVEPYACIAG TTOU TIPOCPEPOUV Ol CUVOIOAOKOVTEG eKTTAOEVUTIKOI
BonBd ta madid va avantuouv Kal Ta i81a TIG KOIVWVIKEG TOUG OXEOELG, EVW N CUVEPYATIKH
mpocéyylon Oepdtwv amod OlaPOPETIKEG OMTIKEG YwViEG OUVTEAED 0TO va avtiAngBoulv
SlaleOnTikd TNV a&ia TNg S1apoPETIKOTNTAC OTN KABNON Kal 0T CUANOYIKH Epyaaia.

H &10pKAG Kal oucIaoTIKN ouvepyacia Twv ouvOISAoKOVTWY eKTTAOEUTIKWY 0ONnyel Oxl
pOVO oTnV avtaAlayn 16wV Kal TNV ATOTEAECUATIKOTEPN AVTILETWTIION TwV SUCKOAIWY TTOU
TIPOKUTITOUV TNV TAEN aANG Kal 6TNV avamtuén VEwY, TPWTOTUTIWY IOEWV TOOO OTOV TOMEA
NG 616aoKaNag VEWV YVWOEWV 0G0 Kal OTOV TOMEN TIOU APOPA TNV KOIVWVIKK Kal PUXIKH
avdantuén Twv madiwv. Tautoxpova, 0Tav ol cUVOIOACKOVTEG eival e€0IKEIWUEVOL PETAED TOUG
o€ emimedo eMAYYEAUATIKAG OUVEPYATIAC, amatTeital AlydTePOC XPOVOG Yia TNV 0pyAvwaon Tou
YVWOTIKOU pé€Poug TNG SI0aoKaAiag Kal, Katd OuvETela, umopei va Olatedel meploodTEPOC
XPOvog yia ™ Siepelivnon kKat tn Slaxeipton Twv KOWWVIKWV (NTNUATWY TTOU apopouV TNV
AN, 6MWC N anmoktnon de€loTATWY CuvVEPYATIag, EMOIKOSOUNTIKAG KPITIKAG Kal N avamtuén
NG evouvaiodnonc.

EmmAéov, onuavtikn ivat n ikavomoinon mou ot cuvOIdAoKOVTEG avTAouv and tn peta&u
TOUG UTOOTAPLEN, YEYOVOG TTIOU TIPOAYEL TNV YUXIK TOUG Lyeia, PeATiwvovTtag €10l TV
ATTOTEAECHATIKOTNTA TOUG OTNV £pYAaTia TOouG. TEAOG, N cUANOYLKHA Slapop@won Kat dle€aywyn
TOU TIPOYPAUMATOC avESEIEE TN ONUACia TWV IBIWV TWV CUVEPYATIKWY avBpwivwv oXEoEwv
OTO EPYACIAKO TTEPIBANNOV YIa TNV ATTOTEAECUATIKOTEPN AEITOUPYIA TNG OXOAIKAG povadag.

Mia Baoikr) SuckoAia otnv uAoTTOiNCN TIPOYPAUUATWY CUVSISACKAAAG 0TO EANANVIKO OXOAEi0
gival To yeyovog ot1 dev mpokeltal yia OeopoBetnuévn pébodo Sidaokahiag, eviaypévn oto
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S16akKTIKG WPAp1o Twv SACKAAWY, UE ATTOTEAECUA N EQAPHIOYH TNE VA EMAQieTal ouVRBWC
oTo evOla@épov KalTn S1A0e0n TwV EKMAIGEVTIKWVY VA APLEPWOOUV TOV EAEVBEPO XPOVO TOUG
otov oxedlaopd dpactnptotitwy Kal Tn Sidackaiia mépav Twv MPOPRAEMOUEVWY ATIO TNV
vopoBeaia SI60KTIKWY TOUG UTTOXPEWOEWY, ] va TTEPLOPIlETAl OE TIEIPAMATIKEG EPAPUOYEG,
TTOU AOYW AVTIKEIUEVIKWVY AEITOUPYIKWV AVAYKWY TTOU GUXVA TIPOKUTITOUV 0TA OXOAE(Q, gival
TIOANEG POPEC ATTOOTIACMATIKEG. To KABEOTWE AuTO Bewpoupe OTLmapepmodilel otnv ouaoia
NV eKMAOEUTIKN €peuva oTo mimedo NG SISAKTIKAC TPAENG, aKOUA KAl O GXOAEID TTOU
BewpnTIKA €X0UV WG BeUENIWON OTOXO AEITOLPYIOC TOUG TOV TTEIPAUATIONS KAl TNV €peuva
yla TV avAadel&n amoTeAeoUaTIKOTEPWV SISAKTIKWV PEOOSWV.

>uvoyiCovtag, n ouvdidaokahia Sduvatal va Tpoo@Epel TOAATIAG 0pENN O€ LabNTEG Kal
ekmmadeuTikoUG, avapaduifovtag to mePIBANOV TNG LABNONG KAl TIG TTAIOAYWYIKEG OXETELG,.
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Ta&eig Ymodoxric — Tunpata ZEM otnv Mpwtofabuia Exmaideuon.
"Evag véoc Beopndg otnv eAANVIKR ekmaideuon

AGANAZIOZ MANATOMOYAOY!
1.Elcaywyn

Eivalt Sedopévo 611 Ta TedeuTaia xpodvia emixelpeital pia aAayn ya tnv BeAtiwon kat tnv
evOuVAUWon Tou oxoAgiou pe Touég, Téoo otn Sloiknon NS ekmaidevong, éoo Kal oTnV
aM\ayn Tou Tpomou S18acKaNiag e ONUAVTIKEG TAPEUBACEL OTO AVOAUTIKO TTpdypappa
omoudwy, CUHPWVA PE  TIC EKTTAIOEUTIKEC AVAYKEC TwV Hadntwyv. Mia tétola mpoondbeia
gival n idpuon kat Aetrtoupyia Twv Tunpdatwy Ymodoxng - Ta&ewv ZEM yia toug aAodamoig
KAl TTAAIVVOOTOUVTEG MaBNTEC otnv eAAnVIKN ekmaidevon (T.Y: Ta&eig Ymodoxn¢ - Tuipata
ZEM). Ztoxo¢ Twv Tunuatwv Yrmodoxng ZEM (Zwvn Exknaideutikng Mpotepaldtntag) gival
N 100TIEN évtaén OAwV TWV HabNTWv OTo eKMAISEUTIKO cUOTNMA, HE TNV avATITUEN TNC
AetToupyiag OOTNPIKTIKWY dpdoswv yia tn BeAtiwon TnG padnolaknig emidoong Toug.
H véa doun twv Tunudtwyv Ymodoxng ZEM emtpémnel o kdBe oxoAkr) povada tng xwpeag
va mapéxel mpdoBetn S1I6AKTIKA UTTOOTAPLEN O HaBNTEG TNG MPwToRABIag ekmaidevong,
mou Sev €XOUV TNV ATTAUITOUUEVN YVWoN TNG EANNVIKNAG YAWOOAS, EPOCOV TTIPONYOUUEVWE
n oXOAIKN povdda oTabuioel TI TPAYUATIKEG EKTTAUOEUTIKEG AVAYKEG TOuG. H évtaén twv
OXOMKWV povdadwv mpwtofaduiag ekmaidevong ol Zwveg EkmaideuTikric Mpotepaldtntag
(ZEN), 6mou duvavtal va Asttoupyrnoouv Tagelg Ymodoxng ZEMN éxel avtiotaBuioTikd podho.
Baoikog otdxog Asitoupyiag Toug eival va BEATIWCEL TN POITNON TWV HABNTWV PE Habnotakd
Kevd Twv aAodamwv Kal TOAIVWOOTOUVTWY padntwy, Twv pabntwv Twv Poud kal va
KOTATTOAEUAOEL TN HEIOVEKTIKOTNTA HAONTWV YEVIKOTEPA EUTTABWV KOIVWVIKWY OUASWV.

3TNV ekmaldeuTIK TPAYHATIKOTNTA TIG Teleutaie Oekaegtieq mapatnpeital évag
TIOAITIOTIKOC TTAOUPAAICUOC, O OToio¢ CUVOEETAL PE TNV OUVEXH METAKIivNoNn opddwv
avBpwrniwv amd xwpa oe xwpa. H ekmaidsuon kal OYOAIKA KOwoTnTa avTipeTwrti(ouv
Suokoliec oTnv opain évtaén Twv alodamwy pabntwv Kat mpoomabouv va Bpouv AUoEIG
yla Ta mpofBAARUaTa, amd TNV OVOMOLOYEVELD TOU HaBNnTIKoU MANBUCUOU  OTNV OXOAIKNA
KolvOTNTA TOu oUyxpovou oXohgiou. To oxoleio aAAalel kaBnuepvd Kal amartei  VEEC
aM\ayég, mou dnuioupyolvTal amd TNV  avaykn KOANEPYELaG TNG SIAMOMTIOUIKOTNTAG
Kal TN SlamoMTIoUIKAC ekmaidevonc (Fewpyoylavng, 2006. Aapavakng, 1998.1999. 2005.
Mkotofog, 1996. 2002. Manmdg, 1998). Ot MONTIOMIKEG OUASEG €ival pia TTPAYUATIKOTNTA
OTN ONUEPLVH oUVBEoN TWV KOIVWVIWV. Ot OTEPEOTUTTIKEC BETIKEC 1 APVNTIKEC AVTIAAYELC,
padi pe Tig ouykivnolakég Siepyaoieg eival dppnkta SePEVEG UE TIG KOVWVIKEG cuvOrikeg. H
TIOAUTTONITIOMIKOTNTA KAl N UTTAPEN TWV OTEPEOTUTTIIKWVY AVTIAAVEWV emnpedlouv Tn oTdoN
TOU avBpWTOU O€ TTONITIOUIKA O1aPOPETIKEG Opddeg. H ekmaideuon Bewpeital amapaitntn
ylatTnv mpoaywyr tne NOIKNC, KOVWVIKNE KAl OIKOVO UK AVATITUENC TWV TTOAITWV CUHPWVA

T Ekmaudeutikdg Mpwtofdbutag Ekmaideuong
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ME Ta Snuokpatikd 16ewdn (Avdpéou-Mamakwvotavtivou, 1994, Opaykouddakn, 1987).

H ekmatdeuTiK TTOMTIKN) OTO TTAQICIO TWV aApXWV TN SIAMOMTIOMIKAG eKmaideuong, €xel
WS apxn TNV mpowbnon HETPWVY, TTOU armoBAEMOUV OTNV APON TWV AVICOTHTWV Kal OTNV
Slaoc@AANion TNG 106TNTAG EVKAIPIWY OTNV KMAISELON YIa OAOUC TOUC HaBNnTEC (Bepyidng,
1995. lewpyoyidvvng, 2007, 2008. Zwypdpou, 1997. NikoAdou, 2000).

JTIC HEPEC A ivat avayKaio N avamtuén véwv eKASEUTIKWY SOPWV yia TNV urtoSoxr Twv
HoBNTWV SLaPOopPETIKWY EBVOTATWY 0TN cUYXPOVN EAANVIKY TTOAUTIOMTIOLIKH KOWVwvia Kal
TO TTOAUTTOAITIOUIKO OXOAEi0. IS1aitepa TN PETIVI) OXOMIKN Xpovid (2016-2017), To mpoBAnua
yivetal mo €vtovo, Aéyw TnG peydAng av€nong Twv matdlwy TwV HETAVACTWV-TIPOCHUYWV
amo TIC ApaBIKEC XWPEC.

2. 2KOTOC TNG €pEVVAC

O okomdc TNE epyaociag eival n peAétn Asitoupyiag Twv Tunuatwy Yrmodoxrig ZEN, émwg
QUTEC KaTaypdgovTtal péoa amd Tn €PEuva TOU TIPWTOYEVOUS OPXELOKOU UAIKOU TwvV
ekBéoewv aflohoynong Tou 6/6 AnpoTikou ZxoAeiov Qappwv N. Axaiag Katd Ta OXOAIKA
£€tn A&rtoupyiag Toug To 2012-2013, 2013-2014 kat 2015-2016. Ot umoBETEIC TNG £pyaciag
€ival KaTA TOCOV AT TN UEAETN TOU APXEIOKOU UAIKOU TwV €THOIWY EKBEcEWV aflohdynong
TwV Tunpatwy Yrmodoxng ZEM pmopolpe va aviAjooupe TTANPOYOPIES Yia TO OKOTIO Kal
TOUG OTOXOUG AEITOUPYIAC TOUG MECA ATTO TIC ATTOYELG TWV EKTTAISEVTIKWY, KAl KATA TTOCOV
Kataypdgovtal mMAnpo@opie¢ yla TG OUOKOAIEC, Kal Ta PoBAAuaTa Asltoupyiag Toug,
KaBw¢ Kal ol TPOTACEIC BEATIWONC TOUC.

3. MéBodoc¢

Ma N HENETN TOU TIEPLEXOUEVOU TWV eKBECEWV AgiToupyiag Twv Tunudtwy Ymodoxng ZEM
XPNOILOTIOINONKE W €PEVVNTIKO EPYONEID N TEXVIKA TNG avAAuoNG TePLEXOMEVOU, YlaTi
MEAETATAL O XAPAKTAPAG KAl TO TTIEPIEXOUEVO TOU UNVUUATOC TTOU €KQPACETAL OTA YPATTTA
Keipeva. Q¢ povada kKataypa@ng XPnoIPoToLEiTal To Yevikd B€ua mou avamtuooeTal oTnY
TTPOTACK, OTNV TTAPAYPAPO 1} 0€ OAO TO KEiUeEVO. AUTH N HOVASA KATAYPAPNC «ETTIXEIPEITAL
KUpIwg o€ PENETEC TTOU eMIKEVTpWVOVTAL 0TN SlEpelivnon Twv alwy, TwV OTACEWV 1 TwV
amoYewv mou amneikovifovtar (Kuptadn, 1999: 291). H avdAuon Tou TEPIEXOUEVOU TIOPEXEL
OTOV MAPAAATITN TNG AVAAUONG Uia TTANPo@opia Sla@opeTikh amd ekeivn ou Sivel N amin
avayvwon Twv Tekunpiwv (Baupoukac, 2007: 263-280). XTnV TTOIOTIKN £PEUVA €XEL ONUAsia
TO Kalvouplo, To evllagépov Kat n aia mou mapouctdlel n evoétTnTa avaluong os oxéon Ue
TO OKOTIO TNG £pEuvag, aveéapTnTta amd Tn cuxvoTNTA EUPAVICHC Tou (BaufBoukag: 273).

4. YANIKO TNG gpyaciag

To VAIKO TTOU XpNOoIOTIOINONKE OTNV €pyacia €ival n MOIOTIKI) MEAETN TOU TIPWTOYEVOUC
OPXELAKOU UAIKOU TwV ETACIWY EKBECEWY, OTIWC AUTEC KATAYPAPOVTAL ATTO TOUC AVTIOTOLXOUG
eKTTALOEVTIKOUG TOU 6/60 AnuotikoU Xxoheiov Pappwv tou Anpou EpupdvBou oto Noud
Axaiag, mou &ida&av oto mapamndvw oxoA&io ota TuAaATa autd, Katd Ta oXoAkd étn 2012-
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2013,2013-2014 ka12015-2016. Katd 1o oXoAiko €106 2014-2015 6 Aeltolpynoe 0T OXOAIKN
povada TuRua Yrmodoxng ZEN pe amoTéNeCHUA va LNV UTTAPXOUV OTOIXE(O PEAETNG avAAuoNng
autn TN Xpovikn repiodo.

5. Oewpntikd mAdiclo ™G MeEAéTNG. Khaoikr Kolvwvioloylkn Xkéyn, Etepotnta Kat
AlamoArtioptkn Ekmaideuon

H KowvwvikA Kal pabnotakn évtaén Twv padntwv S1aeopwv KoVwVIKWV opddwy Kal eBviv
070 OXOA€io Snuiovpynoav tnv avaykn tng AlamoMTiopiknG Ekmaidevonc. H AlamoMTIopIKN
Tpocoéyylon otnpiletal oTIC KOIVWVIOAOYIKEG Bewpieg, KABWG HeEAeETNTEG OTIWG ol K. Mar,
E. Durkheim, M. Weber, aA\d kat 1o cUyxpovol 6mwg ot M. Foucault kat P. Bourdieu, 6Ao
Kal TePLoodTEPO avayvwpilovtal oAPEPA Yia TNV TTPOo@OoPA Toug oTn CUAANYN Kal
€MALON KOIVWVIKWV TTPORANUATWY, TTOU TIPOKUTITOUV aTtd TNV cuvUTTAPEN TWV TTOMTICHWY,
™ ouvvunapén pe N SlIaQOoPETIKOTNTA, TNV UMEPPBAON Tou €BVOKEVTPIOHOU Kal TNV avAyKn
UI00€TNONG SIATTONITIOUIKWY TTPOCEYYIoEWV 0TO CUYXpovo oXoAeio (Fewpyoytavvng 2008.
Aapavdkng, 1999. 2003. 2005. Mdpkou, 1997. 1999). Z0uewva pe tov TkdtoPo, o€ O, Tl
a@opd TNV KAvoVIoTIKN Stdotacn tng SamoMTICUIKAG TAdAYWYIKAG avixvelovtal SUo
OlaKPITEG TAOEIG N TPwTN avTAapPBdvetal T SlamoATIoUIKA Tadaywylky w¢ epyaieio
yla ™ oupfBiwon moAITIopWY 0To OXOA€io, Héow TNG amodoxnG Kal EVEPYOTIOINONG TOU
0a&lWUATOC TNG LOOTIUIAG TWV TTOAITICUWY KAl TOU SIKAIWPATOC 0TNV TTPOBOAN, GUVTHPNON Kal
avamapaywyn tng SlapopetikdTNTAG. ‘ONEC Ol TAUTOTNTEG CUVUTIAPXOULV Kal emnpeddovTal
auolfaia, xwpic va Sivetal mpotepaldtnTa o€ KAmola amd autés. H Sdeutepn mapadoon
eoTidlel To evOlaQéPoV TNE, MEPIOOOTEPO OTIC «ATTOAABEC» TOU padnTrA amd Tn Bnteia Tou
oTo oXoAeio (Tkétofog, 1996. kéBapng, 2004. Zwypdgou, 1997).

Ta mo yvwotd aiwpata ¢ SlamoNTIoUIKAS Taidaywylkig €ivat: H Béon yua tnv
looTIUia TwV TOAITIOMWY, N B€on yla To CEBAoUO TG SlIAPOPETIKOTNTAG, N KPLTIKH OTOV
€OVOKEVTPIOUO, N KPLITIKN OTNV agopoiwon, n Béon yia tnv evéuvduwon tg HEOPYNPIKAC
TOUTOTNTAG Kal N B€on yla tn HeTappuBuion Tou oxoleiou (Mkétofog, 2002:17. Mdapkov,
1997. 1999). AnpioupyriBnke n avaykn aAayri¢ tou tpoémou didackaliag kal n avamtuén
EKTTAOEUTIKWY SOUWV 0pyavwong AANG pop@ng ekmaidevong, mou ivat ot Ta&elg Ymodoxng
ZEM xat ta Tunuata Evioxutiking Aidackaliag pe mapdAAnAn otipién Twv pabnolakwy
QVAYKWV TWV HabntwVv 0To oUyXpovo oXoAgio. Ztnv mpdén vAomoinong Twv duo emmédwv
TUNUATwWV Aettoupyiag T.Y | (emimedo pe pabntég mou dev yvwpilouv kaBdAou TNV EAANVIKA
yAwooa) kat emmédou T.Y Il pe pétplo eminedo eANANVIKAG YAwooopdBelag yivetal mpoomndbela
emiluong ¢ Suokohiag évtaéng twv aAodamwv pabntwv oto clyxpovo oxoAsio. H
KOIVWVIONOYIKN) oKEPN Tou M. Weber amoTelel Hla oNUAVTIKA a@eTNPia KOWWVIOAOYIKAG
SlamoMTIoUIKAG Bewpnong PE AUECN CUYKPITIKA KPITIKA TWV EBVOKEVTPIKWY KOIVWVIKWV
TAYIWOEWY, N TwV Peudwv olkoupeviopwy. H Bepmeplavr Bewpnon Kat n SlamoATIoUIKA
TTPOCEYYyIoN GUYKAIVOUV oTnv utépacn Tou SUTIKOU €BVOKEVTPIOUOU KAl OTNV KPITIKH TOU
HovodIdoTaTou XapakTHEa Tou SUTIKOU TTOAITIGHOU WG TN pévn moavh pop@r opydavwong.
O moAITNG TwV SUTIKWV KOIVWVIWV TNE HOVTEPVIKOTNTAG AVAKAAUTITEL TOV «AANNO» [IE EpyalEio
tnv Katavonon kat tn Apdon, wg pia diadikacia avamoTpemntn, aAAA Kal WG avakaAuyn tng
i61a¢ Tou Tn¢ Umapénc. Katd tov M. Weber n avakaAuyn tou Sla@opeTikoU, eaptatal Apeca
amd TNV IKAVOTNTA KATAVONGoNG TOU TOMTIOUIKOU TepIBAANovToC Kal TG SOUNCAG Tou (
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Mdpkou, 1997. ®paykouddkn, 1987).

H Alamohtiopikl Maidaywylkn cuvdéetal dueoa pe otolxeia Twv Bewpidv Twv Emile
Durkheim kat Pierre Bourdieu. Xta mhaiola tng AlamoAitiopikng Ekmaidsuong Aapfaveral
untoYn To SIAPOPETIKO «TTONTIOTIKO KEQAAALIO» TwV HaBntwy, omwe Ba é\eye o Bourdieu
Kal yivetal ogPfaocti n moAmiopik etepodtnta. O Durkheim umootnpilel 6t o évav
OpPYQVIOUO, Ta Opyava, evw eival Sla@opeTikd UeTaly Toug, eival e€aptnuéva 1o éva
armd To AANO, TIPOKEIPEVOU va AelToupyei OHAANG 0 opyaviopdC, €TOL KAl 0Ta TAdICLA TG
AlamoMTIoIKAG Ekmaideuong otoxo Héoa amd To OXOAEI0 Kal TOV KOWVWVIKOTIOINTIKO TOU
pOMo, amotelei n evomoinon TnG Kovwviag xapn otnv aAANAeEApTNON TwV HEAWV TNG, TTOU
pITopEl va €xouv Sla@opEg, ald eMOIWKETAL N OPYAVIKA €vTaén Toug Kal N Slapdppwon
KOIVNC CUNNOYIKNC ouveidnong, mou odnyouv otnv emiteuén Kal Slatrpnon T VPLVBUNG
AelToupyiag Tou KowvwvikoU cuvolou (Mdapkou, 1997. Mmouldkng, 2005. NikoAdou, 2000.
Mammag, 1998.). To S1amoNTIOUIKO HOVTENO gival éva OAOKANPWUEVO HoVTEND ekmaideuong
mou AapPBdvel umoyn, mavw amn’ dAa TRV avaykalvotnta TG aAAnAemnidpaong kat apoiBaiog
ouvepyaoiag avdpeoa o€ dtopa SIAPOPWVY PETAVACTEUTIKWY OUASwWVY Kal €XEl WG OTOXO TN
SnUIoUPYIa AVOIXTWVY KOWVWVIWY, TTou Xapaktnpeifovtal amd .oovouia, aAAnAokatavonaon Kat
aMnloamodoxn (fewpyoytdvvng, 2008. Mdpkou, 1999). Zto mAaiclo autrig TG @Aocoiagn
EKTTALOEUTIKN TTONTIKE SIAPOPPWVETAL, CUMPWVA LIE TIG AVAYKEG TNG OUYXPovNG ekmaideuonc.
To oxoAeio, pe ocuykekplpéva poypdupata, Ba amoTeAel XWVELTHPL OAWV TWV TTOMTICUWY,
Aaupdavovtag, Spw, LTTOYN Kal TIG ISLATEPOTNTEG KABE TTOAITIONOU XWPLOTA, KAALEPYWVTAG
OTOUC HOONTEC TNV KPITIKN OKEYN, AVTATTOKPIVOPEVO, TIAPAANAQ, OTIC €KTTAUSEUTIKEC,
KOIWVWVIKEC, TTOATIOMIKEG KAl TTOMTIKEG TTPOOSOKIeC OAWV TV €BVIKWV opadwv. Xpetdletal va
emonuavOei 6Tt n emtuyia Tou SlamoATiIoukol oxoAeiov e€aptdtal o peyalo Babud amd
1o emimedo amodoxg Tou «AAOU» 0TNV Kolvwvia CUVOANIKA Kal T GUA\OYIKH TTpooTidBela
¢ ekmatdeuTikA¢ moAitikAG (YTEM®, 1997). Itn mOAUTONITIOMIKN Kolvwvia Oev gival
pia ekmaidevon yia k&be €6vik opdda, aA\d pia ekmaidevuon Kotvr yla 6Aoug, Tou va
AVTATTOKPIVETAL OTIC TTOAUTTOMTICUIKEG KAl TTOAUYAWOOIKEG oLUVONKeC TNG. H petafaon otn
SlamoMTIopIKA ekmaideuon, Tou Ta TeAeuTaia xpovia mpowbeital Suvapikd w¢ mPEOTaon
AAMNAgyYUNG, apoIBatdTnTag, avayvwpiong nBwV KAl KOWVWVIWY 0TNV ETTOXH TNGTTOIKIANOTNTAG,
NG TTOAUHOPPIAG YAWOOIKWY Kal TTOMTIOUIKWY EKPAVOEWY, TNG TTAYKOOUIOTIOINONG  €ival
ETTOKTIKN ONUEPA oTnV EANASA pe tnv mapousia pabnTwv e S1aQOPETIKY TTONTIOUIKA
npoéhevon (Aauavdakng kat Mixehakdkn & Auddakn 1997. NikoAdou, 2000).

5.1 TioupPaivel OUWG YeVIKOTEPA O ONEG TIC XWPEG Kal TL oTnV EANGSQ;

Metd 10 Agutepo Maykoopio Moo e€altiag TwV KOIVWVIKWY, TTOMTIKWY KAl OIKOVOULKWV
aA\aywv onuelwOnke éva KUPaA PETAvAoTEVOEWC TPo¢ TIC HIMA, tTnv Auotpalia kal tn
AvtikA Eupwrn. Tig TeAeuTaieg SEKAETIEC OPWE, AUECWE PETA TNV TTTWON TWV COCIAAIGTIKWY
KODEOTWTWY €Va aVTIOTOIXO UETAVACTEUTIKO PEVUA TTapaTnpEital kat mpog tn EANada. Ta
npofARpata mou dnuioupyriOnkav amd tn HETAVACTEUCN APOoPOUV TNV OuaAn évtaén Twv
MEIOVOTIKWV opddwy, TN YAWooa, TNV Kowwvikr armodoxn Kat Tnv ekmaideuon (AapavAakng,
200Ta. 2001f3. 2003). AlapoppwOnkav TOANA HovTéa ekmaidevuong mMPoOKeIpévou va
QVTIPETWTTIOOUV Ta mapamdvw TpofARuata, ota omoia cagwe KabpegTtifovtav Kal ol
AVTIOTOIXEG EKTTAIOEUTIKEG TTOMTIKEG TNG KABE XWPAG Kal 0To TAAICI0 auTtd Asitoupyoulv Ta
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TuAuata Ymodoxng (T.Y | emmédou apxapiwv pabntwv otn yvwon Tng EMNNVIKAG YAWCoaG
Kal emmédou PETpLlov emmédou yvwong TG ENANVIKAG YAwooag T.Y II). To YMNEMO pe Nopo
2413/96 «Maidegia Opoyevwv kat AlamoMTIoUIKAC Ekmaideuong», Tnv idpuon tou IvotitouTtou
Mawdeiag Opoyevwv Kat AlamoAITIoUIKAG BonBnoe tnv avadlapdp@won Kal EKGUYXPOVIOHO
Twv Tad&ewv Yrmodoxng ZEM kal Opovtiotnplakwy Tunudtwv. O Aapavdkng otnv avaiuon
NG SIAMONITIOUIKAG TIPOCEYYIONG avagépetal ota Tpia aflwpata tng SIamONTIGUIKAG
Bewpiac: To a&iwpa T™C I0OTIHIAC TWV TTONTIOUWY, TO A&iWPA TOU HOPPWTIKOU KEPaAAaiou,
10 adiwpa NG Mapoxng eukalplwy (Aapavakng 1997:103). To 1Mo oOAOKANPWUEVO HOVTENO
TO 0TI0(0 XapakTnpileTal amod TNV avaykaldtnta TG aAnAemidpaong, Tng aAnAoamodoxng,
NG loovopiag kat tng Katdpynong twv Olakpioswv ival 1o SIAMONTIOUIKO HOVTENO
(Fewpyoytdvvng, 2006. 2008 :214. TkéTofog, 1996. 2002. Aapavdkng, 1998. 1999. 2003.
2004. 2005. Namnmdg, 1998). H diamoAitiopikotnta ennpeddlel tnv ekmaidsuon. 1o SimoAo
ekmaidevon - Kovwvia UTTAPXEL LA AUPIOGPOUN OXEDN, agoU 0 BeoUOG TNG ekmaideuong eival
auTOG OV UTTNPETEL TIG avAyKeG TNG Kovwviag. Ot okomoi Kat ot otéxol TNG ekmaideuong
avapop@wvovtal | aAAlouv avahoya P TIG EKAOTOTE KOIVWVIKEG AVAYKEG. Y€ KAOE emoxn),
o€ KABe KolvwvikA aA\ayn n ekmaidevon veiotatal T avaloyeg aAayég BeEATIwoELG, yia
va efumnnpetnBei n gupubpia T Kowvwviag. 2Tto MAdiclo autd evtdooetal n dnuioupyia
TwV Tunuatwv Yrmodoxng ZEM (fewpyoytdavvng 2007. 2008. Aapavakng 1998. 1999. 2001 a.
2001f. 2003).

6. YAomoinon Tng épeuvag

JTnv épguva  aut PeAeTatal n Asrtovpyia twv Tunudtwv Ymodoxrg ZEM péoa amd
TIOLOTIKA AVAAUGCKN TOU TIEPIEXOUEVOU TwV €TACIWV eKBEoEwv Asttoupyiag Toug. TMa Tnv
€peuva PENETATAL TO APXEIAKO TIPWTOYEVEG UMIKO TWV €THOIWV ekBECEWV AelToupyiag, OTwg
Kataypd@ovTal and Toug EKMAGEUTIKOUG Tou 6/6 AnpoTtikol XxoAeiov Dappwv Tou Afpou
EpupdvBou N. Axdiag katd ta oxoAikd €tn: 2012-2013, 2013-2014, 2015-2016 ota omoia yla
TIPWTN QOPA Kal HOVO AuTd Ta OXOAIKA €Tn Asitolpynoav Ta Mapamavw TuApata. MNa tny
opYAavwon tn¢ HEAETNC-épeuvac akolouBnBnkav ta e€n¢ otadia:

1. Npoodloplopdg Twv uTToBECEWVY TNE £PELVAG.

2. AlTUTWoN TWV XPOVIKWV TIEPIOOWY, HEAETN KAl KATAYPA®H TWV OMOPEWV TwV
EKTTALOEUTIKWY, TTOU €pydoTnkav ota TuRpata Ymodoxng ZEM katd ta oxoAikd €tn 2012-
2013, 2013-2014, 2015-2016, 6mw¢ mapoucidotnkav péca amod i ekBEoelc afloAdynonc.

3. Ta&vounontwv 8edopévy TNCEPYATIAC-EPEVVAC WCTTPOG TATIAPAKATW XOPAKTN PLOTIKA:

Méoa amod TNV MOLOTIKK avAAUOH TOU TIEPLEXOUEVOU SlamoTtwOnkav ta e€AG:

Q¢ mpog TN duokoAia évapéng Tng Asitoupyiag Toug avagépetat Ot

«...e€etdlovTag TN OXéoN TWV TOLYYAVWY YOVEWV Kal Twv aAodamwv podntwv Pe To
EKTTALOEUTIKO OoUOTNUA SLATIOTWVOUHE OTI UTIAPXEL TIPOBANUA Yia To omoio dev euBuvetal
MOVO TO eKTTAISEUTIKO cUoTNUA. MpokelTal yia éva TTOAUTTAOKO Kal TTOAUCUVOETO TTPSBANUa
0TO OT0i0 CUMPBAANOUV TIAPAYOVTEG HE KOIWVWVIKEC, TIONTIOUIKESG TTOAITIKEG KOl OIKOVOUIKEG
O100TAoEIGY.

Q¢ TPOC TN XPNOIMOTNTA OTIC EVAAWTEG OUASEG eMonuUAvOnkav ta akéAouba:

«...olTOolyyavol otnv meloPneia touc eivat avaredapntot Sedopévou, 6tin ekmaidevon dev
eival evtaypévn otn {wn Toug, oUuTe Bewpeital autovonTo Kal avamoomaoTo HEPOG TNG (WG
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TOUG, XWwpigOpwcvamapayvwpilouvto yeyovog otin ekmaidevon Ba gixe Oetikd amoteéopata
yl'auTtoug kal Ba Toug BonBolace TOAU TOGO GTNV OIKOVOUIKH ToUuG 6pactnploTnTa, 600 Kal
OTNV KOWVWVIKA Toug Kata&iwon. Kat ot aAodarmoi pabntég mapouoidlouv Suokolieg Aoyw
¢ 8eUTEPNC YAWOOAG KAl TNG N OTAPLENG ATTO TO OIKOYEVELAKO TTEPIBAAOV».

Q¢ TIPOC TO OKOTIO TNE AElToupYia Toug SlamoTwinkav ta £ENC:

«...N AEITOUPYIa TOUG OTOXEVEL OTNV APUOVIKA €vTaén Twv HabnTwy Pe POUIKN KaTaywyn
OTO €KTTAISEVTIKO CUOTNUA, KAl OUOA] CUVAICONUATIKE, KOIVWVIKI KAl CWUATIKN avamtuén
auTwV Twv Tadiwv mou tooo duokoha (ouv péoa OToug Kataullopouc. H évtaén twv
Totyyavomaidwv kal aAodanwv pabntwv oTto OXOAIKO KAl KAT' €MEKTAON OTO €UPUTEPO
KOIVWVIKO TIEPIBANNOY, UE TOV amaltoUpevo BePaiwg oefacud ota 1I81AiTEPA ATOMIKA Kal
TIOAITIOMIKA TOUG XOPOKTNPIOTIKA, amoTeAEl éva PEYANO OTOIXNUA, TO OToi0 TIPETEL va
BonBnoel To oxoAeio pag yla TNV OAOTIAEUPN AVATTTUEN AUTWY TWV TTASIWV». «...0UTOG
aKpIBwC gival Kat 0 KUPLOG OTOXOC TOU TUARMATOC AsiToupyiag Twv TUNUATWY Yodoxng, U
TO oroio emixelpovpe BonBrnooups, wote va KaAu@Oei éva mpaypatikd Kevd oTov Topéa
¢ ekmaidevong Twv madlwv NS MANBUCUIAKAC AUTAC opddac. Mpoogépovtag o’ autd
KaBe eidouc PorBela kat dieukdAuvon, WOoTe va evtaxBolv pe oUald TPOTIO OTO OXOAIKO
mepIBaAlov, mapéxovtag MAPAMNAA OTOUG EUMAEKOUEVOUC EKTTAIOEUTIKOUC TwV TAEWY,
TTOU OITOVV Ol HaBNnTéC OAa KEIVa TA OTOLXEIA TTOVL €ival amapaitnTa yla TNV mapoxr Kiog
oLyXpPOVNG KAl OAOKANPWHEVNG SIATTONTIOUIKAG AYWYHG».

A0 TN HEAETN TOUL TPOTTIOU SIGACKANIAG TWV HABNUATWY Ol EKTTAISEVTIKOI KaTéypayav OTtL:

«...u€ TN SidakTIK TapéuPBacn amd 1o éva péEPoC eMOIWXTNKE, WOTE Ol HABNTEC TNG
OMAOAC-0TOKOU VA ATTOKTHOOUV YEVIKA ONEC TIC ATTAUTOUPIEVEG YVWOELG Kal §e€16TNTEC, TTOU
KpivovTal amoAUTw¢ amapaitnTeg yia TNV MPOCAPHOYN KAl TNV QUOCIOAOYIKH évTagr) Toug
O0TO OXOAIKO TEPIBANNOV, Kal amd To AANO Ol HaBNTEG VA EKPPACTOUV GUVAICONUATIKA,
omou xpetaldotav meploodTEPN Evioxuon Kal evBappuvon yla va ayamrioouv 1o oxoAeio. Ot
napeuPAoelg mou emixelpAONKav pécw Tou Mpoypdupatog oxetiCovtal, 0w ival QUOLKO,
pe Tn Beopikn Aeltoupyia Tou oxoAgioun.

Q¢ mpog Toug 1dlaitepoug 0TdXOUG AElToupyiag TouG mapatnEiOnKav Ta mMapaKATwW:

«...w¢ TPOC TIC EMAOINEEIC TOU TTAPOVTOC MPOYPAUMATOC, Ba Aéyape OTI Ol EMUEPOUC
oTOYOL TOU (TTou cuvamapTi(ouv Kal UTTNPETOVV ToV Bacikd 0Toxo, SnAadr Tnv Mpocéleuon
Kat mapapovr Twv maldiwv tng MAnBUoMIAKA G auTri¢ oudadag 0To OXOAEI0) TTEPIOTPEPOVTAV
YUpw armod Toug AEOVEC 01 0TT0I01 GUYKPOTOUCAV KAl TOUG AVTIOTOLXOUG TOMEIC TNG TTAPEUBACNS
MaC Kal auToi gival ot €€NC:

« TOKTIKA @OIiTNON TWV HaONTWV TNG CUYKEKPIUEVNG KATNyopiag Kat amodoxr| Toug and To
OXOAIKO KAl TO EUPUTEPO KOWVWVIKO TIEPIBAANNOV.

« KaM\iépyela Twv Bacikwv yla Tn 6XOAIKN Kal TNV KOWVWVIKN évtaén 6e€loTNTwyV HEow TNG
EVIOXUTIKNAG S1daokaliag kat TG SnUIoUPYIKAG armaoXdAnong».

« Ta TuApata Ymodoxng ZEM mou Asttoupynoayv, povo OeTikd emédpacav oe GAOUG TOUG
TOMEIC Kal gival pavepd Mw¢ ekmMAfpwoav Kabe otdxo mou eixe Tebei e€apyric. Emdiwén
Kal 0ToX0¢ €ival n ouvéxlon tng Astitoupyiag tou TuRpatog Ymodoxnc, Kabwg éxoups RdN
OUUTEPAVEL, TTWC BonBdsl aMOTEAECUATIKA TOUC EKAOTOTE PMABNTEC, AANA KAl CUVTEAEL 0TV
€0PLOUN A&lToVPYIa TNG OXOAMKAG pPoVASACH.

Q¢ mpog 1o pdAo NG emMTUXIAC AEITOLPYIAC TOUC KATAYPAPNKAV TA TTAPAKATW:

«...amod yla TNV TOKTIKA @oitnon Twv Jadntwv unmipée evnuéPwon Twv YOVEWY KAl TwV

PEDAGOGY theory & praxis, 12/2017



ABavdotog Mavaydmouvog

iSlwv TV padntwy, Tou gival Kat To 1Mo SUOKOAO KOUUATL TNG OXOMKNAG EMKOIVWVIAS, AOYyw
TWV EPYACLOKWVY Kal OlKOYeVEIAKWY TTpoAnudtwy. Ot idlol ol yoveic evilagpépovTal yia Tnv
OIKOVOUIKN OTAPIEN Kal TTapoxr] VMKWV ayabwv (Tpo@iud, pouxa Kal ¢ApuaKa), Kat oxl yia
TN Hanon Twv madlwv».

Q¢ mpog Tov €161k6 okomd TN Sidaokaliag Twv padbnudtwy diamotwbnkav Ta akdiouba:

«...Ta KUpla paBnuata mou Oiddokoupe €ival YAwooIkd (KaANEpyEla TIPOPOPIKOU
Kal ypamtol Adyou), péoa amd Tn HopPr TOPAUUBIOU KAl OKOUOTIKWY a@nNyrioswv
Ylo CUYKEVTPWON Kal XaAdpwon 1o oAU Kal Alyotepo ta Mabnpatikd pe TapAAAnAn
éueaon otnv lotopia Kal otV MOAITIOTIKN) KAnpovould. Na Tn A&itoupyia Tou TUAUATOC
XPNOLUOTIOIOUUE SIKO PaC YAWOOIKO UAIKSO Pe TapapuBia kal Ta amid BiAia tTng oXoAKAG
BiBA0OrKkNC, kaBw¢ ta BiBAia mou pag mapeixe To Ymoupyeio Maideiag yia o mapamavw
TTPOYP OO,

Q¢ POC TO UAIKO SISAKTIKNC TTPOCEYYIONG TWV HABNUATWV avagépbnkav oTt:

«...TO LAIKO auto evdeikvutal oTn Bewpia TOU KOWVWVIKOU €MOIKOOOUNTICUOU, TIOU
EUTTAEKOLV TOUC MaBNTEC Popd kat ANOSAToOUC HaBNnTEC e €UXAPLOTOUC KAl QIAIKOUC
TPomou¢ otn dladikacia pabnong. Autéc ol O16aKTIKEG Tpooeyyioelc eAmi(oupe va
Snuioupynoouv ota maidld evdlaeépov yia Tn HAbnon, Kal va amoTeAéCOULV KivnTpo yid
TNV TIlO TAKTIKY OoiTNoN Toug 0To oXoAgio. Ekeivo mou ta koupddlel gival o ypamtdg Aoyog,
ylati éxouv pia Sikrj Toug KOUATOUPA ETTIKOWVWVIAC OTTWE TO TPAYoUSI, O XOPOC KAl TOTTIKEC
OUVNBELED.

Q¢ TPOC TO KOIWVWVIKOTIOINTIKO poAo Aertoupyiag twv Tunudtwv Ymodoxng ZEM
Kataypa@nKav ol amoyelg oTt:

«...0l HOONTEC CUUMETEXOUV LIE EVEPYO PONO OTIC TOTIIKEC YIOPTEC KA TIC TTAPEAACELG TNG
OXOAIKNC KOWVOTNTAG, EVW ApVOoUVTAl OTN CUMMETOXH O eKOpoUr Ue Aew@opeio. H oxoAIKh
po¢ povada KatafAdAel onUAvTIK TTPOOTABEI Yid TNV KOWWVIKN KAl ouvaloOnuaTtikh
OoTAPIEN TTPWTA AUTWV TWV TTAISIWV KAl PETA V1A TIC LABNGCLAKEG TOUC AVAYKEC. EuehmiotoUue
Ot n mpoomdBela pag Ba otnpifel TNV opal HeTdfaon oTnV Kolvwvia Tou €ival Kal To
MeYyAAo oToixNUa OANG AUTAC TNG MPOOTIABELAC. ‘OpWE TA OIKOYEVEIOKA OTEPEOTUTIA KAl N
1S1aitepn KoUAToUpa Toug Suoxepaivel TNV HABNTIKA TOUC TTOPEid, KABWC TTOAAG gival amd
yoveic dlagopikol¢ xwpic yauo, Bamtion».

Q¢ TPOC TN AMOTEAECUATIKOTNTA TWV BACIKWY OKOTIWV AEITOupYiac avapépdnkav tTa €N C:

«...ONOL Ol HABNTEC TOU TUNMATOC €XOLV BEATIWOEL AIOONTA TOV TTIPOPOPLKO TOUG AOYO, OTAV
MIAOUV  €mMAéyouV TO KATAAMNAO U@OC Kal TAVTA €ival VYEVIKOL. ToO HEYANUTEPO TTOGOOTO
TwV padntwv Stadalouy e EVXEPELD, EVW OL LOBNTEC TWV HIKPOTEPWY TAEEWV avayvwpilouv
Ta MePLocOTEPA ypdupata tTnG aAeaBnitac kat Safalouv HiKpéC Aé€eic (B1oUNNaPeC N
TPICUANAPEQ)».

Q¢ mpo¢ TN Xprion Tou ypantou Adyou avagpépovTav Td NG

«...0TOV Ypamtd AOYo, n BeATiwon eival TepdoTia, av avaloyloTel Kaveic OTL Ol TIEPIOCOTEPOL
amo Toug HabnTég Sev ATav e€OIKEIWPEVOL OUTE PE TNV OWOTH Xprion Tou tetpadiou (m.y.
ypd@poupe Eekivwvtag amd mAvw TTPog Ta KATwW, and ta aploTepd pog ta 6e&1d). EmmAéoy,
Eemepdotnkav SUOKOAIEC OTN Ypa®n, OTTWE 0 SlaxwpIopdg KABe AéENC ammd TV €MOUEVN,
KaBw¢ ATav TTOAD OUXVO QAIVOPEVO Ta KEipeva - eite empoKelto yla opBoypagia, eite
avTlypa®n, ite mapaywyn ypeamtol AOyou- va amoTeEAOUVTAL ammd CUVEXOUEVEC YPOUUES
YeUATeC Aé€eLg, ol omoieg dev XwpilovTtav PeTall Tougy.
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Q¢ mpo¢ BeAtiwon Tou Habripatog Twv MabnuaTikwy Ta euprpaTa ATAv:

«...0Ta MaBnpatikd, Ye ta omoia ot meEPLoodTEPOL LaBNTEC APOavV e emagn yla mpwtn
POPA PETOC, EMIKEVIPWOAE TNV TIPOCOXN KAl TO VOIAQEPOV LA OTOUG apIOoUE WG TO
100, TNV ekpABnon tg MPocBeon  Kat TNG agaipeon  Kat dlaitepn onpaocia 660nke otnv
avantuén TG HaBNUATIKAC oKEPYNG péOw TPORANUATWY, TTou va Bpiokovtal Kovtd ota
evllagépovTa Kal Ta Plwpata Twv pabntwv. Yinpée Beapatiki mpoodog Kal 1o evdilagépov
Kal n aydamn Twv gabntwy mopEPEIVAY APEIWwTa.

Q POC TOV TOUEA TTIPOCAPHOYNG 0TN OXOAIKAG (wr Twv pabntwy dlamotwOnkav ta €EAG:

«...0l HoOntég, emmpdobeta, POav ot emagn pe 1o Beatpikd mavidy, Tn dpapatonoinon
TTAPAMUBLWY, EVW CLUYXPOVWE TOUG SOBNKE N EUKALPIA VA EKPYPACTOUV HECW OPACTNPIOTATWY
KOl KOTAOKEVWV. I181aitepn pveia PETEL va YivEl OTN CUPMETOXH TwV HaBNTWY 0 ONEG TIC
OXOAIKEG YI0PTEG Kal eKONAWOELG. Ot paBnTEC CUMUETEIXAV TOOO O BEATPIKEG TTOPACTACELG,
OKETC, amdyyeAav TTOIAUATA UE OTOUPO Kal BAPPOC, AANA Kal CUUUETEIXAV LUE EVOOUCIAOUO
oTtov S1aywVIoUS X0pOoU GTOV ATTOKPIATIKO XOPO TOU OXOAEiOU A Kal UAAIoTa e Xopoypadia
SIKAC TOUC EUTVELONG>.

7. 2Zupmepdopata TnG epyaciag

AT TNV TIOIOTIKHA MENETN TOU TIPWTOYEVOUG OPXEIAKOU UAMKOU TV €KBECEWV AElTOUpYIag
Twv Tunuatwy Yrnodoxng ZEN, Siamotwvetal 6t1 sival avaykaia n Aettoupyia Toug, ylati petd
TNV TTAYKOOMIOTIOINON, Ol VEEG UETAVAOTEUTIKEG TTOAITIKEG, N KATAPYNON TWV CUVOPWY £XOUV
odnynoel otn éviovn Slag@opornoinon Twv Kowwviwyv. Emonuaivetal 0Tt Bacikdg otoxog
Twv Tunuatwv Ymodoxng ZEM eival n avafdduion Kat moloTIKY AmOTEAECUATIKOTNTA TNG
A€lIToUPYIag TOUG, N AMTOKTNON YEVIKA OAWY TWV ATTAUTOVHEVWY YVWOEWV Kal SEELOTHTWY, TTOU
KpivovTal amoAUTwWE amapaitnTeG yla TNV TPOCAPHOYN KAl TNV QUGCIOAOYIKN évtalry Toug
0TO OXOAIKO TIEPIBANOV, EVW CUYXPOVWG Ol HaBNTECG €xouv TN SuVATOTNTA VA EKPPACTOUV
ouvalcONUATIKA KAl va ayarnroouv 1o OXOAMKO TrepIBAAAOV Kal va KoIVwVIKOTToInOouv
OMOAG oTo OxoAegio. H ouvekmaideuon twv aAodamwv pabnTwv EMTUYXAVETAL, YLOTi
apakoAouBoUV To e€elSIKEVPEVO TIPOYPAUUA, AAA CUYXPOVWG CUUUETEXOUV OE ONEC TIG
OXOAIKEG Spdoelg TNG OXOAIKAG (WAG.

Ta amoteAéopata TNG TMOIOTIKACG avaluong Twv ekBéoewv Astoupyiag Twv Tunudtwv
Yrmodoxn¢ ZEM and tn @oitnoi¢ Twv HabnTtwy 6€ autd Ta TUARUATa ival idlaitepa BeTikd Kat
alo1660a. Ot padnTég éviwoav aopAlela, ayarn Kat YUXIKH NPEUia, EUKOAN TTPOCAPHOY.
O okomdg TNG IOPUCAC TOUG Eival aTTOTEAECUATIKOG Kal TTpwTondpog otn Souf Kal tnv
E0WTEPIKN AetToupyia Tou oxoAeiou. O ekmaldeUTIKOG Tou TuAUATOG £xel EEEISIKEVEVO Kal
S1apOoPOTOINUEVO AVAAUTIKO TIPOYPAWMA, TTOU OHASIKA Kal ATOUIKA UE TN XPRAOoN Tou port-
folio e€e181kevEl TIC SUVATOTNTEC KA ATOUIKEC S1APOPEC TWV LABNTWY Yid Hid OAOKANPWHEVN
Sidaokalia. Ot otéxol dnuovpyiag Twv Tunudtwv Yrmodoxnig ZEM BonBolv Betikd otn
pddnon Twv madlwy Kal 0 POAOC @aivetal SOPIKOC Kal TTPWTOTOPOC Yia TV evOUVAPWON
ToU Onuoaolou oxoAsiou. To UVAIKO Sidackaliag, Ta BifAia gival dplotou maidaywylkou
TIEPIEXOMEVOU Kal Ol HaBnTtég BeAtiwdnkav pabnotakd, cuvalocdnuatikd kat evta&lokd,
ylati  @ottouv mapdAAnAa Kat Katd TuApa oto idlo oXoAIKO TrepIBAioy, Xwpi¢ Slakpioelg
Kal UTTOVOUELTELC. Ta amoteAéopata Asttoupyiog Twv Tunuatwv Yrmodoxng ZEM eival ot
nipoPAenopeveg, madaywytkol /| AAOU TUTIOU eVEPYELEG Kal SpAOTNPIOTNTEG, UE TIG OTTOIEC
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0l HOONTEG €xOUV TN SUVATOTNTA VA EKPPACTOUV OXL AVTAYWVIOTIKA aANA ApEUA HéCA OTNV
opada. Ta Oetikd anmoteAéopata otn NMwooa kat ta Mabnuatikd, o€ cuvepyaoia pie TOUG
yoveig, foriBnoav otnv avdntuén tng OXOMKNAG WEILOTNTAG TwV HaBNTWY, YeE amoTtéAeoua
TNV OUAAN TTPOCAapUOYH TOUG 0TO OXOAIKO Kal eWOXOMKO TIEPIBANOV. AlamOoTWvETAl OTL
n AwamoAitiopikny Ekmaideuon cuvdéetal He TNV KOWWVIK TPAYUATIKOTNTA Kal ol TAgelg
Ynodoxng ZEM eivat pia Sopikn aAayr oto Xwpeo tnGekmaideuong, pia aAayr 0To KAAOOIKO
- Mapadoclakd OXOAEIO HE TNV TTAYIwUEVN OXOMKE Kouktoupa. ANACeEL To oxoleio doun,
pE éva Sla@QOoPOTIOINUEVO AVAAUTIKO WPOAOYIO TIPOYPAUUA HE VEEG TTAIOAYWYIKEG LOPPEC
S1daokaliag, TNV MAPAAANAN Kal HEHOVWHEVN-EEEIOIKEVEVN KATA TTEPITTWON HaABNGClOKA
otnPIEN TWV HaBNTWY, KUPIWG O0TA YAWOOIKA JaBAUaTa, TTou €X0UV avAaykn ol HadnTég yia
maldaywytkn evéuvduwaon, Aoyw tng pUn yvwong TG EAANVIKAS YAWOOoAC Kal TWV EVAAWTWY
KOWWVIKWV OUASWVY OTIG OTIOIEG AVAKOUV.

7.1 Tuxpelaletat va yivey;

Anaiteital N eméktaon g Asttoupyiag Twv Tunudtwy Ymodoxnig ZEMN oe meplooodTepeg
OXONIKEG HOVASEG, oTrpIEN Kal TadaywyIkr evBAappuvaon yla tTnv emtuyia Toug, cUPPWvaA
ME TIC METABOAOUEVEG eKTTAIOEUTIKEG OVAYKEG. Avaykaia Bewpeital n emuoppwon
TWV EKTTAISEVUTIKWY KAl N CUVEPYASIA TWV HEAWV TOU ZUANOYOU AISACKOVTWY Yla VEEC
TPoTAoElC BeATiwong kat avaaduior Touc. H umootrpién Twv SOUWV auTwy aTio PEVTOPES
eKTTASEVUTIKOUC UPNAWVY TIPOCOVTWY YIa VA TIETUXOUUE KOAUTEPA amotehéopata Ba gival
aflohoyn. Xe OAa ta Mawdaywylkd TuRuata va gloaxfei 1o padnua tng AAMOMTIOMIKAG
Exmaidevong, ota Metamtuytakd Mpoypdupata, yla va CUUTTANPWOOUV Ol EKTTAIOEVUTIKOI
€va pabnotakd Kevo amd TNV apxIKN TOUG KatapTion. Avaykaia Bswpeital n evdooxoAIKn
EMUOPPWON Yia TNV aAAayH TNG TTAYIWHEVNG OXOMKAG KOUATOUPAG KAl N EMUOPPWON TWV
Stehexwv NG ekmaidevong (Aleubuvtwy ZXoAkwv Movadwv Kal ZXOAKwV ZUUBoUAwvV),
yla Tnv emtuxia Asttoupyiag Toug kat tTnv evduvapwaon twv AdN UmapxOvVIwy TUNUATWY
(Bepyidng, 1995).

8. levikeg Emonpavoeig-Npotaoelg

Ta évtova mpofAnuata Kat n mPoBANUATIKA OXOAIKA évtaén Twv aAodanwv padntwv
avdykaoav tnv €ANANVIKN TIOMTEId va TPOPRANUATIOTEl KAl va avamTtulel VEEC HOPQEC
ekmaidevong pe mapeUPACEI; OTO AVAAUTIKO TIPOYPAUUA, Vva UEAETACEL TNV ekmaideuon
KAl TN CUVEKTTAIOELON TWV ATOPWY HUE TTONTIOUIKEG IO1AITEPOTNTEC UE WA SIATTONITIOUIKN
mpocéyylon. O UOVOTIOANITIOUIKOG XOPAKTAPAG TwV KOWWVIWV €xel dwoel Tn Béon Ttou
OTOV TTOAITIOMIKO TTAOUPAAopo. Mia tétola alhayr, 0w gival AOYIKO, €XEl EMPEPEL Kal
TIC AVTIOTOIXEG OAVOKATATAEEIC OTO OIKOVOIKO, TOMTIKO, TIOMTIOMIKO Kal EKTTAIOEUTIKO
eminmedo ¢ kABe xwpag (Mmouldkng, 2005). Mpeofeutic k&Be alayng n ekmaidevon
pE MpwTaywvioth to 6dokaho (Mavayomoulog, 2002). O poAog Tou «KAeldi» atn 6An Tou
npoondBela eival n evouvaiodnon, n IKavoTNTA Tou va Piwvel TN SlaPopeTikdTNTA, va
ouvaloBdvetal TIG avdaykeg Tou dAou oav va gival o idlog otn Béon tou (Koopdmoulog,
2000). Xtnv ENNGSa eipaote pakpld amd 1o dSuokolo otdxo, Tn Bacikn mpolmobeon Tng
Awamohtiopikig Ekmaidevong, tn ouvomapén, tn ouvekmaidevon OAwv Twv madIwV
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ave€apTATwG TPOoEAEUONC PéOA O TVELUA QATPOKAAUTITNG ETMIKOIVWVIOC-OUVEPYATIAC
ME O€Baoud OTNV €TEPOTNTA Kal Ta avBpwmiva SiKalwpata. ZoUE 0Tn HOVIMOTNTA TNG
TONITIOMIKNAG peTeCENENG Kat n EAAGSa  xpetaletal 1o ToAuned Bripata, yati to dnuocto
oxoAgio gival iIkavoé va maiel éva polo e€alpeTIKAC onuaciag yia tn dlatripnon TG SUVOXAG
TOU KOIVWVIKOU 10TOU Kal TNG KOWVWVIKNG €lprivne. H ekmaideuon amotelel To avaxwua tng
SnNUOKPATIOG KAL PEIWVELTIC KOWVWVIKEG adIKiES e TNV TP OGS acn OAwV Twv TOATwY (EANAVWV-
ANOSATIWV) 0TNV EMAYYEAUATIKN KAl KOIVWVIKN évtaén. H ekmaideuTikn mOMTIKY aAAAlel
OLVEXWG UE TNV KABIEPWON VEWV HOPPWV EVENIKTWY OXNUATWY OgoUIKAG Kal SIGAKTIKAG
napépPaonc. H SamohmiopikdtnTa €xel pia 16ealloTikr, avOpwmoTiky BAon, YeE KEVTPO
Tov AvOpwTo UE avaipeon Twv MpokaTaARPewy Kat amodoxn TnG eTepdtnTag pe Stdhoyo
Kal ouvepyaaia. H avTigeTwmion NG MONMTIOUIKAG S1a@opeTIKOTNTAG TTOIKIAEL ATTO XWPA O
XWpPa avaioya Pe TNV KouAToUpa TG Kal TNV Kupiapxn tdeoloyia. H eicodog Twv aAodanwv
HaBNTWV 0To EAANVIKS eKTTAISEUTIKO GUOTNUA €ival N uKkalpia yla emavanpocdloplopod Tou
POAOU TOU GUYXPOVOU OXOAEIOU Kal EMOTPOMH OTNV AvOPWTIOTIKA Tou BAon-ageTnpia yia
MPOPBANMATIONO Kal aAayr Twv Sopwv TG ekmaidevonc (Mkdtofog, 2002. 2004. Zwypdpou
1997. Mdpkou, 1997 ). To dnuodacio oxoAeio kald Ba eival ev Suvdpel SIATTONTIOUIKO UE
EKTTAIOEUTIKOUC KATAPTIOUEVOUC OTN VEA TTOAUTIOMTIOIKY TTPAYHATIKOTNTA.

Eival avaykaio va avantuytel éva oxoAeio VENIKTO, TTPOCAPUOOUEVO OTIC TIPOOSOKIEC
TWV Hodntwy, e éugpacn otn S1dakTiky pebodoloyia péoa amd mpoypdupata «Siafiou
«ekmaideuong». To OXOAEIO EVNUEPWVEL TNV OIKOYEVELD Kal TNV evOaPPUVEL OE TIEPIMTTWON
embupiag emavamaTpiopo.

Anaiteital n idpuon ypageiov otripléng autwy Twv eVAAWTWY opddwv ot emimedo Nopou
yla TNV umooTnEIKTIK PBorfeia Twv Tunudtwy Ymodoxng ZEM. Xpelaldpaote SIOKPATIKEG
OUMQWVIECKALYIA TNV EVOAppLVON TNGEPELVAC OTIC EMOTANEC TNGAYWYAG, VIO TNV TTAPAYWYN
O16aKTIKOU UAIKOU, TNV €KmovNon Twv SISAKTIKWY TIPOYPAUMATWY, TNV dnuoocisuon twv
EUTTEIPIWV OE NUEPIDEC yIa TA RON LTTAPXOVTA ALATTOAITIOMIKA ZX0AEia oTnv EANGSQ.

Anarteital n eméktaon twv TUNUATWY YTOdoXNAC O TePIOodTEPA OXOAEiQ, N aihayr
NG OXOAIKAG KOUATOUPAG, Yia TNV UEIwoN TNG TTPOwPNG EYKATAAEIPNG TNG UTTOXPEWTIKAG
ekmaidevong kat TN BeAtiwon Twv pabnotakwv amoteAeopdtwy. H evioxuon Tng 106TIUNG
npdofaong, TNG AMOTEAECUATIKAG EVTAENG TWV HABNTWV HE TTOMTIOMIKEG KAl BpNOKEUTIKEG
1S1aITEPOTNTEG OTNV OMAAN KaBnpepvr) oXoAkr (wi givat véo dedopévo.

KataAfyovtag, pe TN -UIKPAG KAIMOKAG- TTOLOTIKA avdAuon tng épeuvag, Bewpoupe OTL
Snuioupyeital éva véo medio mpoPAnuatiopou, mou Ba SWOoEL To évauoua yia PEANOVTIKEC
MENETEC Kal €peuveEG, OTWG Ba pmopoUloe va eival N peNéTn Twv ekBEoswv aflohdynong
Twv TUNUaTwv ZEM kat AMwv oxoAikwy povadwv. Emiong onpavtikn 8a ftav n Sievépyeia
EUTTEIPIKAG €peuvag pe Selypa ekmaldeuTikoUS MpwTofdbutag mou epydlovtal ota TUAuata
Yriodoxn¢ ZEM. Evdiagépouca Ba ntav emiong n Slepelivnon Twv amoOPewv TwV ZXOMKWV
JUpBoVAWVY yla TO CUMPBOUAEUTIKO TOUG €pyo OTa TTapAmavw Turpata og emimedo Nopou
Kal MNeplpépelag, n kataypaen Twv mPoAnUdTwy Asitoupyiag Toug, Kabwg kal n avalntnon
TIPOTACEWV TOUG Yla TNV avaBdaduion tng Asitoupyiag Touc.
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